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ABSTRACT 

 
Second language education research has seen a scarcity of investigations into ‘interest’, 

even though interest adds significantly to learning processes and results. In EFL tertiary 

learning contexts like Vietnam, most learners fail to generate interest in learning, although they 

know advanced English proficiency is a graduation and job requirement. Among many factors, 

teachers have a critical effect on the enhancement of students’ interest. 

Adopting a qualitative case-study approach, this study investigates Vietnamese tertiary 

teachers’ beliefs and practices about interest promotion and the sources of and relations between 

those beliefs and practices. Artefacts, focus group discussion, observations, questionnaires, and 

stimulated recall interviews were used to collect data during a semester from two young 

teachers, two senior teachers, and around 200 students.  

The findings showed that the teachers held diverse beliefs about interest-enhancing 

strategies, resulting from complex interplays between their personally and socially constructed 

belief systems. Their beliefs were vastly congruent with their teaching, but incongruences 

occasionally occurred through their personal factors, student factors, and teaching conditions. 

Using a broader range of strategies and focusing on increasing students’ interaction and 

involvement, younger teachers were more successful than their seniors, who concentrated on 

the comprehensibility of learning materials. 

Also, the study confirms crucial influences of teacher factors in students’ interest. It is 

evident that teachers’ friendliness and intimacy; active, humorous, and encouraging teaching 

styles; and opportunities for students’ interactions and engagement are interest boosters. 

Additionally, the interestingness of a lesson is found to be proportional to the number of 

interest-enhancing strategies used. Another finding is that the absence of one determinant (i.e., 

novelty/ comprehensibility/ meaningfulness of learning objects/ students’ involvement) can 

decrease the effects of other determinants on students’ interest. 

This study has made a significant contribution by adding to the existing knowledge in 

EFL education research about the nature of interest and teachers’ beliefs, confirming the merits 

of a qualitative case-study approach, and offering applicable research tools. It also describes 

the current situation of EFL Vietnamese teachers’ beliefs and practices, from which authorities 

and policymakers can better support teachers in their promotion of interest in students. 
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CHAPTER 1:  INTRODUCTION 

This chapter sets out the background of the study, which is related to English language 

teaching and learning in Vietnam and in a tertiary institution in Vietnam. It then presents the 

rationales for the study and identifies the theoretical evidence to support and guide the study, 

the potential outcomes of the study, and the problems existing inside English language teaching 

and learning environment at that institution. This is followed by a clarification of the aims of 

the study and a summary of the main points. The chapter concludes with a presentation of the 

thesis structure. 

 
I’m more interested in arousing enthusiasm in kids than in teaching the facts. The facts may 

change, but that enthusiasm for exploring the world will remain with them the rest of their lives. 

~ Seymour Simon ~ 

The mediocre teacher tells. The good teacher explains. The superior teacher demonstrates. The 

great teacher inspires. 

~ William Arthur Ward ~ 

1.1. Background of the study 

English has increasingly become the dominant language in most regions of the world. 

Therefore, teaching and learning English to create citizens with good English communication 

skills is critically important. In the era of globalisation, Vietnam has no alternative but to 

participate in this competitive process with a skilled workforce who possesses an English-

speaking ability. Since the launch of the Renovation Scheme (Doi Moi) in 1986 and notably, 

since Vietnam became a member of ASEAN (the Association of South-East Asian Nations) in 

1995, English has played a critical role in the country’s economic development and foreign 

relations (Bui & Nguyen, 2016). Teaching and learning English, thus, has become a top 

education policy priority for both the government and individual education and training 

providers. English language is a compulsory subject in almost all education institutions, from 

primary to tertiary level. Meanwhile, most Vietnamese students have limited exposure to 

English, resulting in their low English communication ability. Their university entrance English 

level is mostly elementary (Level 1) (Hien & Loan, 2018), which is far below the advanced 

English proficiency set as a graduation requirement by the Ministry of Education and Training 

for non-English major graduates (Level 3). This situation is placing a tremendous pressure on 

English teachers to bridge the huge gap between the country’s high demand and the students’ 

low level.  

To serve that national demand for English communication capacity, a shift has been 

made within the English teaching community from the conventional teacher-centred approach 
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to the learner-centred approach since the launch of The National Foreign Languages Project 

2008-2020 (Government of Vietnam, 2008). This policy has allowed innovations in English 

language curriculum and teacher education, which have helped to promote learners’ interest 

and engagement in learning English and in turn, to enhance their English proficiency. However, 

in the university where I have been working as an English teacher for approximately six years, 

the new approach has not been fully implemented, so the promised improvements in students’ 

English learning interest have not materialised. Although there are a number of variables 

involved in the teaching and learning process, the lack of change in my university might be due 

to teachers’ beliefs and practices. Here, Trang and Baldauf’s (2007) case study in relation to 

Vietnamese students’ resistance to English learning is instructive. They found that “uncreative, 

boring ways of conveying knowledge” is a teacher-related demotivating factor (p. 94).  

In light of Vietnam’s shift to student-centred learning and research into Vietnamese 

student engagement with English learning, I conducted a study investigating Vietnamese 

university teachers’ beliefs and practices in promoting students’ interest in learning English as 

a foreign language. The rationales for doing so are set out in the following sections. 

 

1.2. Rationales 

1.2.1. Theoretical rationales 

English language teaching (ELT) and learning and ELT research have been evolving 

throughout time as a result of globalisation and responsive language policies by many non-

English-speaking countries to increase their citizens’ foreign language capability. Accordingly, 

there has been an explosion of studies into teachers’ beliefs and practices with regard to 

methods of teaching English language skills (e.g., Baker, 2014; Goh & Chen, 2014; Lee, 2009; 

Yang & Gao, 2013), English teaching approaches (Bao, Zhang, & Dixon, 2016; Tayjasanant & 

Barnard, 2010; Zheng & Borg, 2014), assessment (Xu & Liu, 2009), and English language 

teaching technology use (Mathews-Aydinli & Elaziz, 2010). In general, the prominent focus is 

on learning content and pedagogy with only a limited number of studies having been carried 

out on teachers’ beliefs and practices about learner variables or factors that vary across learners, 

particularly in terms of learner interest. ELT in Vietnam, with a few studies conducted on 

teachers’ beliefs and practices, has also witnessed a similar trend. The most common areas 

studied are Vietnamese teachers’ pedagogical beliefs: beliefs about culture in language teaching 

(e.g., Nguyen, Harvey, & Grant, 2016), beliefs about teaching approaches (Barnard & Viet, 

2010; Nguyena, 2013), beliefs about use of humour in English as a Foreign Language (EFL) in 
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classrooms (e.g., Petraki & Nguyen, 2016). However, Vietnamese teachers’ beliefs and 

practices about learner variables, including learner interest, have barely been investigated.  

In general, there is a growing enthusiasm for investigating teachers’ beliefs and 

practices in ELT, but research on teachers’ beliefs and classroom practices about enhancing 

student interest has lagged behind. In fact, there have been only a few studies to date on this 

topic in second language (SL) and foreign language (FL) learning and teaching, even in 

mainstream education (e.g., Pratt, Zaier, & Wang, 2021; Riconscente, 2014; Zahorik, 1996).  

Considering research on interest generally, while extensive research into ‘interest’ has 

been carried out in a range of disciplines such as mathematics (e.g., Mitchell, 1993), music 

(e.g., Sloboda & Davidson, 1995), science (e.g., Ainley & Ainley, 2011), history (e.g., Dan & 

Todd, 2014), physical education (e.g., Sun, Chen, Ennis, Martin & Shen, 2008), physics (e.g., 

Hoffmann, 2002), general education (e.g., Pregitzer & Clements, 2013), it is absent altogether 

in second language learning and teaching research (Tin, 2016). Notwithstanding this scarcity 

of investigation into ‘interest’, Tin (2016) stressed the need to consider this construct, as it 

opens the door to an understanding of various language-learning experiences around the world 

(p.8).  

In fact, the effects of interest on learning and development have been confirmed through 

an increasing number of educational studies in the past few decades. Those studies revealed 

that interest adds significantly to the learning process and its results, and to cognitive 

performances in various domains, including language learning (Mitchell, 1993; Renninger, 

Ewen, & Lasher, 2002; Schiefele, 1991). For example, Schiefele (1991) concluded that interest 

enhances the quality of learning, especially material comprehension by motivating readers to 

dig deeper into texts’ meanings and ideas through making inferences and connections of text 

components, rather than working on text surfaces. This finding was cemented by Clinton’s 

(2011) discovery of the significant role of interest in generating inferences, which helps to 

increase the number of correct answers to comprehension questions. Moreover, “interest is an 

important motivator for the use of learning strategies that facilitate deep processing” (Schiefele, 

1991, p.312). Schiefele at the same time emphasised that interest is intimately linked to self-

esteem and cognition of skills. Of note also is Krapp’s (1999) study, which demonstrated that, 

for university students, interest in learning affects their cognition regarding different learning 

strategies and their applications of those strategies. Equally important, Renninger et al. (2002) 

found that, despite having lower ability for reading and mathematics, students with a well-

developed individual interest in these subjects have an even stronger propensity to engage with 

the meaning of the texts and mathematics problems than those with a less developed individual 

interest in these subjects. 
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Among many factors, numerous studies have pointed out that teachers play a significant 

role in enhancing students’ interest in learning. Krapp, Hidi, and Renninger (1992), for 

example, underscored the positive effect of teachers’ instructional designs and of teacher-

student relationships on students’ interest. Based on interviews with 257 musicians, Sloboda 

and Davidson (1995) also found that teachers’ ability to inspire their students and their good 

communication skills are the most important characteristics of teachers regarding preserving 

students’ interest. Critically importantly, Bergin (1999), after analysing a wide variety of 

influencing factors on classroom interest such as ‘hands-on’, ‘novelty’, ‘social interaction’, 

‘modelling’, ‘games and puzzles’, ‘content’, ‘fantasy’, ‘humour’, and ‘narrative’, pointed to the 

role of teachers in integrating these instructional aspects so that students’ interest and learning 

are increased. Furthermore, Tin (2016) asserted that in teaching contexts with limited 

technology application and teaching activities, teacher talk, a source of English language, could 

play a pivotal role in promoting students’ interest in learning English. Yunita (2017), exploring 

the development of Indonesian students’ interest in learning English, also postulated that 

inspiring teachers are significant external interest-triggering factors. Moreover, Thoman, 

Sansone, and Geerling (2017) emphasised that the extent to which the instruction is in harmony 

with individuals’ initial goals can affect their interest levels. All these declarations firmly 

consolidate the effects of teachers’ behaviours on students’ interest.  

In short, while there is a dearth of studies on teachers’ beliefs and practices about 

interest stimulation in ELT, ample evidence in other learning fields proves that interest 

enhances the quality of learning and performance tremendously and that, among various 

factors, teachers play fundamental roles in promoting students’ interest. From this point, I argue 

that, for students’ interest in learning to be raised and sustained, it is crucial that what teachers 

think and do creates the conditions favourable for those processes to occur. This is the reason 

for my plan to gather evidence of teachers’ beliefs and practices, in natural classroom settings, 

regarding raising and sustaining students’ learning interest.  

1.2.2. Personal rationales 

Find the interest of people and help them achieve their calling. 

~ Sunday Adelaja ~  

 

As a learner, I was ever extraordinarily emotionally attracted to English for the first 

lessons of the language in my primary school time. I naturally absorbed it and meticulously 

paid attention to the lessons merely because English to me at that time was wholly novel and 

unique with its own cultural and language features. Also, learning through playing fun games, 

singing catchy songs, listening to fascinating tapes, and practicing playful role-plays was 
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amusing and ground-breaking to me. My English teacher was stimulating as well, having 

mellifluous English pronunciation and an inspiring teaching manner.  

Entering secondary school, I gradually failed to retain that avid interest partly because 

I was unable to find chances to be exposed to English materials and environments. The fact was 

that such chances were severely limited for me, a pupil in an inadequately equipped school and 

a child of a poor rural family. My only meagre sources of English were the less inspiring 

teachers, boring textbooks, and learning contents and activities. I had to copy from the 

blackboard and learn by heart a series of grammatical structures and vocabularies, sit passively, 

and do dull exercises on grammar, vocabulary, and reading. Above all, the anxiety over failures 

and receipts of low exam scores was the predominant driving force for my studying, although 

there still were novel cultural and language contents. Fortunately, my interest in learning 

English still endured and led to my bachelor’s and master’s degrees in English language 

teaching and my English teaching position at a university in Vietnam. 

From those experiences, I became conscious that students’ lack of interest in learning 

is caused, not only in students themselves but also by the teachers. Compared to my primary 

school English teachers’ teaching materials and instructional behaviours, those from the later 

English teachers were substantially less engaging. This story well informs my teaching 

philosophy and research area. As an English teacher, even though I was bound by the fixed 

teaching plans, syllabuses and curricula, I have been making efforts to evoke and boost my 

students’ interest in learning by applying different teaching techniques. However, at the same 

time, I faced numerous questions about the nature of ‘interest’. 

Also, being aware that most university non-major English students were laden with 

personal disinterest in learning English, I understood, through informal talks and professional 

seminars and conferences, that many other teachers also recognised that problem. It appeared, 

nevertheless, that they kept complaining, blamed only the students for the problem, and 

believed themselves not to be responsible. However, I argued that teachers were great 

influencers and I had a series of curious questions about their beliefs and practices as to interest 

enhancement (e.g., ‘Do they consider arousing students’ interest in learning or teaching the 

facts the most important?’, ‘What of their teaching behaviours are effective in promoting 

students’ interest?’). This personal curiosity has urged me to find the answers.  

Without comprehensive deliberation, I may jump to false and unjustified conclusions to 

all those questions about the nature of interest and about teachers’ beliefs and practices in 

promoting students’ interest. Thus, to obtain reasonable answers, I decided to conduct detailed 

investigations through this study. 
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1.3. Research aims 

First, this study aimed to explore teachers’ beliefs and practices in their natural teaching 

contexts with regard to English learning promotion. Four research objectives associated with 

this aim were articulated: 

• What Vietnamese EFL university teachers think about interest promotion. 

• How they form beliefs about interest promotion. 

• In what ways they promote their students’ interest and whether they are successful 

in doing so. 

• Whether there is a relationship between their practices and their beliefs about 

interest promotion. 

Second, this study also aimed to examine the nature of interest by seeking evidence of 

students’ interest in the EFL teachers’ lessons and of the factors affecting their interest.  

Third, the study was informed by the above-mentioned national ELT context in 

Vietnam, in which teachers attending teacher education bachelor’s and master’s programmes 

before and after The National Foreign Languages Project 2008-2020 received education in 

different teaching approaches. Through this study, I also aimed to explore the beliefs and 

practices of these two groups of teachers to see if there were any discrepancies. Of the two 

groups, one is experienced (teaching at the university for over ten years) and the other is less 

experienced (teaching at the university for ten years or less).  

Fourth, from these investigations, it was hoped that the study would yield findings that 

could serve as a description of the current situation of Vietnamese EFL university teachers’ 

beliefs and practices concerning interest promotion. This was expected to be a basis for the 

establishment of appropriate training courses to heighten teachers’ consciousness, extend their 

knowledge, adjust their beliefs, and encourage them to apply interest-enhancing techniques and 

methods. In addition, this study was planned to bring to light the actual teaching conditions 

possibly affecting teachers’ beliefs and hindering their practices. This could inform authorities 

of necessary adaptations and supplementations to provide EFL teachers with supportive 

environments for promoting students’ interest. 

Fifth, this study, at the same time, aims to fill two gaps in the literature about education 

and ESL/EFL teaching and learning: in terms of research topics and in terms of research 

methodology and scopes.  

The first gap is the above-mentioned dearth of studies into interest in ESL/EFL teaching 

and learning and the dearth of studies into teachers’ beliefs and practices about stimulating 

students’ interest in both mainstream education and ESL/EFL teaching and learning. The results 
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of this study are of critical importance considering the roles of interest in learning and the roles 

of teachers in fostering students’ interest in learning discussed above.  

Next, concerning research methodology and scopes, although it is argued that studies 

on teachers’ beliefs about student motivation somewhat manifest teachers’ beliefs about student 

interest, research on motivational strategies “has largely been done through surveys based on 

researchers’ own conceptions of motivational practice, we cannot be sure that they represent 

teachers’ own core beliefs” (Lamb, 2017, p.333). In addition, there has been a shortage of 

proofs on the reflection of teachers’ understandings of motivation in their practices (Lamb, 

2017). It was hoped that this study might bridge these gaps in research methodology and scopes 

by adopting a case study design using a number of instruments (i.e., focus group discussion; 

questionnaires; post-observation interviews; observations; artefacts such as syllabuses, lesson 

plans, and PowerPoint slides). According to Thomas and Myers (2015), case studies help shape 

a comprehensive picture of the investigated phenomena and attain analytical insights into the 

complicated interactions between factors associated with the phenomena. Given that teachers’ 

beliefs are hidden (Johnson, 1994) and complex (Borg, 2001; Kagan,1992) and affected by 

various elements such as learning experiences (Borg, 2011; Farrell & Tomenson-Filion, 2014), 

teaching experiences (Mansour, 2009; Phipps & Borg, 2009), and other contextual conditions 

(Kubanyiova & Feryok, 2015; Skott, 2015), this study involves complicated inquiries such as 

‘what the teachers’ beliefs and practices are’, ‘how their beliefs are shaped’, ‘whether their 

beliefs and practices match’, and ‘why their beliefs and practices match/mismatch’. Thus, this 

study was planned to follow a case study approach to collect in-depth data from the teachers’ 

natural teaching settings – their normal classrooms. 

 

1.4. Summary 

I have discussed the context of the study where the EFL teachers face a challenge in 

raising the low English level of students lacking interest in learning English to a level that meets 

graduation’s and society’s requirements. Following that, I demonstrate that interest is 

theoretically proven to contribute greatly to learning results and that teachers have crucial 

influences on students’ interest in learning. In the meantime, there is a scarcity of research into 

interest and research into teachers’ beliefs and practices about students’ interest. With such 

theoretical background and with my personal learning and teaching experiences, I decided to 

carry out this study using a case study approach to extensively explore teachers’ beliefs and 

practices about interest stimulation in their natural classrooms and to fill the gaps in the 

literature about ESL/EFL teaching and learning. The study also aimed to provide information 

for relevant authorities and policymakers in the hope of bringing improvement to the current 
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English teaching situation in Vietnam and to SL learning and teaching research. The next 

chapter presents a literature review of what researchers have previously done in my research 

area and in what ways their findings can back and lead my research. 

 

1.5. Thesis structure  

This thesis consists of nine chapters.  

Chapter 1 points out the problems in English language teaching and learning at a 

university in Vietnam and presents justifications and aims for the study. 

Chapter 2 reviews the literature relevant to the concepts of ‘interest’ and ‘teachers’ 

beliefs’. This chapter identifies that there have been only a few studies done on teachers’ beliefs 

and practices about promoting students’ interest. 

Chapter 3 describes the research methodology, which explains the research design using 

a case study qualitative approach, research context, research participants, and issues around 

data collection, management, validity, and reliability.  

Chapters 4, 5, 6, and 7 present the main findings of the four case studies: teachers’ 

beliefs, sources of beliefs, factors affecting the transfer of beliefs into practices, their practices, 

and the effectiveness of their practices. 

Chapter 8 synthesises and discusses general findings with specific reference to 

individual research questions.  

Chapter 9 summarises the main points, significant findings, and contributions of the 

study. It also presents the implications and limitations and suggestions for future research. The 

researcher’s personal reflection concludes the thesis.   
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CHAPTER 2: LITERATURE REVIEW 

This chapter presents a comprehensive review of the most connected theories and 

research related to interest and teachers’ beliefs and practices in general and in second language 

education. Justifications on the definitions, theories, and models adopted and the research 

questions in this study are also provided. Together with this, reference to second/foreign 

language education contexts and gaps in the literature are discussed.  

 

2.1. Interest 

2.1.1. What is interest? 

 
There are literally millions of potentially interesting things in the world to see, to do, 

to learn about. But they don’t become actually interesting until we devote attention to 

them.  

~ Csikszentmihalyi ~ 

 

I started by raising these questions: “Does interest live inside one person?”, “Does it 

live inside one object?” The answers I found are “no” for both. Interest is widely considered as 

a psychological phenomenon occurring when a person interacts with a particular object they 

believe to be important to their personal well-being and growth under certain circumstances 

(Hidi & Renninger, 2006; Krapp et al., 1992). This person-object model emphasises the 

circumstantial interaction between the two, or, in Krapp’s (2007) words, the “object 

engagement” (p.8). As to the roles of both the person and the object in generating interest, Hidi 

and Renninger (2006) clarified that the person is the potential for the emergence of interest 

while the object is the direction toward which interest emerges. To be more specific about what 

an object is, it can refer to “an event, an idea or an activity” (Tin, 2016, p.28). It can also be 

“concrete things, a topic, a subject-matter, an abstract idea, or any other content of the 

cognitively represented life-space” (Krapp, 2007, p.8). Though lexical choices vary among 

scholars, their denotations are essentially the same.  

According to this person-object theory, interest is content-specific (Krapp, 2007). On 

the one hand, this is to say that, for an individual, there is no general interest that does not 

involve any object. Emphasizing this point, Tin (2016) affirmed that “For interest to emerge, 

people need specific objects they are willing to engage or re-engage with in a particular context” 

(p.28). On the other hand, as interpreted by Krapp (2007), interest does not necessarily emerge 

from all available or possible person-object relationships, but rather only certain relationships 

will be more closely developed into interest under certain contexts. 
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To sum up, the core nature of interest concerns the person-object relationship and the 

object-specific characteristic. In second language acquisition, in order for interest to emerge, 

learners need to interact with learning objects (e.g., vocabulary, pronunciation, grammar, 

language skills; topics, themes, contents, activities) under certain internal psychological 

conditions (e.g., mood) and external conditions (e.g., other people such as peers and teachers 

and physical settings such as time and place, etc.).  

2.1.2. What are types of interest? 

To date, researchers have proposed various categorisations of interest. For the purpose 

of this study, however, this section focuses on explaining the most popular division, situational 

interest – individual/personal interest. These interests are differentiated for many reasons, 

which can be grasped quickly through Table 2.1 below.  

 

Table 2. 1. Differences between situational interest and individual interest 

 Situational interest Individual interest 

Endurance Context-specific Stable 

Nature A psychological state A habitual disposition 

Associated 

factors 

Focused attention and 

affective reaction 

towards an object 

Accumulated knowledge, 

positive affect and value 

adhering to the object 

Individualisation Common among individuals Specific to individuals 

Forming process Temporarily awaken Develops slowly 

 

First, while situational interest is context-specific and temporary, individual interest is 

stable and persistent (Krapp, 2007). Second, from a causal nature, what is experienced as a 

psychological state provoked by contextual elements and features of an object is considered 

situational interest, while a habitual disposition or general tendency to occupy with or to re-

engage with an object is considered individual interest (Krapp, 2007; Tin, 2016). Third, 

situational interest, at a specific level, is closely associated with focused attention and affective 

reaction towards an object (Hidi, 1990). Individual interest, meanwhile, at a more general level, 

is closely associated with accumulated knowledge, positive affect, and value adhering to the 

object (Krapp et al., 1992). 

As to individualisation, according to Krapp et al. (1992), in studies on text-based interest 

as a special type of situational interest, situational interests such as individuals’ experiences of 

surprise-ending stories are not viewed as idiosyncratic but common among individuals. 

Individual interest, on the contrary, is “always specific to individuals” (p.6). Individual interests 
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can be an integrated part of an individual’s self-system, characterised by its ability to prevent 

the person from changing their goals (related to these interests) which they have identified with 

(Krapp, 2007). Considering situational interest is lesson-specific, more easily influenced, and 

common among individuals, this study, which was conducted during a short period of 15 weeks 

only at a university in Vietnam where the number of students in a class is large, focuses on 

students’ situational interests in the lessons delivered by the teachers. 

Concerning formation, situational interest is chiefly awakened by external stimuli in the 

environment. In contrast, individual interest develops slowly over time, and under certain 

conditions, only a few person-object relationships become permanent individual interests (Hidi 

& Renninger, 2006; Krapp, 2007). In this sense, the focus of situational interest is the context, 

while that of individual interest is the person. That is why, while research on situational interests 

primarily deals with the object-specific side to examine contextual factors and their effects on 

interest, research on individual interests tends to involve the person-specific side to investigate 

what happens within individuals’ minds and self-systems. In this study, I also investigated a 

type of contextual factors affecting students’ interest - teachers’ interest-promoting practices 

and the effects of these practices on students’ situational interest in their lessons. To guide this 

investigation, one of the research questions addressed with two sub-questions was: 

 

How do English teachers promote students’ interest in learning English? 

a. What are English teachers’ interest-promoting behaviours? 

b. What is the effectiveness of English teachers’ interest-promoting practices, or what 

is students’ interest level? 

 

In short, because individual interest is hard to influence, in education, the primary 

concern is situational interest (Mitchell, 1993). Therefore, teachers should focus on increasing 

students’ situational interests in their lessons by preparing materials that are of general interest 

to a group of learners, especially for large-sized classes. However, how can teachers be sure in 

advance that their planned intervention strategies will be effective in provoking their students’ 

interest? Thus, the matter of the crucial elements in triggering interest needs to be tackled. 

2.1.3. What determine the emergence of interest?  

The above-discussed necessary condition for interest to emerge is the interaction 

between the person and the object. Nonetheless, not all interactions can lead to the emergence 

of interest. So what are the sufficient conditions? 

Different researchers approach interest-inducers from different viewpoints. Silvia 
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(2001), based on the pathways through which factors can trigger interest, propounded that 

variables can directly or indirectly evoke interest. This author, following Berlyne’s (1960) 

analysis of interest inducers, postulated that only four collative variables - conflict, complexity, 

novelty, and uncertainty, through their collective activation, directly induce interest. Any 

influence of other variables on interest is created indirectly through the effects of these variables 

on one of the direct variables. Textual coherence, an example of indirect variables, is believed 

to affect the complexity of texts, which, in turn, affects interest (Tin, 2016). 

On the other hand, it is claimed that interest derives from a broader set of variables than 

those four above-mentioned variables (Hidi & Berndorff, 1998, cited in Ainley, 2013, p. 246). 

According to Schraw and Lehman (2001), variables such as textual coherence and readers’ prior 

knowledge make a text more interesting. At this point, Silvia’s (2001) suggestion, however, is 

justifiable in that those variables do affect interest, despite via indirect pathways – affecting the 

complexity or novelty of the text. In general, the set of factors by Silvia (2001) is possibly the 

same as that by Hidi and Berndorfft, albeit the focus of Silvia’s view is on direct factors.  

Whether factors give rise to interest directly or indirectly, Silvia (2008a) recommended 

a special mechanism operating the generation of interest (see illustration in Figure 2.1). She 

declared that, for interest to occur, it is essential that the person-object interaction occurs under 

the subjective judgment process consisting of two interest appraisals: the novelty - complexity 

appraisal and the coping potential - comprehensibility appraisal. If the person evaluates the 

object as ‘novel - complex’ but incomprehensible, then instead of ‘interest’, another emotion, 

‘frustration’, emerges (Silvia, 2008a; van der Sluis, 2013). Silvia (2008a) described the 

convergence of the two essential elements by using the term “sweet spot”, which was later 

confirmed by van der Sluis (2013). In other words, the occurrence of the two appraisals acts as 

the antecedent of interest and the object judgment result as being ‘novel/complex’ and 

‘comprehensible’ as the determinant of interest. Though Silvia (2008a) did not clarify what 

factors lay behind the novelty, complexity, and comprehensibility of objects of interest, it is 

essential to consider those factors to inform appropriate interest-promoting strategies. This 

issue is elaborated in the later section 2.1.5 on factors affecting interest. 
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Figure 2. 1. The interest generating process 

 

 

So far, I have discussed the prerequisites for interest emergence. Once appearing, does 

interest remain the same or change? This issue is addressed in the next section.  

2.1.4. What happen next after the emergence of interest? 

Researchers have examined interest from a developmental perspective and considered 

it as a changeable rather than a static process.  

Krapp (2002) proposed a model that describes the development of interest involving 

three sequential levels - triggered situational interest, stabilised situational interest, and 

individual interest. Built upon Krapp’s schema, the model by Hidi and Renninger (2006) below 

presents a parallel description of interest development in four phases.  

• The first phase witnesses the appearance of a person’s situational interest in an object 

by virtue of environmental features. 

• Subsequently, if the personal involvement in the object is perceived to be meaningful, 

the second phase of interest development occurs, leading to the formation of maintained 

situational interest featured by “focus attention and persistence” (p. 114). 

• Next, the third phase evolves when the reengagements are valued, causing a shift from 

maintained situational interest to emerging individual interest “characterised by positive 

feelings, stored knowledge, and stored value” (p. 114).  

• In the final phase, reengagements are also valued and self-regulation and object 

identification increase. At this point, interest reaches the peak level called well-

developed individual interest, characterised by positive feelings and even more stored 

value and knowledge.  

 A person may not necessarily go through a full four-phase process (Hidi & Renninger, 

2006).  Krapp (2007) affirmed that, while short-lasting situational interest can be sparked rather 
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frequently, it only transitions to individual interest when it “meets the criteria of a personal 

interest” (p.13). Many other scholars (e.g., Hidi & Baird, 1986; Mitchell, 1993) used Dewey’s 

(1913) terms - ‘catch’ and ‘hold’ to discuss the necessary and sufficient conditions for interest 

development. Catching factors are considered insufficient for interest to develop as they merely 

trigger interest. Only when there are holding factors can interest progress to a higher-level 

phase. In essence, catching variables are analogous with triggering determinants discussed in 

the preceding section.  

For holding factors, or maintaining determinants, Mitchell (1993) affirmed that learning 

contents that contribute to goals or to broader personal values are conditions for interest to 

transform from ‘catching’ to ‘holding’. This author discovered two primarily effective 

empowering ‘hold’ facets, ‘meaningfulness’ and ‘involvement’. Meaningfulness indicates 

learners’ recognition of the learning contents as serious and important in their personal lives 

(Mitchell, 1993) or “connected to what is already known” (Jack & Lin, 2014, p. 800). 

Involvement refers to learners’ feeling of physical and mental participation in the learning tasks. 

This point of view is in line with that of Hidi and Renninger (2006), who also claimed that 

“situational interest is held and sustained through meaningfulness of tasks and/or personal 

involvement” (p. 114). In language learning and teaching, these concepts, in fact, have been 

widely discussed under the labels of ‘relevance’ and ‘engagement’ respectively (e.g., 

Tomlinson, 2012). Specifically, this author suggests developing humanistic materials that are 

of personal relevance and value to the human beings using them and that have the potential for 

stimulating affective engagement. Similarly, despite not using the term ‘relevance’, Sakui and 

Cowie (2012) also suggested personalizing lessons in ways that reflect students’ lives as a tactic 

to spark students’ English learning interest. 

In summary, researchers have affirmed that while ‘novelty’ and ‘complexity but 

comprehensibility’ are emerging determinants of interests (as discussed in section 2.1.3), 

‘meaningfulness’ and ‘involvement’ are developing determinants of more stable interests. 

However, though this issue so far has been raised, they have not been tackled completely (Tin, 

2016, p.5). Ur (2017, p. 537) also affirmed that “there is little or no information to be found in 

the ELT literature” about how to get students interested in language learning. Considering this 

gap in research about interest, my study also investigates this issue by carefully considering the 

teachers’ instructional behaviours to identify which behaviours are for enhancing the novelty/ 

comprehensibility/ meaningfulness of learning contents/activities, and boosting students’ 

learning involvement. From that, the study compares the effectiveness of those interest-

promoting behaviours among teachers to discover factors determining students’ interest. These 

comparisons can confirm the roles of the already-discussed interest determinants among 
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scholars (novelty, comprehensibility, meaningfulness, and involvement) and/or propose new 

interest determinant(s).    

So far, several variables associated with inducing and maintaining interest such as 

learning contents, learners themselves, teachers, and peers have been seen. To provide a 

comprehensive picture, the next subsection discusses those factors from three perspectives: 

person-specific, object-specific, and context-specific.  

2.1.5. What are the associated factors in the whole development process of interest? 

As discussed earlier, interest is the result of an interplay between the object, the person, 

and the context. Therefore, factors influencing those determinants of interest emergence and 

maintenance can be viewed from person-specific, object-specific, and context-specific sides.  

2.1.5.1. Person-specific factors 

As to personal elements, the following list of eight variables, as compiled by Bergin 

(1999) through synthesizing various research results, can be considered:  

• culture value,  

• identifications,  

• social support,  

• utility-goal relevance, 

• emotions,  

• competence,  

• background knowledge.  

The three first elements, culture value, identifications, and social support, all bring 

individuals a sense of belonging, making them see the meaningfulness of involving in activities.  

First, culture and subculture values can affect individuals’ perceptions. According to 

Hulleman, Thoman, Dicke, and Harackiewicz (2017), learners’ beliefs about the value of 

learning something is shaped through not only the direct sharing of value from the social context 

but also their own inferences about other people’s values to make sense of their role in the 

social world. For example, parents’ perception of mathematics value was found to significantly 

influence students’ interest in solving a mathematical problem (Arthur, Aseidu-Addo, & 

Annan, 2015). Also, learning a foreign language is valued by a large percentage of people living 

in urban areas; thus, it is likely that learners living in the city are more attracted to the language 

than those living in the countryside.  

Second, as people grow up, their identifications are formed through their joining in 

certain groups and seeing themselves as part of those groups (e.g., ethnicity, gender, age group, 

profession association), which drives their activities around those labels. For instance, findings 
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by Ainley, Hillman, and Hidi (2002) showed that students’ gender substantially affects their 

interest in learning topics: “The girls responded with higher levels of topic interest to all of the 

text topics” (p.424).  

Third, the social support a person received in the past influences his or her interest in an 

object of interest (Jackson, Leal, Thoman, & Zambrano, 2019). For example, I am extremely 

interested in cooking thanks to the valuable support I gained from my aunt and the passing of 

her passion for cooking on me. Another telling example, which is linked with the story I tell in 

Chapter 1, is that because I did not receive adequate external support, I lost part of my original 

burning interest in learning English. 

Together with the above belongingness-related factors, utility-goal relevance is also 

crucial in making things meaningful and thus interesting to people. The likelihood is that 

students become interested in a learning object if it is to do with their goal achievement as 

“goals and interests were intertwined” (Bergin, p. 8, 2016).  

The next factor is emotion, which I argue affects interest through its influence on 

novelty. It is understandable that positive emotions foster learning interest. For negative 

emotions, there are cases when interest is decreased, and there are cases when it is increased. 

Students whose English learning performances have been repeatedly evaluated as low, for 

instance, are likely to suffer from emotional wounds that prevent them from engaging with the 

domain. In contrast, people may be interested while driving past a horrific traffic accident or 

while watching horror and thriller film because “we might be drawn to watch something that 

we know will fill us with fear, anxiety, or disgust” (O’Keefe, Horberg, & Plante, 2017, p. 52).  

The last two personal variables are competence and background knowledge.  

Competence influences interest in that if people perceive they are or will be competent at a task 

or topic (coping potential – comprehensibility), they are likely to be interested in it. Background 

knowledge is another matter of concern as learners’ prior knowledge is tied to interest in 

learning a topic or doing a task (Hidi & Renninger, 2006; Schiefele, 1991).   

2.1.5.2. Object-specific factors 

These factors vary depending on the characteristics of objects. In foreign language 

learning, objects can be language-related such as vocabulary, pronunciation, grammar, reading, 

writing, listening, and speaking and non-language-related such as topics, themes, material 

design, tasks, and activities. Language-related variables that affect the novelty, complexity, and 

comprehensibility of language learning contents can be 1) the differences in linguistic features 

between students’ L1 and L2; 2) the difficulty levels (e.g., beginner, elementary, intermediate, 

etc.); and 3) the popularity (e.g., used in daily life or special occasions) and 4) the formality of 

L2 contents. For example, in English, different verb forms are used to describe actions at 
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different times - past, present, and future while in Vietnamese, verb forms stay unchanged all 

the time. This grammatical feature is considered complex by most Vietnamese learners of 

English, which likely causes them to make mistakes, especially in speaking, while fluency is 

aimed at being achieved.  

Meanwhile, non-language-related factors that add to interest-inducing determinants - 

novelty, complexity, and comprehensibility can firstly be the feature of topics and themes. 

Wade, Schraw, Buxton, and Hayes (1993), as cited in Bergin (1999, p. 95), posited that “topics 

related to injury, sex, and scandal are clearly of high interest to readers almost without 

exception. In other words, such topics do appear to have absolute, or inherent, interest across 

readers, evoking a kind of emotional interest” (p. 106). Similarly, according to Jones (2007), 

while some are high-interest topics (e.g., vacations, food, entertainment, and relationships) and 

tend to interest most students, others may not be (e.g., art, literature, sports, cars). Additionally, 

topic interest was found to affect learners’ vocabulary gains (Cancino, 2021).  

Moreover, the feature of tasks could also add to interest-maintaining determinants - 

meaningfulness and involvement. Tasks that are authentic and similar to what students have to 

do in their real life are likely to maintain students’ interest because they perceive the 

meaningfulness in doing such tasks. Another feature of tasks, hands-on, is also stressed by 

Bergin (1999), who claimed that “People seem to be interested in so-called hands-on activities, 

that is, activities in which they manipulate materials, move around, and engage learning in a 

physical way” (p. 92).  

2.1.5.3 Context-specific factors 

These factors can be examined in two groups: social contexts (inside and outside 

classrooms) and physical and psychological circumstances.  

As regards social contexts inside classrooms, first, teachers can considerably influence 

students’ interest. The findings by Rotgans and Schmidt (2011) suggested that “teachers play 

an influential role in increasing students’ situational interest in the active-learning classroom” 

(p.37).  By skilfully varying and adjusting the volume, the pace, and the contents of their talk, 

teachers can add interestingness to their lessons. For example, the contents of teacher talk, if 

cleverly crafted, can make learning contents and tasks more engaging (Tin, 2016). In an online 

learning environment using videos as a means of instructions, Cowie and Sakui (2020) found 

out that such factors as teachers’ appropriate voice speed, clarity, friendliness, authenticity, and 

passion about their subject can increase the engaging feature of their instructions, or attract their 

students’ interest in learning through their videos. 

Apart from teachers, the role of peers in stimulating students’ interest is vital as well. 
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As revealed by Kim and Schallert’s (2014) findings, peer enthusiasm had direct positive effects 

on students’ situational interest. The results from the two studies by Isaac, Sansone, and Smith 

(1999) suggested that the social context of a task could influence individuals’ interest in 

performing the task; more specifically, interpersonal-oriented individuals were found to be 

more interested in tasks that they performed with or alongside a partner. Also, Bao (2014b, p. 

148) stated that either students’ silence or dominant talking role may affect their peers’ 

participation in learning. 

For social contextual factors outside classrooms, they can be role models from English 

learning communities, relatives and people who are in close relationships with students, English 

learning programmes on television, and English using contexts (e.g., English language signs in 

students’ living places). 

Next, physical and psychological circumstances are another indispensable contextual 

influence. Physical settings include classroom arrangement and conditions (e.g., lighting, 

boards, CD player, projector, Wi-fi services; mobility of seats, and air-conditioning), class time, 

weather at the class time, and so on. For example, if tables and chairs are rigidly fixed, students 

are reluctant to be engaged in hands-on activities despite their anticipation of fun gained from 

those activities. Concerning students’ psychological conditions, a stuffy classroom can also be 

a catalyst for a bad learning mood, obstructing their generation of interest. 

In short, characteristics of the person, the object, and the context altogether play a part 

in the forming and developing of interest. From the above discussion of various factors affecting 

interest, my study also looks at this issue by asking a further point in the earlier-presented 

research question about the teachers’ practices.  

 

How do English teachers promote students’ interest in learning English? 

c. What are factors affecting the effectiveness of teachers’ interest-promoting 

behaviours, or what are factors affecting students’ interest level?      

 

So far, I have discussed the nature, development, and influencers of interest. The reasons 

why interest needs developing are addressed in the following subsection. 

2.1.6. Why does interest need to be promoted? 

Interest performs essential functions in students’ learning and overall development. In 

the short term, the emergence of interest leads to three effects on individuals: an overall positive 

affective experience, a flow/engagement, and a learning experience (van der Sluis, 2013). First, 

“interest was positively related to the experience of activation, happiness…” (Schiefele,1996, 
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p.15). When a person interacts with an object, interest as a psychological state “can lead to an 

enjoyable and motivated experience and explorative behaviour” (Tin, 2016, p.35). Next, under 

optimal conditions, a person who bears an emotion of interest can also experience a flow or 

engagement (O’Brien & Toms, 2008; O’Keefe & Linnenbrink-Garcia, 2014), which is an 

effortless state attached with ignorance of time and energy used, featured by total involvement, 

intense concentration, distortion of time, disappearance of self-consciousness, and a merging 

of action and awareness. Such an intense engagement then leads to heightened attention, 

exploratory goal-related behaviours, and enhanced management. As a result, it fosters 

motivated learning about the outside world and the self as well (Berlyne, 1960; O’Keefe & 

Linnenbrink-Garcia, 2014; Silvia, 2008b).  

Researchers also accent the long-term effects of interest by considering it a contributing 

factor to humans’ mental health and personal growth at every stage of life (Silvia, 2001; Ainley, 

2013). At adolescence, interest enriches adolescents’ self-worth and optimism (Hunter & 

Csikszentmihalyi, 2003). Also, in both adolescence and adulthood, interest further favours the 

continuous development of knowledge and skills, enlarging the range of competences people 

gain and thus actualizing a larger number of goals (Silvia, 2001). This commitment to learning 

new knowledge and skills, reinforced by retained individual interest, enlarges into “self-

directed and life-long learning” (Ainley, 2013, p. 253). 

To conclude, interest entails positive effects on students’ learning and overall 

development. Therefore, it is critical that teachers realise the importance of stirring up and 

strengthening learners’ interest in learning and finding ways to do it. In reality, many teachers, 

in an endeavour to boost their students’ interest, spend just about a quarter of their lessons 

teaching them knowledge and the remaining time telling an array of stories for fun, resulting in 

their students’ laughter/smiles and close attention to their talk. However, is that joy enough to 

say that students are interested in learning? To answer this question, we need to examine what 

interest is made up of.  

2.1.7. What constitute interest? 

The questions of whether interest is multi-dimensional and if it is, how many 

dimensions it has have been raised and explained by researchers.  

On the one hand, interest is believed to have only two dimensions (Krapp, 1999; 

Schiefele, 1991). The first aspect is feeling-related, which concerns the positive feelings such 

as “joy, optimal arousal or feeling of competence, autonomy, and social relatedness” a person 

has in connection with an object, a topic, or an activity (Krapp, 1999, p. 26). The second aspect 

is value-related, which concerns the significance of an object to a person’s life.  
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On the other hand, other researchers support a three-dimensional view by introducing a 

third element of interest – knowledge, which belongs to the cognitive unit (Hidi & Renninger, 

2006). This component is complementary to and coordinates feeling and value in contributing 

to interest development. I would argue this is a more holistic and rational view about interest 

constituents as it shows a critical role of knowledge in identifying interest. It is clearly seen in 

the case of adolescents and adults. They might not have a positive feeling like enjoyment when 

involving themselves in a content, but they can still be interested in that content as being 

satisfied by the knowledge they gain. Though feeling, value, and knowledge are joined together, 

the weighing and proportion of each facet vary in all interest-development stages. The emphasis 

put on each interest aspect also varies across individuals. Back to the question posed at the end 

of section 2.1.6, we cannot confirm that students are interested in the lesson because we are 

unsure about the emphasis they put on each aspect and whether teachers supply them with 

knowledge that contributes to their personal development. 

As indicated from O’Keefe and Linnenbrink-Garcia’s (2014) findings, if people 

experience goals as “both exciting and personally significant, their chance of success increases” 

(p. 77).  Teachers, therefore, are advised to create learning conditions and contents that bring 

learners both enjoyment and values to their personal development. Also, teachers can integrate 

other contents of students’ interest into English lessons to indirectly stimulate students’ English 

learning interest. The following section helps distinguish interest from motivation, a more 

popular term used interchangeably with interest. 

2.1.8. Is interest synonymous with motivation?  

I think the big mistake in schools is trying to teach children anything, and by using fear 

as the basic motivation. Fear of getting failing grades, fear of not staying with your 

class, etc. ... Interest can produce learning on a scale compared to fear as a nuclear 

explosion to a firecracker. 

~ Stanley Kubrick ~  

 

This section demonstrates that unlike the common belief in education, especially in 

ELT, interest and motivation are not synonymous when they are examined from three angles: 

definition, components, and classification. It will then prove that interest needs to be researched 

on its own. 

Firstly, while interest concerns the interface between a person and an object of their 

personal significance (Krapp, 2007), motivation is regarded as “nothing less than the reasons 

for human behaviour” (Dörnyei, Csizér, & Németh, 2006, p. 9). Put another way, motivation is 

a term describing people’s desire to reach a specific end state, which associates with goal-
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oriented behaviours.  

Secondly, interest is believed to contain two separate but interacting systems: affective 

(positive feelings a person experiences when involving in an object) and cognitive (value and 

knowledge that a person gains when involving in an object) (Hidi & Renninger, 2006). 

Motivation, in contrast, is generally cognitively constructed and affect is considered as 

outcomes rather than mediators of cognition (Hidi, 2006). To date, researchers have proposed 

a number of learning motivation theories, most of which are considered from a cognitive 

approach (Hidi, 2006). Among those models, self-determination theory by Deci and Ryan 

(2000) is an influential one and is comprised of three needs as vital attributes: autonomy, 

competence, and relatedness. This theory “specifies that the needs must be satisfied in order for 

people to perform effectively and coherently, as well as to be psychologically well” (Deci & 

Ryan, 2016, p. 15). In other words, it stresses the cognitive realisation of these needs.  

Thirdly, the construct of motivation is too broad in that any variables and motives 

behind human behaviours can be categorised as motivation. In fact, motivation is ‘a complex, 

multi-dimensional construct’ (Dörnyei et al., 2006, p. 27). The two popular types of motivation 

are intrinsic motivation (internally regulated) and extrinsic motivation (externally regulated), 

and in learning, motivation can take many forms: students’ desire to please their parents, their 

wish to pass an exam, their learning goals, their emotions, their ambitions, and the like 

(Daskalovska, Gudeva, & Ivanovska, 2012). In a systematic review of motivation-related terms, 

Jang, Conradi, McKenna, and Jones (2015) compiled a list of six motivational factors: attitude, 

interest, value, self-efficacy, self-concept, and goal. Particularly, a range of qualities associated 

with intrinsic motivation are enjoyment, direct involvement with one’s environment, and 

interest (Deci & Ryan, 1985). In short, while ‘motivation’ is an umbrella term, interest is an 

intrinsically motivational factor (Dörnyei, 1994), or merely one variable in the range covered 

by motivation.  

However, this does not mean that interest is not of significance to be researched on its 

own. The first reason is that it has been proposed by many scholars as ‘a unique motivational 

variable’ or ‘a motivational variable with a difference’ (e.g., Hidi, 2006). O’Keefe and 

Harackiewicz (2017) declared that “interest is not simply the same as enjoyment or intrinsic 

motivation, but instead reflects a relationship a person has with particular content or activities” 

(p. viii). To reiterate, while many other motivational variables and motivation itself are 

generally cognitively constructed, interest has both cognitive and affective components.  

The second reason is that interest has been proven to exert an important part in 

enhancing motivation. As discussed earlier, interest leads to exploratory and goal-related 

behaviours, which is what motivation concerns. In addition, according to Krapp (2007), when 
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people experience the psychological state of interest during engagement with a task, they, at 

the same time, experience that task as intrinsically motivated. Moreover, O’Keefe and 

Harackiewicz (2017) stressed that “Both situational and individual interest can spark and 

sustain intrinsic motivation” (p. viii). 

For the third reason, the ‘interest’ construct itself is too broad a field containing an 

overwhelming array of issues to be explored. Up to the present, numerous questions such as 

what make things interesting, how to make and keep people interested in something, and how 

to define interest-related terms and their taxonomy have been raised yet have not been answered 

thoroughly (Tin, 2016, p. 5).  

Some may argue that the answers to these questions can be found in the literature on 

motivation, a more deep-rooted field. To find out whether this claim is correct, with a view to 

the literature on interest, I carefully examined the motivational strategies suggested in the book 

of Dörnyei (2001), a prestigious researcher in the domain of motivation, to see if they had any 

effects on stimulating students’ interest. Through careful consideration of his 35 motivational 

ideas, I discovered two matters.  

Firstly, the following strategies reported in Dörnyei (2001, p. 137-144) can hardly be 

applied in once-a-week big-sized classes of EFL non-English-major students. 

• Strategy 2. Take the students’ learning very seriously. 

• Strategy 3. Develop a personal relationship with your students. 

• Strategy 4. Develop a collaborative relationship with the students’ parents. 

• Strategy 6. Promote the development of group cohesiveness. 

• Strategy 7. Formulate group norms explicitly, and have them discussed and accepted by 

the learners. 

• Strategy 8. Have the group norms consistently observed. 

• Strategy 14. Increase your students’ goal-orientedness by formulating explicit class 

goals accepted by them. 

• Strategy 21. Use goal-setting methods in your classroom. 

• Strategy 22. Use contracting methods with your students to formalise their goal 

commitment. 

Secondly, although 18 out of the remaining 24 motivational strategies by Dörnyei 

(2001) were found to produce effects on students’ interest based on the literature on interest, 

most of these strategies are presented generally without specific examples to help practitioners 

easily apply them into their lessons. On this point of specification, Peacock (2003) also had a 

similar comment on Dörnyei’s book (2001): “A lot of theoretical knowledge is given, but very 

much less on specific techniques (rather than suggested strategies)” (p.322). More importantly, 
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despite the relation of those strategies to the business of making learning interesting, a 

comprehensive set of features of an interesting lesson and the effects of different factors on 

those features were not presented in the book. This lack of specific details on interest-related 

issues is also seen in the works of many other L2 motivational researchers, as stressed by Tin 

(2016) in her book about stimulating students’ interest in language learning. Ur (2017, p. 537) 

also emphasised that writers on motivation “acknowledge the importance of interest in 

promoting learner motivation to learn the language, but provide no detailed definition of what 

it is or how it works”. According to literature about interest presented earlier, determining 

factors in the emergence and maintenance of interest are the novelty, complexity but 

comprehensibility, and meaningfulness/relevance of learning contents/activities, and personal 

involvement/engagement. Based on this, Table 2.2 below provides detailed explanations for the 

relation of 18 motivational strategies proposed by Dörnyei (2001) to interest promotion. 

Table 2. 2. Motivational strategies proposed by Dörnyei (2001)  

and their relations to interest promotion 
 

No. Motivational strategies Relation to  interest 

promotion based on the 

literature review on interest 

1 Strategy 1. Demonstrate and talk about your own 

enthusiasm for the course material, and how it affects you 

personally. 

 

 

 

 

 

 

 

Enhance the meaningfulness 

of courses/ learning contents/ 

activities 

 

2 Strategy 9. Promote the learners’ language-related values by 

presenting peer role models. 

3 Strategy 10. Raise the learners’ intrinsic interest in the L2 

learning process. 

4 Strategy 11. Promote ‘integrative’ values by encouraging a 

positive and open-minded disposition towards the L2 and its 

speakers, and towards foreigners in general. 

5 Strategy 12. Promote the students’ awareness of the 

instrumental values associated with the knowledge of an L2. 

6 Strategy 15. Make the curriculum and the teaching materials 

relevant to the students. 

7 34. Offer rewards in a motivational manner. 

8 Strategy 35. Use grades in a motivating manner, reducing as 

much as possible their demotivating impact. 

9 Strategy 20. Present and administer tasks in a motivating 

way. 

Enhance the 

novelty/meaningfulness of 

learning tasks 

10 Strategy 17. Make learning more stimulating and enjoyable 

by breaking the monotony of classroom events. 

 

Enhance the novelty of 

learning contents/activities 11 Strategy 18. Make learning stimulating and enjoyable for 

the learners by increasing the attractiveness of the tasks. 

12 Strategy 13. Increase the students’ expectancy of success in 

particular tasks and in learning in general. 

Enhance the comprehensibility 

of learning tasks 

13 Strategy 19. Make learning stimulating and enjoyable for 

the learners by enlisting them as active task participants. 

Help students involve in 

learning activities 

14 Strategy 5. Create a pleasant and supportive atmosphere in 

the classroom. 

 

 



 24 

15 Strategy 24. Build your learner confidence by providing 

regular encouragement. 

 

Bring comfort to students 

16 Strategy 27. Allow learners to maintain a positive social 

image while engaged in the learning tasks. 

17 Strategy 32. Provide students with positive information 

feedback. 

18 Strategy 28. Increase student motivation by promoting 

cooperation among the learners. 

Draw on peers’ influence 

 

Those 18 motivational strategies relate to interest promotion in that they draw on some 

of the interest-affecting factors such as object-specific (e.g., the meaningfulness, the novelty, 

comprehensibility of learning contents/activities, and the learning involvement opportunities 

for students) and context-specific (e.g., students’ comfort – a psychological condition, and 

peers’ influence). Such interest-promoting principles underlining those strategies were not 

clarified in Dörnyei’s (2001). This problem is also found in Harmer’s (2001) in which creating 

interesting classes was proposed to be one way to motivate students, but no criterion of 

interesting lessons, tasks, or activities was mentioned. Because “not every strategy works in 

every context” (Dörnyei, 2001, p. 30), teachers need to establish their own repertoire that fits 

their own teaching contexts. Nonetheless, without clear criteria for making learning interesting, 

teachers can hardly perceive why a certain strategy assists interest promotion and hardly create 

interest-enhancing strategies on their own.   

In brief, acceptable answers to the numerous questions raised above about interest 

promotion cannot be found in research on motivational strategies; meanwhile, interest is crucial 

in boosting motivation.  

 

It is in the arousing of interest, perhaps, that teachers invest most effort, and get most 

immediate and noticeable pay-off in terms of learner motivation. 

        (Ur, 1996, p. 280) 

 

To conclude, while the field of motivation has been well established, there is a critical 

need for interest to be researched on its own. It is only through investigations exclusively on 

interest that complicated interest-related questions can be answered satisfactorily.  

2.1.9. Summary 

I have discussed the construct ‘interest’ in terms of its nature, types, emergence, 

development, affecting factors, consequences, dimensions, and the importance of doing 

research on its own. It should be restated that interest arises from not only the person or the 

object itself but from the person-object interaction under certain circumstances. Therefore, 

interest is induced, discarded or maintained due to the integrated effects of person-specific, 
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object-specific, and context-specific variables. In language learning and teaching contexts, 

learning objects can be language and non-language related contents and activities. Because 

interest serves critical functions in learning, it is essential that interest in learning be promoted. 

Among external factors, teachers are the most important as they can control most factors to 

enhance the novelty, comprehensibility, meaningfulness of learning objects, and involvement 

opportunities, which are triggering and maintaining determinants of interest. However, in order 

for teachers to do so effectively, they must hold justifiable beliefs about interest and act 

correspondingly to those beliefs. For the purpose of this study, a literature review of research 

on teachers’ beliefs and practices is presented in what follows. 
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2.2. Teachers’ beliefs  

2.2.1. Nature of teachers’ beliefs 

The concept of ‘belief’, despite its popularity, “has acquired a rather fuzzy usage” and 

“there is as yet no consensus on meaning” (Borg, 2001, p. 186). Johnson (1994), working within 

the field of TESOL, also admited that, as teachers’ beliefs are hidden, either defining or 

studying them is difficult. So complicated is belief in connection with defining its meaning and 

investigating it that Kagan (1992) used a much more emphatic term, describing it as a ‘messy 

construct’. Addressing this complex issue, in his literature review on language teachers’ beliefs 

in recent decades, Borg (2015) noted an overwhelming array of terminology uses for teachers’ 

cognition (e.g., cognition, knowledge, beliefs, attitudes, conceptions, theories, assumptions, 

principles, and thinking and decision-making). Accordingly, examining teachers’ beliefs means 

examining a complex set of affiliating elements and requires a conscientious investigation 

methodology. As regards this matter, Woods (2009) warned researchers of possibly 

misinterpreting similar concepts: 

 

Replacing ‘perceptions’ with ‘beliefs’ does not mean that we will interpret the concept 

identically. A positivist fallacy of much research (whether quantitative or qualitative) 

is the assumption that if we all use the same label; we are all talking about the same 

thing (p. 513). 

 

Towards a concrete view that assists the feasibility in exploring this construct, various 

conceptualisations need considering. First, Green (1971) conceptualised a belief “as proposition 

that is accepted as true by the individual holding the belief” (p. 104). Despite its stress on the 

subjectivity of beliefs, this definition seems to be too general, and thus, a directional effect on 

research about teachers’ beliefs can hardly be found. Likewise, Harvey (1986) defined teachers’ 

beliefs as “a set of conceptual representations which signify to its holder a reality or given state 

of affairs of sufficient validity, truth or trustworthiness to warrant reliance upon it as a guide to 

personal thought and action” (p. 660). This definition describes teachers’ belief system as a 

whole and does not appear to guide researchers through components of teachers’ beliefs, 

although it prompts investigators to examine teachers’ beliefs in relation to practices. In a 

similar view, Kagan (1992) stated that teachers’ beliefs are broadly viewed as “implicit 

assumptions about students, learning, classrooms, and the subject matter to be taught” (p. 66). 

This definition seems to be more specific in that it lists some elements of the teaching-learning 

process: students, learning, classrooms, and subjects. However, that these are all the elements 

to be counted may degrade this definition, as a teacher’s belief system is, in fact, broader than 

that. Three decades after Green’s (1971) definition, Borg (2001) made an essentially the same 
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definition by stating that “a belief is a mental state which has as its content a proposition that is 

accepted as true by the individual holding it” (p. 186).  

These overlaps and repetitions prove that the concept is “so steeped in mystery that it 

can never be clearly defined or made a useful subject” (Pajares, 1992, p. 308). Up to now, 

although researchers have made efforts in providing a precise definition of this concept, there 

seems to be no other definition better than that of Pajares (1992). Even until 2015, Borg had to 

declare: “Pajares (1992) made a significant contribution to this issue with what remains the 

most comprehensive review of literature on teacher’s beliefs available” (p. 17). 

According to Pajares (1992, p. 316), teachers’ belief system is composed of different 

sets of beliefs: 

Set 1) “beliefs about confidence to affect students’ performance” (teacher efficacy),  

Set 2) “beliefs about the nature of knowledge” (epistemological beliefs),  

Set 3) “beliefs about causes of teachers’ or students’ performance” (e.g., motivation, 

writing apprehension, etc.),  

Set 4) “beliefs about perceptions of self and feelings of self-worth” (self-concept, self-

esteem),  

Set 5) “beliefs about confidence to perform specific tasks” (self-efficacy), and 

Set 6) “beliefs about specific subjects or disciplines” (e.g., reading instruction, the 

nature of reading, whole language).  

This conceptualisation orients researchers to investigate teachers’ beliefs based upon a 

deconstruction into sub-units relating to different elements of the teaching-learning process, 

suggesting a more comprehensive approach to investigate teachers’ beliefs. Therefore, I 

adopted these ideas about different foci of teachers’ beliefs as the guidelines when doing this 

study. In this study, I aimed to examine teachers’ beliefs about interest promotion; thus, “beliefs 

about the nature of knowledge” (set 1), “beliefs about perceptions of self and feelings of self-

worth” (set 4), and “beliefs about confidence to perform specific tasks” (set 5) are beyond the 

scope of this study. Instead, Vietnamese EFL teachers’ beliefs about promoting students’ 

interest were investigated in three other categories: 

• teachers’ beliefs about promoting students’ interest (set 3),  

• teachers’ beliefs about interest in English learning (set 6),  

• teachers’ beliefs about their ability to diagnose students’ interest/ disinterest and to 

promote students’ interest (set 1).  

Among these three categories, the first two categories were the main focus of this study. 

From this point, one research question of this study was formed to guide this examination: 

 

What are teachers’ beliefs about promoting students’ interest in learning English? 
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My conceptualisation of teachers’ beliefs applied to this study is also combined with 

Basturkmen, Lowewen, and Ellis’s (2004) viewpoints that teachers’ beliefs are the “statements 

teachers make about their ideas, thoughts, and knowledge that are expressed as evaluations of 

what ‘should be done’, ‘should be the case’ and ‘is preferable’” (p.244). The definition prompts 

investigators to look at teachers’ verbal and written expressions as channels of their beliefs, use 

a case study approach, and study teachers’ beliefs in relation to their practices. My study is also 

a case study investigating both teachers’ beliefs and practices and using artefacts, focus group 

discussions, observations, questionnaires, and interviews to collect both verbal and written data.  

Despite a variety of notions, relatively consistent findings have been yielded by 

empirical research as to characteristics of teachers’ beliefs. First, many researchers agree on the 

subjectivity/conviction nature of teachers’ beliefs; i.e., in the eyes of the beholder, beliefs can 

be thought of as true knowledge (e.g., Green, 1971; Borg, 2001). The subjectivity is likely to 

entail another characteristic of teachers’ beliefs, stability. It appears that teachers’ beliefs are 

persevering and resistant to change even against contradictions (Nguyend, 2013; Skott, 2015). 

However, this does not mean that teachers’ beliefs remain static permanently. At the same time, 

they are dynamic and have an adaptive function, which supports individuals to understand the 

world and themselves (Chen, 2017; Le, 2011). These two paradoxical attributes of teachers’ 

beliefs are well seen in the concept by Kagan (1992): 

 

When teachers do accept information from outside sources (e.g., colleagues or 

university or in-service courses), they filter it through their own personal belief systems, 

translating and absorbing it into their unique pedagogies (p.75). 

 

Thus, albeit teachers’ beliefs are hard to be changed, they do change. The question is, if 

teachers’ beliefs are improper, what factors can cause them to change? Addressing this matter, 

the subsequent section discusses multiple factors that involve in the shaping of teachers’ beliefs. 

2.2.2. Factors that shape teachers’ beliefs 

A teacher’s beliefs are shaped by varied factors. First, teachers are found to obtain ideas 

from their prior learning experiences from the past to the present (Mansour, 2009). Pajares 

(1992) reported that present representations and reconstructions stem from past episodic 

memories and times constructions. Individuals’ childhood judgments of teaching and teachers 

nearly persist to adulthood and continue to be anchored even when individuals undergo 

professional development from teacher candidates to competent professionals, enabling them 

to make more sophisticated and informed evaluations. Goodman (1988) presented that pre-

service teachers’ early experiences as pupils are foundations of their later educational 
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philosophies and act as filters through which the screening and sense-making of new 

information are conducted. Buchmann and Schwille (1983) even warned of the irrelevance of 

those images to their professional judgment development and call for protection for individuals 

against the effects of earlier experiences.  

Learning experiences from teacher education programmes are also found to have a 

remarkable effect on teachers’ beliefs. Farrell and Tomenson-Filion (2014) listed the quality of 

in-class pre-service experiences as a critical source of teachers’ beliefs. In a study on the effects 

of an in-service teacher training programme on teachers’ beliefs, Borg (2011) concluded that it 

considerably helps the trained teachers to reflect on their implicitly held beliefs, and at the same 

time, it causes a change in these teachers’ prior beliefs about aspects of language teaching and 

learning. On the one hand, teacher training programmes supply rational and reliable theoretical 

knowledge and possibly practical skills. On the other hand, they may have disadvantages to 

student teachers. A special effect of teachers’ learning experiences in the pre-service stage on 

their beliefs reported by Fang (1996) is that those experiences might lead teachers to face 

predicaments in which they do not know what to believe. This is the case when student teachers 

receive two conflicting sources of information from teacher educators. 

Second, although it seems self-evident that teachers’ beliefs direct teachers’ practices, 

they, in turn, are shaped by teachers’ practical professional experiences (Mansour, 2009). 

Crookes and Arakaki’s (1999) finding casted light on the source cited most frequently by the 

research participants: accumulated teaching experience. This research result is in line with 

Phipps and Borg’s (2009), which revealed that teachers’ experience-based beliefs exercise the 

most influence on their instructional behaviours. However, given the limited research body on 

the effects of teaching experience on teachers’ beliefs, this conception needs further 

consolidations to be justifiable. 

Third, in line with Felbrich, Kaiser, and Schmotz (2014), my argument for this research 

is that teachers’ beliefs are not only personally but also socially constructed due to interactions 

among their own theoretical and experiential knowledge and their various contextual 

conditions. This is because “the micro-perspective of language teachers’ inner worlds and 

individual practices is embedded in the larger ecologies of workplaces, educational systems, 

national language policies, and global issues” (Kubanyiova & Feryok, 2015, p. 445). 

When pointing out how to obtain a full vision of teachers’ beliefs, Verjovsky and 

Waldegg (2005) underscored that “it is essential to include the social and cultural milieu in 

which the teacher works, the particular historical, cultural, and institutional contexts” (p. 466). 

This suggestion is in harmony with Feryok’s (2010) ecological and sociocultural approaches to 

teachers’ cognitions, which focus on inter-relationships.  In a case study on Vietnamese high-
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school teachers’ beliefs and practices about form-focused instruction, Le (2011) found that 

teachers’ beliefs derive from “a complex interaction between teachers’ formal training, 

experiential knowledge, shared knowledge in their communities of practice and macro-

contextual factors such as the syllabus, the textbook, the examination system, the pupils’ 

language proficiency and expectations” (p.228). Although Le’s (2011) study is a case study 

from which conclusions can hardly be generalised, this finding consolidated the comprehensive 

view on involving factors in forming teachers’ beliefs. Recently, Skott (2015) proposed 

situatedness as one of the dynamic views of teachers’ beliefs. By using this term, he means that 

teachers’ beliefs are not stable across contexts, or they are affected by contextual factors.  

In sum, it can be inferred that, from a macro level, teachers’ beliefs are an interplay 

between two belief systems: beliefs shaped by teachers’ knowledge and experiences 

accumulated from schooling, training, and practice (personally constructed) and beliefs shaped 

by contextual conditions (socially constructed). If the two systems are in agreement with each 

other, teachers’ beliefs are clear-cut. Vice versa, if the two systems are in dichotomy, teachers 

face a dilemma in which a choice can be hard to make; consequently, teachers’ beliefs are 

ambiguous and teachers cannot tell what they believe in. This study is also aimed at figuring 

out the real driving factors behind Vietnamese teachers’ beliefs about interest promotion, from 

which corresponding recommendations about how to make changes to teachers’ beliefs can be 

proposed. This inquiry is guided by another research question of the study: 

 

What are the primary sources for teachers’ beliefs? 

 

I have examined teachers’ beliefs by looking at the definitions, the characteristics, and 

the forming and affecting factors. Next, the link between this personal domain to the practical 

domain – practices is discussed.   

2.2.3. Teachers’ beliefs and practices – a connection and transferring factors 

The relationship between teachers’ beliefs and practices is well documented in the 

literature. It is generally stated that, through the lens of teachers’ beliefs, teachers’ perception, 

information processes, and classroom actions can be made (Mansour, 2009; Nespor, 1987). It 

is also argued that the best indicators of one’s behavioural patterns are beliefs (Calderhead, 

1996; Skott, 2015). Lamb (2017) suggested that in order to understand why teachers exhibit 

certain behaviours, researchers need to “recognise the complexities of teachers’ mental lives by 

enquiring into teachers’ prior educational experiences, as learners, as teacher trainees, and as 

novice teachers, to see how their thinking has evolved over time, how they orient to the 
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profession” (p. 333). All of those arguments and suggestions explain why teachers’ beliefs are 

often seen in congruence with a teaching style that is quite evident across classes (Evertson & 

Weade, 1989) and is consistent with their classroom practices (Johnson, 1992). The divergence 

between teachers’ beliefs and practices, nevertheless, is predictable. While cases where 

teachers’ practical instructions accurately reflect their beliefs are frequent, there are often cases 

when teachers act in contradiction to what they think, feel and judge (Fives & Buehl, 2012; 

Lee, 2009). 

Both the consistency and inconsistency between teachers’ beliefs and practices have 

their roots in an enormous number of personal and contextual factors. It is understandable that 

if these factors are compatible with teachers’ beliefs and favourable for them to transform into 

practices, it is highly likely that teachers count on their beliefs to plan and perform their teaching 

behaviours. The agreement between ‘think’ and ‘do’, in this case, is obvious as a matter of fact. 

Hence, the following section focuses on explaining why and how factors act as catalysts for the 

discrepancy between teachers’ beliefs and practices.  

First, teachers themselves are responsible for the relationship between their beliefs and 

practices. On some occasions, even though they hold an appropriate belief, their behaviours 

might turn opposite due to their wish to project a particular image of themselves (Donaghue, 

2003). Also, occasionally, when asked why they design or perform particular tasks, because of 

their inability to express their beliefs (Duffy & Anderson, 1984; Le, 2011), some teachers’ 

reasoning does not seem to support but negate their acts instead. Moreover, teacher motivation 

is another contributing factor (Kubanyiova, 2007; Taylor, Ntoumanis, & Standage, 2008). 

According to these scholars, teachers’ use of motivational strategies is partly ascribed to their 

own motivation to teach.  

Second, countless contextual aspects exert substantial influences on teachers’ classroom 

practices (Donaghue, 2003; Skott, 2015) and cause those practices to differ from their beliefs. 

That is why Lamb (2017) suggests seeing how teachers perceive “the affordances and 

constraints of their particular context” to understand why teachers adapt and adopt specific 

teaching strategies (p. 333). In this matter, Duffy and Anderson (1984) declared that the 

complexities of classroom life can hinder teachers’ abilities to apply their theoretical beliefs to 

their instructions. Likewise, according to Mansour (2009), “real-life factors, such as learner 

behaviours, time, resources, and course contents, have an impact on the degree of belief-

practice consistency” (p. 32). More systematically, Borg (2015) listed four interrelated 

contextual levels that have effects on teachers’ practices: social, institutional, instructional, and 

physical settings. In fact, teaching and learning realities are formed by diverse elements inside 

classrooms, schools, and beyond.  For example, a test-driven school culture, like the case of my 
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teaching context, can lead teachers to administer techniques to teach test-related knowledge and 

skills despite their strong inclination for a communicative language teaching approach. Chen 

(2017) consolidated the strong adverse effects of contextual variables on teachers’ performing 

instructions that align with their beliefs: 

 

It has been revealed that thinking and doing is complex and dynamic because the 

presence of multiple contextual discourses in the multi-voiced self complicates the 

relationship between beliefs and practices, and makes it non-linear and sometimes 

unpredictable (p. 223).  

 

Exposed to those unfavourable contexts, teachers can face quandaries, which ultimately 

results in practices dissonant with their beliefs. To be able to survive and flourish, they have to 

adapt their actions to something possibly unwanted and tension-causing as reconciliation to the 

context.  

Third, problems in research methodology are also conducive to the mismatch between 

teachers’ beliefs and practices. Among these various problems, Fang (1996) confirmed that 

construct validity is of central concern and took the differences between researcher-determined 

statements and research participants’ interpretations as an example: teachers may 

misunderstand what researchers mean to ask. Moreover, as Le (2011) noted, the divergence is 

likely to result from the use of paper-and-pencil measures, i.e., questionnaires that participants 

may not read through but jump over the given statements and not profoundly comprehend the 

questions. Further, they may randomly choose an answer or, even if they deliberately decide on 

an ultimate answer, it turns out to be misleading due to their initial miscomprehension. On the 

other hand, it is also important to note that the problem might come from the misunderstandings 

of researchers. Leatham (2006) mentioned the inconsistency between “what teachers state and 

what researchers think those statements mean” (p. 91). To avoid these problems, in this study, 

attempts were made to avoid using technical language to the greatest possible extent in data 

collection procedures and to take careful considerations of coding and interpreting data. 

Specifically, I tried to avoid using jargon such as ‘object of interest’, ‘value’, etc., when asking 

participants about the construct of interest. For example, instead of asking, “What are objects 

of interest?”, I raised another less leading and technical question, “What things can a person be 

interested in?”. Also, for unclear answers, I asked participants to give further explanations. 

In conclusion, two inferences can be drawn from the above analysis. First, it is irrational 

to expect an always-parallel connection between teachers’ beliefs and practices because there 

are affecting conditions that either afford or confine the opportunities for teachers to behave in 
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accordance with their beliefs. Second, the contradictions between teachers’ beliefs and practices 

should not be seen entirely as teachers’ fault, but other external factors such as social, 

institutional, and classroom contexts should also be accounted for. Relying on this notion, this 

study also compared the identified teachers’ beliefs and practices to find out the relationship 

between them and then uncovered the factors behind the relationship. Guiding this investigation 

was the research question below. 

 

What are the matches and mismatches between teachers’ beliefs and practices? Why do 

those matches and mismatches exist? 

 

 The answer to this question would enable appeals to relevant authorities for providing 

conditions so that EFL teachers can perform effective actions in enhancing students’ interest.  

To identify the gaps in the literature and guide the development of a methodology and 

a research design for this study, the next section reviews studies on teachers’ beliefs and 

practices about motivation and interest in both mainstream and language education. 

2.2.4. Previous studies on teachers’ beliefs and practices regarding motivation and interest 

There has been a rising enthusiasm for examining teachers’ beliefs in mainstream 

education and in ESL and EFL teaching and learning. However, among different aspects, there 

is a lack of research into teachers’ beliefs and classroom practices related to promoting 

motivation and especially interest, although, as reviewed in section 2.1, Interest, interest 

functions as a powerful learning facilitating factor. To clarify the situation, I will compare the 

results I received on January 10, 2019, through Scopus by scanning for the nominated keywords 

in the “titles, abstracts and keywords” sections in peer-reviewed literature, including scientific 

journals, books, and conference proceedings. For the keyword “teachers’ beliefs”, nearly 3000 

results came out. In the meantime, the numbers of results for a search of “teachers’ beliefs” 

AND “motivation” and a search of “teachers’ beliefs” AND “interest” are minor 182 (around 

6%) and 115 (nearly 4%) respectively. These are just raw searches without careful 

investigations on whether those works really discuss teachers’ beliefs about learners’ 

motivation and interest or merely include those pairs of keywords. 

There might be some reasons for this absence of teachers’ beliefs about interest in 

learning in the literature, especially in ESL and EFL research. First, in response to the 

globalisation of English, non-English-speaking countries have issued English language policies 

that require and enhance teaching innovations in the hope of improving teaching efficacy and 

effectiveness. This results in a massive explosion of interest in research on teachers’ beliefs and 

practices in terms of traditional teaching approaches and methods (e.g., grammar translation, 
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form-focused instruction) and innovative teaching approaches and methods (e.g., CLT, task-

based language teaching, content-based language teaching). Second, this booming emergence 

of research on teachers’ pedagogical beliefs, in turn, leads to a limitation in research on 

teachers’ beliefs about interest. Moreover, that language is widely seen as non-content-specific 

or a tool to assist the learning of another subject might lead to the dearth of language learning 

and teaching research on interest (Tin, 2016). Another cause can be explained through the 

common confusion between interest and motivation, a more popular construct, as discussed in 

section 2.1.8, resulting in researchers’ tendency to conduct studies on motivation rather than 

interest. This assumption is more firmly proven through the information provided in Table 2.3 

and Table 2.4 below, with studies on motivation outnumbering studies on interest. More 

detailed and comprehensive reviews of studies on teachers’ beliefs and practices in mainstream 

and SL/FL education are presented below. 

2.2.4.1. Previous studies on teachers’ beliefs and practices in the mainstream education 

In mainstream education, with the foundation laid by Shavelson and Stern (1981), who 

posited that teacher’s instructional practices are governed by their thoughts, judgments, and 

decisions, a substantial research body on teachers’ beliefs and practices with regard to various 

foci has been formed. Some of the predominant areas are teachers’ beliefs and practices: 

• about teaching different subjects or disciplines such as math (e.g., Barkatsas & Malone, 

2005; Swan, 2002); science (Lee, Luykx, Buxton, & Shaver, 2007; Levitt, 2002); 

literacy (Hindman & Wasik, 2008; McLachlan, Carvalho, de Lautour, & Kumar, 2006) 

• about technology use in classrooms (e.g., Ertmer, Ottenbreit-Leftwich, Sadik, Sendurur, 

& Sendurur, 2012; Liu, 2011) 

• about the nature of knowledge (e.g., Sosu & Gray, 2012; Tanase & Wang, 2010) 

• about teaching methods (e.g., Haney & McArthur, 2002; Ng, Nicholas, & Williams, 

2010) 

These foci of research on teachers’ beliefs and practices are vastly in the domains of 

learning contents and pedagogy. Meanwhile, learner variables, especially motivation and 

interest, critically influential factors in the learning-teaching process, seem to receive little 

attention. As this study is about interest, a term closely related to motivation, I did a keyword 

search on January 10, 2019 and on January 26, 2022 about studies on teachers’ beliefs and 

practices about both students’ interest and motivation. The keywords and pairs of keywords 

used are “teachers’ beliefs” AND “motivation”, “teachers’ beliefs” AND “interest”, “interest 

promotion”, “teachers’ practices” AND “interest”, “instructional behaviours” AND “interest”, 

“instructional behaviours” AND “interesting”, “instructional practices” AND “interesting”, 
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“instructional practices” AND “interest”, “teachers” AND “motivational strategies”. After a 

careful examination into the contents of the documents displayed as the search results on 

January 10, 2019, I found only two studies on teachers’ instructional behaviours regarding 

interest promotion and only 35 studies on teachers’ beliefs and/or practices regarding 

motivation enhancement, among which 15 are in ESL/EFL teaching. On January 26, 2022, I 

did another search using those pairs of keywords and set the time range from 2019 to 2022. 

Accordingly, I found six other studies on teachers’ beliefs about students’ motivation and one 

about EFL teachers’ beliefs on students’ interest. A summary of studies on teachers’ beliefs 

about interest and motivation in mainstream education is provided in Table 2.3 and in SL/FL 

teaching and learning in Table 2.4 below.  
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Table 2.3. Summary of studies on teachers’ beliefs and practices about motivation and interest promotion in mainstream education 

 
No. Topics Studies Aims Participants Instruments 

1 Interest  Riconscente (2014) To partly examine the effects of perceived 

teacher interest promotion on Latino students’ 

interest in math 

326 Latino ninth- & 

tenth-grade students 

Paper & pencil surveys 

2 Interest  Zahorik (1996) To explore teachers’ practices in creating 

interest in learning 

30 elementary & 35 

secondary teachers 

Reflective writing papers regarding 

interest 

3 Motivation  Barbier, Struyf, & 

Donche (2022) 

To investigate teachers’ beliefs about cognitive 

functioning, social skills, classroom behaviour, 

motivation & specific characteristics of high-

ability students & how this relates to their 

classroom teaching 

13 teachers from six 

different elementary or 

secondary schools  

 

In-depth interviews 

 

4 Motivation Ahmad & Nasution 

(2021) 

To explore how mathematics teachers believed 

& implemented the concept of motivation & 

action learning 

350 teachers from 50 

public & private high 

schools in Indonesia 

An online survey & interview 

 

5 Motivation  Cheng et al. (2020) To examine the influence of teachers’ beliefs & 

3D printing integration in science classrooms 

on students’ science, technology, engineering, 

& mathematics motivation 

26 teachers across six 

states in the U.S. & 

1,501 students 

 

S-STEM survey, teacher beliefs 

survey, & lesson plan codebook 

 

6 Motivation  Daniels, Goegan, 

Radil, & Dueck 

(2021) 

To support pre-service teachers’ beliefs about 

student motivation & their approaches to 

instruction through an online intervention 

543 undergraduate pre-

service teacher 

 

A pre-post experimental design 

  

7 Motivation Hornstra, 

Mansfield, van der 

Veen, Peetsma, & 

Volman (2015) 

To explore how teachers’ personal beliefs & 

contextual factors relate to their self-reported 

autonomy-supportive or controlling 

motivational strategies 

Nine sixth-grade 

teachers from different 

primary schools 

A semi-structured in-depth 

interview 

8 Motivation Katz & Shahar 

(2015) 

To partly examine the correlation between 

teachers’ beliefs about desirable student 

motivation & their tendency to opt for a 

supportive or a controlling, motivating style 

54 female Israeli 

teachers teaching at 

various school levels  

Questionnaires  

 

9 Motivation Unrau, Ragusa, & 

Bowers (2015) 

To study teachers’ beliefs about students’ 

motivation in general & for reading and how 

teachers act on those beliefs in classrooms 

23 teachers in 

universities & public 

schools 

Five focus groups 

10 Motivation Mansfield & Volet 

(2014) 
To examine the impact of providing pre-service 

teachers with opportunities to develop their 

53 teacher education 

students 
Matched pre- & post- 

questionnaires, a final individual 
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existing beliefs about classroom motivation in 

interaction with peers 

interview after the course of three 

semi-structured small group 

seminars 

11 Motivation Hardré & 

Hennessey (2013) 

To examine how teachers’ beliefs & 

perceptions of the challenge of motivation 

influence their strategic classroom & 

interpersonal motivating practice 

13 teachers in three 

public secondary 

schools in the U.S. 

Questionnaires with close-ended & 

open-ended questions 

12 Motivation Ruesch, Bown, & 

Dewey (2012) 
To examine teachers’ & students’ perceptions 

of motivational teaching practices 
126 students & 30 

instructors  
Two questionnaires: one for 

students & one for teachers 

13 Motivation Matteson, 

Swarthout, & 

Zientek (2011) 

To investigate the extent to which teachers 

believed motivation was important to student 

learning, methods they employed to address 

student motivation, & motivational methods 

they identified as ineffective 

24 mathematics & 

science teachers 

Surveys  

14 Motivation Turner, Warzon, & 

Christensen (2011) 
To investigate patterns of change in teachers’ 

beliefs & practices about motivation in 

mathematics during a yearlong professional 

development project with a university 

researcher 

Three middle-grade 

teachers 
Individual interviews, observations, 

post-observation interviews, teacher 

discourse from 8 teacher meetings, 

& occasionally, e-mails between 

teachers and the first author 

15 Motivation Kistner, Rakoczy, 

Otto, Dignath-van 

Ewijk, Büttner, & 

Klieme (2010) 

To investigate teachers’ promotion of self-

regulated learning & its relation to the 

development of students’ performance 

20 mathematics 

teachers & 538 ninth-

grade students 

Video-recorded classroom 

observations  

16 Motivation Mansfield & Volet 

(2010) 

To examine the influences of prior beliefs 

about classroom motivation on the 

development of beliefs during a teacher 

education program 

Eight student teachers 

enrolled in a primary or 

secondary teacher 

education program 

Learning journal, written 

assignments, in-depth interviews, 

teachers’  reflection, observations 

17 Motivation Pickens & Eick 

(2009) 

To investigate teachers’ & students’ 

perspectives on the motivation of high school 

students in differently tracked science courses 

Two highly 

motivational teachers  

Semi-structured interviews, 

observations, post-observation 

debriefing conversation,  

focus-group interview, & student 

survey 

18 Motivation Quirk et al. (2010) To study teachers’ beliefs about student 

motivation for reading & the relationship 

between such beliefs & their teaching self-

efficacy 

86 upper elementary or 

middle school teachers 

Three surveys 

19 Motivation Taylor, Ntoumanis, To provide an in-depth analysis of how the 22 physical education Qualitative semi-structured 
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& Smith (2009) physical education teaching context influences 

teachers’ motivational strategies towards 

students 

teachers interviews 

20 Motivation Taylor et al. (2008) To examine how teachers’ reported use of three 

motivational strategies were predicted by 

perceived job pressure, perceptions of student 

self-determination, teachers’ autonomous 

orientation, psychological need satisfaction, & 

self-determination to teach 

204 physical education 

teachers who taught 

students between the 

ages of 11 & 18 years 

A multi-section questionnaire 

21 Motivation Taylor & 

Ntoumanis (2007) 
To partly examine the relationship between 

teachers’ perceptions of class average self-

determination & their reported use of three 

motivational strategies: autonomy support, 

structure, & involvement 

Four physical education 

teachers & 787 students 
Questionnaires for students & 

questionnaires for teachers 

22 Motivation Hufton, Elliott, & 

Illushin (2003) 
To compare teachers’ beliefs in three milieus 

about factors impacting students’ motivation 
108 teachers in the UK, 

the US & Russia 
Semi-structured interviews of about 

one hour 

23 Motivation Green (2002) To explore verbal motivational strategies in 

exemplary teachers’ classrooms 

Two second-grade 

teachers  

Audiotaped recordings of classroom 

instruction, field notes, & interviews 

24 Motivation Middleton (1999) To partly  examine the structures of teachers’ 

beliefs about what makes mathematics 

intrinsically motivating 

Two middle school 

mathematics teachers 

Observations, & semi-structured 

interviews 

25 Motivation  Nolen & Nicholls 

(1994) 

To investigate teachers’ beliefs about the 

effectiveness of motivational strategies 

178 elementary school 

teachers enrolled in 

graduate courses 

Questionnaire about strategies to 

increase & maintain motivation  

26 Motivation Newby (1991) To monitor the use of teachers’ motivational 

strategies 

30 elementary school 

teachers 

Observations 
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As can be seen from Table 2.3, in mainstream education, studies on teachers’ beliefs 

and practices regarding motivation outnumber those regarding interest. Also, most of the 

studies used questionnaires, interviews, and observations as data collection tools and some used 

focus groups, field notes, and reflective writing papers. Further details about the use of data 

collection instruments in studies about teachers’ beliefs and practices about motivation and 

interest promotion and how it shaped the data collection procedures in this study are discussed 

further in Chapter 3, about research methodology. The subsequent section examines studies on 

teachers’ beliefs and practices about these two constructs in SL and FL education. 

2.2.4.2. Previous studies on second and foreign language teachers’ beliefs and practices 

In SL and FL teaching and learning, research on teacher beliefs “has grown rapidly ever 

since” the mid-1990s (Borg, 2009, p. 163). Within TESOL, Farrell and Lim (2005) also 

emphasised that “there has been a growing realisation of a need to understand, and account for, 

the underlying belief systems of language teachers and the effect these have on their classroom 

practices” (p. 2). For the purpose of this study, this section presents a literature review of 

research on SL/FL teachers’ beliefs and practices in four topics: studies on teachers’ beliefs and 

practices about different foci, studies on beliefs and practices of different types of teachers, 

studies on the links between teachers’ beliefs and practices, and studies on Vietnamese EFL 

teachers’ beliefs and practices. 

First, similar to the situation in mainstream education, research on SL and FL teachers’ 

beliefs and practices about various foci have emerged. Also, while a dearth of studies on 

teachers’ beliefs and practices about learner variables, especially motivation and interest, is 

seen, studies gaining dominance are those about learning contents and pedagogy as below: 

• about teaching grammar (e.g., Le, 2011; Phipps & Borg, 2009; Watson, 2015) 

• about language skills such as reading instruction (e.g., Kuzborska, 2011; Meijer, 

Verloop, & Beijaard, 1999), writing instruction (e.g., Lee, 2009; Yang & Gao, 2013), 

listening and spoken English teaching (e.g., Baker, 2014; Goh & Chen, 2014) 

• about communicative language teaching (CLT) (e.g., Bao, Zhang, & Dixon, 2016; 

Tayjasanant & Barnard, 2010) 

• about task-based teaching and learning (Zheng & Borg, 2014)  

• about assessment (Xu & Liu, 2009),  

• about teaching English for Academic Purposes (EAP) (e.g., Alexander, 2012),  

• about technology use (e.g., Mathews-Aydinli & Elaziz, 2010) 

Information about studies about SL/FL teachers’ beliefs and practices on motivation 

and interest promotion is demonstrated in Table 2.4 below.  
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Table 2. 4. Summary of studies on SL and FL  teachers’ beliefs and practices about motivation and interest promotion 

 
No. Topics  Studies  Aims  Participants  Instruments  

1 Interest  Pratt et al. (2021) To examine teachers’ beliefs about their 

ability to influence their students positively 

and their efficacy for teaching foreign 

languages 

120 FL teachers  Questionnaires 

2 Motivation Glas, Martínez-

Miranda, & Dittmar 

(2021) 

To explore the development of teachers’ 

beliefs and experiences regarding learner 

motivation for studying EFL 

Seven Chilean novice 

teachers 

 

Questionnaire and interview 

 

3 Motivation Yang & Wyatt 

(2021) 

To examine teachers’ beliefs about SL learner 

motivation and motivational practices 

Three Chinese ESP teachers 

 

Stimulated recall interviews 

 

4 Motivation Lee  & Lin (2015) To investigate the frequency of use of 10 

motivational macro strategies 
21 Hong Kong tertiary 

teachers of Business English 
Questionnaires and semi-

structured interviews 

5 Motivation Maeng & Lee (2015) To investigate teachers’ practices concerning 

motivating students 

12 Korean secondary school 

EFL teachers 

Video-recorded classroom 

observations 

6 Motivation Muñoz & Ramirez 

(2015) 

To identify teachers’ beliefs about motivation 

and motivating practices in second-language 

teaching 

65 teachers at a private 

language centre in Medellin, 

Colombia 

Survey, interviews, observations 

7 Motivation Fu (2014) To examine whether the implementation of 

motivational strategies in an intensive reading 

class has a positive effect 

58 college students majoring 

in computer science 

Classroom observations, 

reflective journal, informal 

interviews, and questionnaires 

8 Motivation Sugita & Takeuchi 

(2014) 
To examine the changes in the effectiveness 

of motivational strategy use by teachers 

during one semester in EFL classrooms 

An instructor and 222 

university students 
A longitudinal, self-report 

questionnaire 

9 Motivation Wong (2014) To examine what motivational strategies 

teachers employ in the Chinese EFL 

classrooms and how effective those strategies 

are 

10 teachers and more than 

900 learners 

Lesson observations, teacher 

self-rated questionnaires, and 

student questionnaires 

10 Motivation  Guilloteaux (2013) To evaluate teachers’ beliefs about 

motivational strategies 
268 South Korean secondary 

school EFL teachers 
Survey questionnaires 

11 Motivation Moskovsky, Alrabai, 

Paolini, & Ratcheva 

(2013) 

To test the effects of teachers’ motivational 

teaching practices on learners’ motivated 

behaviours 

14 EFL teachers and 296 

learners 

A motivation questionnaire 

12 Motivation Huangfu (2012) To examine the predictability of teachers’ 

self-efficacy on their motivational teaching 

112 English teachers from 

China’s tertiary education 

 A questionnaire survey 
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behaviours institutes 

13 Motivation Papi & 

Abdollahzadeh 

(2012) 

To provide observational evidence on the 

relationship between teachers’ use of 

motivational strategies and students’ 

motivated behaviour 

741 learners of English from 

26 secondary school classes 

taught by 17 teachers 

A classroom observation 

instrument, student 

questionnaire, and a post hoc 

rating scale  

14 Motivation Deniz (2010) To investigate how much importance is 

attached to motivational strategies in FL 

teaching by student teachers and the extent to 

which instructors use them in their courses  

179 student teachers 

attending English language 

Teaching  Department of 

Mugla University, Turkey 

Questionnaire and interviews 

15 Motivation Sugita & Takeuchi 

(2010) 
To partly examine the teachers’ actual use  of 

15 motivational strategies in secondary 

school EFL classes 

Five Japanese English 

teachers of 8th and 9th grades  

Questionnaire  

16 Motivation Guilloteaux & 

Dörnyei (2008) 
To examine the link between the teachers’ 

motivational teaching practice and their 

students’ language learning motivation 

27 teachers and more than 

1,300 learners 
A classroom observation 

scheme, a student questionnaire, 

and a post-lesson teacher 

evaluation 

17 Motivation  Cheng & Dörnyei 

(2007) 

To explore how important the participating 

teachers perceived certain motivational 

strategies and how frequently they actually 

made use of these strategies in their teaching 

practice 

387 teachers of English in 

Taiwan 

Two questionnaires  

18 Motivation  Kubanyiova (2007) To explore the impact of a 20-hour 

experiential in-service teacher development 

course on the classroom environment and on 

teachers’ cognitive and behavioural change 

Eight non-native EFL 

teachers in Slovakia 

Pre- and post-test student 

questionnaires, teacher 

interviews, observations, and 

teacher written course feedback 
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Table 2.4 clearly shows that the number of studies on SL and FL teachers’ beliefs about 

motivation is distinctly limited, given the substantial body of research on teachers’ beliefs about 

other aspects. Remarkably, only one study on SL/FL teachers’ beliefs and practices about 

interest promotion has been found. Also, similar to mainstream education, data collection 

instruments used by SL/FL studies were mostly questionnaires, observations, and interviews. 

Second, studies on beliefs and practices of different types of teachers have been done. 

The last decades have firstly witnessed a collection of investigations on FL pre-service teachers’ 

beliefs and practices on the following aspects: FL learners and learning (e.g., Debreli, 2012; 

Kavanoz, Yüksel, & Varol, 2017), FL teaching (e.g., Debreli, 2012; Kavanoz et al., 2017); the 

connection between their beliefs and their prior language learning experience (e.g., Johnson, 

1994; Peacock, 2001), the connection between their beliefs and teacher education programmes 

(e.g., Debreli, 2012; Mansfield & Volet, 2014), and the connection between their beliefs and 

classroom practices (e.g., Ng et al., 2010; Watson, 2015). In the meantime, there have also been 

numerous studies on SL/FL experienced teachers’ beliefs and practices in different foci: 

grammar instruction (e.g., Phipps & Borg, 2009; Sharabyan, 2011), intercultural 

communicative learning and teaching approach (e.g., Young & Sachdev, 2011). 

Third, many studies have been done about the relationship between SL and FL teachers’ 

beliefs and practice. On the one hand, plentiful evidence on the discrepancy between teachers’ 

beliefs and practices has been shown. For example, the results from Richards, Gallo, and 

Renandya’s (2001) survey highlighted the inconsistency between teachers’ beliefs and practices 

regarding grammar teaching. Three years later, Sakui (2004), in exploring Japanese EFL 

teachers’ application of CLT into classrooms, found that such external factors as ‘grammar-

oriented entrance examinations’, ‘time constraints’, ‘classroom management problems’, and 

‘rigid curriculum schedules’ hindered their transfer of beliefs into practices, causing a mismatch 

between the two. On the other hand, a connection between what ESL teachers ‘think’ and ‘do’ 

has been weakly proven. A rare case was described by Johnson (1992), who investigated the 

relationship between the two in view of literacy instruction for non-native speakers of English. 

The results indicated that the literacy instruction of ESL teachers who possess clearly defined 

theoretical beliefs was congruent with those beliefs. 

In the context of Vietnam, a limited number of studies on EFL teachers’ beliefs and 

practices have been conducted. The facets of teachers’ beliefs investigated are non-language 

contents such as culture in language teaching (e.g., Nguyen, Harvey, & Grant, 2016); self-

efficacy (e.g., Phan, 2015; Phan & Locke, 2016); general effective EFL instruction (e.g., Phan, 

2018); teaching methods such as task-based language teaching and learning (e.g., Barnard & 

Viet, 2010; Nguyena, 2013) and form-focused instruction (e.g., Le, 2011); use of humour in 

EFL classrooms (e.g., Petraki & Nguyen, 2016); language learning (Nguyend, 2013). Moreover, 

apart from foci of teachers’ beliefs, there are studies on factors influencing EFL teachers’ 

beliefs. In 2017, Nguyenb brought to light that TESOL teacher training influences teachers’ 
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beliefs about the ‘native-speakerness’. However, little to none has been known about 

Vietnamese teachers’ beliefs and practices about learner variables. 

2.2.4.3. Conclusions 

In summary, relative to the vast body of research on other foci of teachers’ beliefs, 

research on teachers’ beliefs about learner variables, especially interest, has received very little 

attention. To the best of my knowledge, it seems that except for only three studies by Zahorik 

(1996), Riconscente (2014), and Pratt et al. (2021), there has not been any other study to date 

on teachers’ beliefs about student interest in both the mainstream education and SL/FL learning 

and teaching. This study is one attempt to add to the literature on this significant strand and its 

results are critically important in light of the research findings presented in Chapter 1 on the 

roles of teachers in fostering students’ learning interest.  

 One may argue that teachers’ beliefs about student interest are partly reflected in 

research on teachers’ beliefs about student motivation. However, it is uncertain whether 

teachers’ own core beliefs about student motivation were truly represented as a large proportion 

of research on this issue has been conducted using surveys as a single data collection instrument 

(Lamb, 2017). This researcher also stresses that the matter of how teachers’ conceptions of 

motivation are reflected in their practice is still under-investigated. This study also helps fill 

this gap by gathering extensive evidence from multiple instruments in real-life teaching 

situations to examine teachers’ beliefs, practices, and the relationship between beliefs and 

practices with the guide of these research questions: 

Research question 1: What are teachers’ beliefs about promoting students’ interest in 

learning English? 

Research question 2: What are the primary sources for teachers’ beliefs? 

Research question 3: How do teachers promote students’ interest in learning English? 

a. What are English teachers’ interest-promoting behaviours? 

b. What is the effectiveness of English teachers’ interest-promoting practices, or what 

is students’ interest level? 

c. What are factors affecting the effectiveness of teachers’ interest-promoting 

behaviours, or what are factors affecting students’ interest level?      

Research question 4: What are the matches and mismatches between teachers’ beliefs 

and practices? Why do those matches and mismatches exist? 

The literature review and research questions presented in this chapter are the basis for 

my data collection procedures (e.g., for generating questions to ask the research participants, 

for deciding the types of field notes written when observing lessons and when assessing the 

artefacts, and for deciding if certain teaching behaviours are interest-promoting). These issues 

are elaborated in the subsequent chapter about the methodological framework.  
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CHAPTER 3: RESEARCH METHODOLOGY 

This chapter begins with a justification for my research design using a case study 

qualitative approach and explanations about research context, research participants and access 

gaining, pilot study, and data collection issues. It then specifies the rationales for using 

individual research instruments and related procedures. It also includes a description of data 

management and a discussion about data validity and reliability. The chapter concludes with 

ethical considerations.  

 

3.1. Research design 

3.1.1. Qualitative research approach 

Because the way people view the world fundamentally forms their actions to deal with 

problems (Creswell, 2009), one critical aspect in a research design is the approach used to 

address research questions. Thus, research paradigms (or philosophical worldviews) should be 

first briefly examined. 

The first prominent and long-standing philosophy is positivism. According to Phakiti 

(2015), researchers who follow this paradigm take on a realist perspective and believe that  

• The world is objective and independent of the inquirer and the process of addressing the 

inquiries. 

• The world is governed by unchangeable context-free rules and theories. 

• There exist causal relationships between events within the world. 

Probably because of the first two beliefs above, this research tradition is criticised for 

taking natural science as “the prime or only model for inquiry and knowledge” (Hammersley, 

2013, p. 22). These two beliefs do not appear to have their place in social science as only 

context-dependent knowledge is proved to exist in the study of human affairs (Flyvbjerg, 2006). 

The situation reverses, however, when it comes to the third belief. As positivism is “a 

deterministic philosophy in which causes probably determine effects or outcomes” (Creswell, 

2009, p. 7), this research tradition is widely used in SL education to evaluate the effectiveness 

of language programmes (Phakiti, 2015). Another point to note is that most studies by 

positivists are perceived as quantitative “because the data are typically numeric in nature” 

(Nunan & Bailey, 2009, p. 6).  

An alternative research tradition to positivism is constructivism, which was embraced 

to investigate the objects of inquiry in the present study. Constructivists argue that events within 

the world are products of socio-cultural processes, which are divergent across contexts 

(Hammersley, 2013). Researchers of this type view the world through their personal and social 
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constructions (Williamson, 2018c, p. 12) and believe that knowledge is constructed and 

developed through human interactions in their social context. For this reason, researchers 

advocating this worldview incline to favour a qualitative research approach (Stake, 2010). In 

qualitative research, the uniqueness and particularity of individual cases, rather than 

generalisations across cases or measurements, is the ultimate goal (Nunan & Bailey, 2009; 

Stake, 2010). Therefore, “qualitative researchers study things in their natural settings, 

attempting to make sense of, or to interpret, phenomena in terms of the meanings people bring 

to them” (Denzin & Lincoln, 2011, p. 3). Another distinguishable feature of qualitative research 

is that the research design is nonlinear and flexible (Creswell, 2009). If necessary, a range of 

issues associated with a study such as questions, methods, research scope, and research site can 

be adapted to suit the situations after researchers enter the fields to collect data.  

Adapted from Hammersley’s (2013, p. 12-14) definition, a holistic overview of 

methodological stances commonly shared in qualitative research is presented in Table 3.1.  

 

Table 3. 1. Methodological stances commonly shared in qualitative research 

Research outputs 

Detailed descriptions and explanations of the complexity  

Research participants 

A small number of ordinary cases, perhaps just one 

Research context 

Natural settings where things happen, rather than experimental ones 

Roles of researchers 

Shaping the data and inferences from the data (due to their personal background, 

experiences, and characteristics) 

Research design 

Being adaptable to respond to the contexts 

Data collection 

Unstructured qualitative data collection methods including observations with 

description, audio or video-recordings; interviews with more elaboration, detail, or 

exemplification; documentary data such as official reports, drawings, photographs, maps, 

diaries, videos, etc.; materials available on the Internet 

Data generation and analysis 

Generating data into open-ended and flexible categories 

Verbal description and interpretation with illustrative examples as the prominent 

mode of data analysis 

Allowing the checking of interpretations through comparing data from different 

sources (e.g., data from observations with that from documentaries) 

 

Given that this study aims to identify Vietnamese university teachers’ beliefs and 

practices regarding promoting students’ interest, an overarching naturalistic qualitative 

approach is a legitimate choice for three reasons. First, it should be restated that teachers’ beliefs 
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are constructed not only personally but also socially through their interactions with contextual 

factors. In this study, such factors are their past teachers, their colleagues, their students, their 

leaders, the cultural codes of the society, and the researcher. Hence, to study teachers’ beliefs 

and practices, this study should consider all the personal and socio-cultural factors, which can 

be done through in-depth qualitative studies of individual teachers in their teaching contexts. 

Second, as my research merely targets the teachers at a university, it was expected that the 

complexity, not the number of their beliefs and practices, would be achieved. Third, instead of 

adhering to an initially formulated fixed plan, I wanted to use an adjustable research design to 

explore such a complex reality. All these three aims are conformable to constructivists’ view 

and to the wonders that qualitative research can do.  

3.1.2. Case studies 

Case study research has its roots in work done by many qualitative researchers. Two 

distinguishable features of case studies heavily stressed in many definitions are that it explores 

issues of cases within their natural contexts and in depth. For example, Simons (2009) defined 

a case study as “an in-depth exploration from multiple perspectives of the complexity and 

uniqueness of a particular project, policy, institution, programme or system in a ‘real life’ 

context (p. 21, italics added). In the same vein, Creswell (2013) defined that case study 

“explores a real-life, contemporary bounded system (a case) or multiple bounded systems 

(cases) over time, through detailed, in-depth data collection involving multiple sources of 

information... and reports a case description and case themes” (p. 97, italics added). These 

features of a case study well match my present study. It was intended to explore the reality of 

what is going on inside a university in Vietnam where the research participating teachers work 

to obtain a close look at their beliefs and practices and the associated driving factors behind 

those beliefs and practices. 

When it comes to a case, it is defined as “a particular project, policy, institution, program 

or system” (Simons, 2009, p. 21), or more specifically, “a bounded system comprised of an 

individual, institution, or entity and the site and context in which social action takes place” 

(Hood, 2009, p. 69). Conforming to this idea, the university where the teachers in this study 

work was a case and each teacher was a sub-case. Moreover, as Hood (2009) remarked, the 

scope of the site can be determined by researchers’ interests. I did not focus purely on classroom 

contexts. My case study site was also broadened to go beyond the classrooms to teachers’ 

lounges, classroom corridors, seminar rooms, and meeting rooms, to understand their beliefs 

and practices intensively.  

 By virtue of touching on issues through thoroughly examining what happen in real 
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situations, a case study approach possesses certain merits. First, opponents to case study might 

undervalue this approach as they believe theoretical construction is the ultimate goal of doing 

research. It is true that case studies have faced difficulty in meeting the criterion of theoretical 

generalisability; in studying human affairs, however, concrete and context-dependent 

knowledge is believed to be more valuable than general and context-independent knowledge 

(Flyvbjerg, 2006; Thomas & Myers, 2015). Therefore, understanding the realities of human 

beings’ cases is more valuable than the vain search for theories. In this regard, case studies do 

wonders for insightful research. It allows inquirers to construct a many-stranded picture and 

attain analytical insights (Thomas & Myers, 2015).  Therefore, in the case of ‘how’ and ‘why’, 

not merely ‘what’ questions are raised, the case study is an indispensable tool to help find the 

answers because the complex interactions between many factors are investigated, bringing 

about the intensiveness of data. This benefit underpins my choice of case study approach to 

carry out this study in seeking answers to the following complicated inquiries: 1) what beliefs 

teachers hold, 2) why they hold such beliefs, 3) how they practice, 4) what connections and 

disconnections between those beliefs and practices are, and 5) why those connections and 

disconnections between beliefs and practices exist.  

Moreover, though case study does not generate ‘statistic generalisation’ (Yin, 2003), 

which is commonly searched for in quantitative studies, it makes an enormous contribution to 

another weighty aspect of generalisation, ‘naturalistic generalisation’ (Stake, 2010), or 

‘everyday generalisation’ (Thomas & Myers, 2015). People make everyday generalisation 

when they see links between their own experiences and what is described in a case study. As 

for my present study in particular, other researchers about teachers’ beliefs and practices in 

similar research contexts may find connections between the results of my own study and theirs. 

With all those advantages of the case study approach, I believe that conducting a 

qualitative case study can offer me a good grasp of the current situation concerning Vietnamese 

EFL teachers’ beliefs and practices about stimulating EFL students’ interest. 

3.1.3. Research context 

This research took place at a public university in Vietnam, where I had been working 

as an EFL teacher for Faculty A since 2012 before I left the country to continue my study. 

Following are my three arguments for this research context: 

To begin with, why does the context of Vietnam inspire me to conduct research on 

teachers’ beliefs and practices?  First, responsive to the current state of Vietnamese university 

students’ low interest in learning English (Hien & Loan, 2018), I aspire to explore Vietnamese 

teachers’ beliefs and practices towards this matter. Second, I am a native Vietnamese with 
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eighteen years of studying in Vietnam from elementary to higher education levels and had 

worked at a Vietnamese university for six years at the start of this study; I am, thus, well 

accustomed to the Vietnamese educational systems. Third, as an insider of Vietnam’s social, 

economic, cultural, and political contexts, my insights into those conditions and standards can 

aid my comprehension of contextual variables affecting teachers’ beliefs and practices. 

The second rationale is that certain advantages for investigators in conducting research 

in their current or past workplaces have been documented in the literature (Taylor, 2011; 

Thomas & Myers, 2015).  This ‘local knowledge case’ (Thomas & Myers, 2015, p. 5) selection 

brings about familiarity, which offers plenty of opportunity for informed and in-depth 

investigation. Owning to my established relationships with the teachers and leaders at the home 

university, I was expected to be welcomed when approaching and selecting research 

participants. Furthermore, my intimate knowledge of the university’s working environment and 

working style was anticipated to assist my data collection and interpretations.   

Moreover, this university is a typical example of a public multi-disciplinary tertiary 

institution with regard to practically all conditions associated with learning and teaching 

English. Those conditions include non-English major students’ English proficiency level and 

attitudes toward English, English learning and teaching facilities and materials, teaching and 

learning culture, teachers’ pedagogical and English competence, and governmental and local 

management policies and mechanisms. Therefore, albeit a generalisation across all the 

universities in Vietnam can hardly be made, ‘everyday generalisation’ is highly possible. The 

results of this study can be relatable to other universities with similar conditions.  

3.1.4. Research participants and access gaining 

This section describes how I approached and selected research participants. There were 

two sets of participants: teachers and students for the whole study.  

3.1.4.1. Teacher participants 

The EFL teaching staff of Faculty A comprised 23 official female teachers, five of 

whom were studying offshore during the data collection period of this study and the other five 

regularly visiting teachers, two of whom were male. Therefore, the remaining 18 official 

teachers and those five visiting teachers were 23 potential participants. However, I intended to 

study only four of them for three reasons.  

First, as the study aimed at collecting rich data to provide a thorough and detailed 

description of individual teachers’ beliefs and practices, the number of participants should be 

small. Second, as each of the EFL teachers of Faculty A had to teach a considerable number of 
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classes of different modules simultaneously, they were busy, irrespective of their personal 

commitments. I, therefore, predicted that it was hard for them to find time to take part in my 

study. Third, as far as I knew, most of the teachers had never participated in any research before 

my study and they might be worried about others’ judgment on their thoughts and 

performances, resulting in their possible refusal when invited. Based on my overview of the 

possibilities, four was a suitable number out of twenty-three.  

With a view to gaining access, as I was well known to the Dean of the Faculty, I sought 

access to conduct the study at the Faculty by sending him an email asking for his permission 

and attaching a participant information sheet (Appendix 1). After his agreement, I met him in 

person to provide him with an opportunity to ask questions and have them answered to his 

satisfaction and undertake the completion of the consent form (Appendix 2). Following this, I 

had the faculty administrator deliver a printed invitation letter and a printed participant 

information sheet (Appendix 3) to each of the 23 English teachers in the Faculty. Those who 

accepted the invitation then contacted me directly. 

Next, I met those interested teachers in person to provide them with an opportunity to 

ask questions and have the questions answered to their satisfaction, undertake the completion 

of the consent form (Appendix 4), and deliver a background questionnaire (Appendix 5) to 

them. This questionnaire aimed to gain information on their background - gender, education, 

teaching experience, and teaching schedule (Part 1) and some of their stated beliefs and 

practices about interest promotion (Part 2). Teachers’ responses to the questionnaire were used 

for participant selection based on two sampling techniques.  

First, convenience sampling was applied to select participants who were “willing and 

available to be studied” (Creswell, 2005, p. 149). Accordingly, among potential teacher 

participants, only four teachers were chosen based firstly on their commitment to the entire 

study, and the match between their teaching schedule and my data collection time frame. 

Second, to enable contrast and cross-case analysis, I applied maximum variation sampling, 

which helps “to obtain information about the significance of various circumstances for case 

process and outcome” (Flyvbjerg, 2006, p. 230). To follow this strategy, as Flyvbjerg (2006) 

explained, researchers should select cases that are very different in dimensions. Thus, I set three 

other dimensional sampling criteria: teaching experience, gender, and educational level, for the 

following reason: all of the English teachers obtained a teaching degree from a tertiary 

institution in Vietnam and had not obtained any overseas teaching experience, so the criterion 

of overseas experience was of no value. Instead, I attended particularly to their years of teaching 

experiences to select two less experienced (teaching at Faculty A for ten years or less) and two 

experienced teachers (teaching at Faculty A for over ten years).  
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Moreover, the teachers’ educational backgrounds were expected to be different, and this 

factor was considered when selecting participants. Also, as male and female teachers interest 

learners in different ways, I initially intended to select only two female teachers. The 

information disclosed through teachers’ responses in Part 2 of the background questionnaire 

was also considered to see if there were any distinctive trends among the teachers’ beliefs and 

practices about interest promotion, but no such trend was found. Finally, because all of the 

teachers agreeing to participate had the same highest educational level, a master’s degree,  and 

no male teachers were available, four female teachers, two young less experienced and two 

senior experienced, were selected. In this way, the study allows an investigation into the 

complex nature of teachers’ beliefs from multiple perspectives. It was hoped that this research 

design would bring new insights into the similarities and differences between the beliefs and 

practices of less experienced and experienced teachers. Table 3.2 below provides the brief 

profiles of the teachers.  

 

Table 3. 2. Teacher participants’ profiles 

 
 Ms. Hoa Ms. Hong Ms. Nhan Ms. Thanh 

Age 30 29 43 53 

Qualifications BA (English 

Language 

Teacher 

Education) in 

2011, MA 

(English 

language) in 2018 

BA (English 

Language 

Teacher 

Education) in 

2012, MA 

(English 

language) in 

2018 

BA (English) in 

1999, MA 

(Linguistics) in 

2008 

 

BA (English) in 1995, 

MA (Linguistics) in 

2007 

 

 

Years of 

experience 

11 8 19 30 

Years at 

Faculty A 

7 6 19 30 

Teaching 

experiences 

general English 

(prominent), ESP, 

preparation for 

TOEIC 

general 

English 

(prominent), 

ESP 

general English 

(prominent), 

preparation for 

TOEIC, ESP 

general English 

(prominent), 

preparation for 

TOEIC TOEFL, ESP 

Position Lecturer Lecturer Lecturer Lecturer, Head of 

Department, Deputy 

Head of Faculty 

 

3.1.4.2. Student participants 

I also invited all the students from the class of each participating teacher to take part in 

classroom observations and complete an anonymous end-of-lesson questionnaire (see 

Appendix 9). Moreover, for each observed lesson, at least three students were invited for 

individual face-to-face interviews of approximately 15 minutes. Interview participants were 
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chosen based on the convenience sampling technique to ensure they are “willing and available 

to be studied” (Creswell, 2005, p. 149) and on a first come, first served basis. The questionnaires 

and interviews aimed to ask for their feedback on the observed lessons. As these English lessons 

were arranged for students of a similar English level no matter what major and what year they 

were in, these participating students could be of different majors and in different years of their 

study. Attempts were made to avoid potential power influence over students’ decision to 

participate. After the teacher participants had been identified, I had them inform their students 

of my study and my invitation to students to join in my research. In cases where they were the 

researcher’s past students, they were not chosen. Following this, before the first observation of 

each class, I explained the purpose of the research project to all students in the class and invited 

them to participate.  

3.1.5. English requirements and English teaching programmes for non-English-major 

students at the Vietnamese university 

At the time of data collection, the university where this study took place offered three 

English courses to non-English-major university students. Detailed information about these 

courses is presented in Table 3.3 below. 

 
 

Table 3. 3. General English programme for non-English-major university students 

 

No. 
Course 

name 
Periods  

Periods 

per week 
Credits 

CEFR 

Level 

Coursebook 
Notes 

1 
 

English 0 
30 

 

 

3 
0 A1  

Takeaway 

English 1 

(Units 1 – 5) 

- Compulsory 

- No attribution to 

the degree 

cumulative points  

2 
 

English 1 
45 

 

 

3 
3 A2 

Takeaway 

English 2 

(Units 1 – 5) 

- Compulsory 

- Contribution to 

the degree 

cumulative points  

3 

 
 

English 2 

 

45 3 3 B1 

Takeaway 

English 2 

(Units 6 – 10) 

- Compulsory 

- Contribution to 
the degree 

cumulative points  

- Prerequisite 

course: English 1 

 

For these students, English CEFR level 3 (B1) or equivalent was required for their 

graduation. To decide on students’ levels upon their university entrance, the university 

organised an English proficiency and placement test following the format of PET (Cambridge 

Preliminary English Test). The results from this test were used to classify and place students in 

classes of appropriate levels or exempt them from doing certain courses, specifically:  
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• Those who scored from 0 to 64 were required to do an English 0 course to be qualified 

for doing an English 1 course. 

• Those who scored from 65-89 were required to do an English 1 course. 

• Those who scored from 90-100 were exempted from English 1 and their score was 

converted to the final course mark. However, they still needed to do English 2 course. 

A similar English exam was done as an exit test to decide whether students were 

qualified for graduation. This was, in fact, an end-of-term test for students doing the English 2 

course. If students acquired 50 points or above, they would meet the graduation English 

requirements. 

 Among those three courses, the two young less experienced teachers, Ms. Hoa and Ms. 

Hong, were in charge of English 1 course delivery; Ms. Nhan English 0, and Ms. Thanh English 

2. The information in the ‘Note’ section of table 3.3 shows that the final mark students gained 

in English 0 were used for deciding if they were qualified for learning English 1, not for adding 

to the cumulative points of their degree. This was because English 0 was only a supplementary 

course for those students who could not satisfy the entry requirements of the English 1 course. 

However, students’ marks for English 1 and English 2 would contribute to their degree 

cumulative points. Also, with three periods per week, the English 0 course took place in 10 

weeks only while the English 1 and English 2 had 15 weeks. Moreover, the amount of L1 used 

in instructions was proportional to their students’ level of English (i.e., more L1 were used in 

English 0 and English 1 than in English 2 classes). 

 

3.1.6. Data collection 

When a case study is conducted, it is suggested that an overarching viewpoint should 

be taken to ensure an accurate description of the reality (Thomas & Myers, 2015). Among an 

array of possible strategies, one of the most widely applied is triangulation, i.e., “consulting a 

variety of sources of data relating to the same event” (Walliman, 2011, p. 73), or “analysing a 

problem from more than one point of view” (Komorowska, 2016, p. 7). This technique allows 

researchers to check the reliability and completeness of data as comparisons of data from 

different sources are allowed.  

As regards instruments used in studies on teachers’ beliefs and practices about 

motivation and interest promotion, as presented previously in Table 2.3 and Table 2.4, the 

following research methods have been adopted:  

• questionnaires (Deniz, 2010; Fu, 2014; Guilloteaux, 2013; Guilloteaux & Dörnyei, 

2008; Hardré & Hennessey, 2013; Huangfu, 2012; Lee & Lin, 2015; Matteson et al., 

2011; Moskovsky et al., 2013; Muñoz & Ramirez, 2015; Nolen & Nicholls, 1994; Papi 
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& Abdollahzadeh, 2012; Quirk et al., 2010; Riconscente, 2014; Ruesch et al., 2012; 

Sugita & Takeuchi, 2010; Sugita & Takeuchi, 2014; Taylor & Ntoumanis, 2007; Taylor 

et al., 2008; Wong, 2014),  

• interviews (Deniz, 2010; Fu, 2014; Hornstra et al., 2015; Lee & Lin, 2015; Middleton, 

1999; Muñoz & Ramirez, 2015; Pickens & Eick, 2009; Taylor et al., 2009),  

• observations (Fu, 2014; Green, 2002; Guilloteaux & Dörnyei, 2008; Kistner et al., 2010; 

Maeng & Lee, 2015; Middleton, 1999; Muñoz & Ramirez, 2015; Newby, 1991; Papi & 

Abdollahzadeh, 2012; Pickens & Eick, 2009; Wong, 2014),  

• focus groups (Pickens & Eick, 2009; Unrau et al., 2015;),  

• field notes (Green, 2002), and 

• reflective writing papers (Fu, 2014; Zahorik, 1996). 

Noticeably, questionnaires, interviews, and observations are the three most prominent 

research instruments in the research strand of teachers’ beliefs and practices about motivation 

and interest. Research on teachers’ beliefs and practices with regard to other issues also uses 

document or artefact analysis (Chen, 2017), life history (Fang, 1996), and concept maps 

(Kagan, 1990).    

As no single method is free of problems, it is advised that research method selections 

should be made based not only on methodological stances but also on practical feasibility, 

acceptability, and permissibility (Borg, 2015, p. 159). Drawing on these principles, this study 

employed the following data collection methods: 

1) artefacts, 

2) focus group discussion, 

3) non-participant classroom observations, 

4) questionnaires, 

and 5) stimulated recall interviews. 

Data was gathered during an academic semester at the university (15 weeks) through a 

plan shown in Table 3.4 below. A special note about this plan is that collecting data for 

responding to research questions 1 and 3 also means collecting data for responding to research 

question 4 as the answers to questions 1 and 3 are prerequisites for answering question 4. The 

research questions are restated here for a better understanding of the purposes of using each 

research tool. 

1. What are teachers’ beliefs about promoting learners’ interest in learning English? 

2. What are the primary sources for such beliefs? 

3. How do English teachers promote students’ interest in learning English? 

4. What are the matches and mismatches between these beliefs and practices? Why do 

those matches and mismatches exist? 
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Table 3. 4. Data collection plan 

Research instruments Time Research questions 

to be answered 

Background questionnaire (with all 

potential teacher participants) 

During participant 

recruitment 

1, 3, 4 

 Artefacts At the commencement of the 

semester 

1, 4 

Focus group discussion (with all 

participating teachers) 

The first week of the 

semester 

1, 4 

Non-participating classroom observations During the semester 3, 4 

Student feedback form (with all 

participating students) 

At the end of each observed 

lesson 

3, 4 

Teacher self-evaluation form (with all 

participating teachers) 

At the end of each observed 

lesson 

1, 4 

Stimulated recall interviews (with all 

participating teachers) 

Within two days of each 

observation 

1, 2, 3, 4 

Stimulated recall interviews (with selected 

participating students) 

Within two days of each 

observation 

1, 2, 3, 4 

 

To get participants ready for the nature of data they would have to provide, I told them 

that all discussions and interviews would be audio recorded and observations video-recorded. 

All discussions and interviews took place at public places convenient for participants. All of 

the activities, except observations, occurred at times other than teachers’ working and students’ 

learning schedules. The researcher-participant communication was in Vietnamese, instead of 

English, to avoid any linguistic misunderstanding.  

Explanations for choosing the above research instruments and detailed descriptions of 

data collection and analysis procedures are presented in section 3.2. In this section, certain 

samples of questions to ask participants when gathering data and reasons for the generation of 

such questions are given. However, to compile such questions, a summary of critical issues in 

my literature review and a mini-corpus of examples from other studies on teachers’ beliefs 

about motivation promotion is created and presented in section 3.1.6.1 below. 

3.1.6.1. Justifications for the questions used in collecting data 

The questions generated to ask the participants in the questionnaires, focus group 

discussion, and interviews and the types of observation notes and notes when assessing the 

artefacts were primarily based on my literature review and research questions. Every single 

section in the literature review was gone through, and as a good result, a table (Table 3.5) 

containing main interest-related topics and related questions to ask was generated as follows:  
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Table 3. 5. Main topics in the literature and related questions to ask participants 

No. Aspects Main topics  Related questions to ask teachers  

1A What 

interest is  

The interface between a person 

and an object  

 

- In your opinion, how does a person 

become interested in something?  

- What things can a person be interested in? 

1B - Language-related objects  

- Non-language objects 

What are the various things that your 

English students can be interested in? 

2 Interest 

types 

Situational interest: temporary, 

individual interest: stable 

How long do you think an interest in 

something can last? 

Situational interest: common 

among individuals, individual 

interest: specific to individuals 

Do you think an interest in something is 

common among individuals or specific to 

individuals? Why?  

Situational interest: easily 

awaken, individual interest: 

develops slowly 

How long does it take for an interest in 

something to be formed or developed? 

- Situational interest: 

associated with focused 

attention & affective reaction 

towards an object  

- Individual interest: 

associated with accumulated 

knowledge, positive affect & 

value adhering to the object  

- How do you know that a student is 

interested in your lessons? In learning 

English in general? 

- When you think of your students in your 

previous class as highest interested and 

lowest interested in the lessons, did they 

behave differently? If so, how?  

3 Factors 

affecting 

interest in 

learning 

English 

Conditions for interest to 

emerge & sustain: novelty, 

complexity, comprehensibility, 

meaningfulness of learning 

materials, learning 

involvement opportunities 

What features of an English language lesson 

can make students interested in that lesson 

or part of the lesson? 

- Person-specific (e.g., culture 

value, identifications, social 

support, utility-goal relevance, 

emotions, competence, and 

background knowledge) 

- Object-specific (language & 

non-language contents)  

- Context-specific (other 

people, learning opportunities, 

physical & psychological 

settings)  

What factors affect students’ interest in 

learning English in general? And how? 

 

What factors affect students’ interest in an 

English language lesson? And how? 

 

 

 

 

 

4 Roles of 
interest in 

learning 

- Entails exploratory 
behaviour, heightened 

attention, goal-related 

behaviours, enhanced 

management 

- Fosters motivated learning  

- If English students are not interested in 
learning English, what does it mean for you? 

Does it matter? What would you do and feel?  

- What is the role of students’ interest in 

their English learning? 

- What is your view about the importance of 

interest promotion compared to other 

aspects of teaching? 

5 What is 

interest 

made up of 

Affect, value, knowledge  - How do you know that a student is 

interested in your lessons? 

- How do you know that a student is 

interested in learning English? 

6 Strategies 

to promote 

students’ 

interest in 

- Ensure ‘novelty’, 

‘complexity’, and 

‘comprehensibility’, 

Can you think of an interesting activity you 

have used and tell me what you did? Why 

do you think that it was interesting? Do you 

often do that?  
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learning 

English 

‘meaningfulness’ of contents & 

activities  

 - Create learning involvement 

opportunities 

 

 

 

Draw on person-specific, 

object-specific, and context-

specific factors   

What factors do you often draw on to make 

your English lesson interesting? Can you 

give me an example? 

7 Categories 

of English 

teachers’ 

beliefs 

about 

promoting 

interest  

Teachers’ beliefs about interest 

in general  

Questions should be selected from rows 

numbered 1A, 2, and 4 

Teachers’ beliefs about interest 

in learning English  

Questions should be selected from rows 

numbered 1B, 3, 5, and 6 

 

Teachers’ beliefs about their 

ability to diagnose students’ 

interest and to promote 

students’ English learning 

interest 

- How confident are you in your ability to 

diagnose/ promote students’ interest in 

learning English? Why? 

 

8 Sources of 

teachers’ 

beliefs 

- Teachers’ learning 

experiences  

- Teachers’ practical 

professional experiences  

- Socio-cultural milieu in 

which the teacher works  

You said that…, where did you learn about 

this? 

 

 

9 Relations 

between 

teachers’ 

beliefs & 

practices 

Consistencies & 

inconsistencies between 

teachers’ beliefs and practices  

 

- How frequent are the occasions when you 

think that it is good to promote students’ 

interest by using certain strategies, but in 

practice, you do not do that? 

- In today’s lesson, were there any occasions 

when you had thought before the lesson that it 

would be good to promote students’ interest 

by using certain strategies, but in reality, you 

did not do that? 

10 Factors 

affecting 

the match 

between 

teachers’ 

beliefs & 

practices  

- Teachers themselves  

- Contextual aspects  

- Research methodology 

problems  

What factors affect your interest promotion? 

 

Next, to ensure the ultimate questions to be asked in the research field help yield reliable 

and extensive data, I examined the questions used to ask participants in other studies on 

teachers’ motivational beliefs and practices and presented examples of those questions in Table 

3.6 below. As my research used teacher focus group discussions, classroom observations, post-

observation teacher interviews and student interviews, student questionnaires, and teacher 

questionnaires as research instruments, only questions and notes used in those instruments were 

considered. Also, as the topic of those studies is motivation, which differs to an extent from my 

topic of study, interest, only the most relevant questions are presented. Basically, by replacing 

the expressions of motivational issues with those of interest-related issues, a similar question 

about teachers’ beliefs or practices regarding interest promotion was formed. However, this is 
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not to say that these newly established questions are all the ones put in my data collection 

guides. Even though several problems of those studies and mine are similar, my research theme, 

interest, has certain concerns that are distinctive and uncovered in those studies on motivation. 

To better orient my generation of questions, those examples are grouped by topics congruent 

with issues addressed in my research questions and by individual research instruments.  

 

Table 3. 6. Examples of questions to ask participants  

in studies on teachers’ beliefs about motivation 
 

Issues Examples of the most relevant questions to ask participants 

Teachers’ 

beliefs about 

motivation 

• Teacher interviews 

1. Pickens and Eick (2009) 
- How do you see the teacher’s role in motivating his/her students? 

- How do you know when a student is motivated? Give a few examples. 

- Comment on the importance of motivation among your science students. 

- What factors influence student motivation in your classroom? 

2. Hornstra et al. (2015) 
- ‘What are strategies do you believe motivate your class?’ 

- ‘What are reasons for you to use this approach?’ 

• Teacher focus group discussions 

1. Unrau et al. (2015) 

- First, can you tell us a little about what you think about motivation in general? 

- Can you tell us where you think motivation comes from? 

- Can you tell us a little about what you think motivates students? 

- Is motivation something you are born with or something that develops? 

- Do you think students’ motivation can be changed? 

- Where do you think motivation is rooted? 

- Do you think that you can be motivated in one subject area or activity but not 

in another? 

- What impedes or undermines students’ motivation for reading? 

Teachers’ 

beliefs about 

their ability to 

diagnose/ 

increase 

students’ 

motivation 

• Teacher interviews 

1. Pickens and Eick (2009) 

- Is it easier to motivate students in science than in other subjects? Why/not? 

• Teacher focus group discussions 

1. Unrau et al. (2015) 

- When you think of your students in your current class as highest motivated 

and lowest motivated in terms of reading, how do they behave differently? 

Please provide examples 

Teachers’ use 

of motivational 

strategies 

(what 

strategies and 

how effective) 

• Teacher interviews 

1. Pickens and Eick (2009) 

- What strategies do you use that motivate students?  
- What strategies have (not) worked for you? Why (not)? 

2. Hornstra et al. (2015) 
- ‘Can you describe a student who you feel is very motivated?’ 

- ‘How do you try to keep this student motivated?’, 

- ‘Can you describe a student who is difficult to motivate?’,  

- ‘How do you try to keep this student motivated?’ 

 

• Teacher focus group discussions 

1. Unrau et al. (2015) 

- Describe a situation where there was a student in your class who was not 

motivated or engaged in reading. What strategies did you use to motivate that 

student to get him/her engaged in reading? 
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• Observation notes 

1. Newby (1991) 

Attention-focusing strategies 

- Teacher turns off the lights and waits until all is quiet in the room. 

- Teacher divides the class into four work groups. At the bell each group 

switches to a new location and task. 

- At the beginning of a mathematics lesson, the teacher puts a “challenge” story 

problem on the overhead projector. Students work on it for five minutes. 

Relevance strategies 

- Teacher uses familiar past experiences to introduce a subject: 

“What does the word snow mean? Do you remember playing in the snow? In 

what time of year does the snow come? Today we are going to learn about how 

animals get ready for winter”. 

- Teacher uses a guest to relate an experience: “Nephi’s [a class member’s] 

mother has come to our class today to show us how to make Indian bread and to 

tell us about her life as an Indian child on the reservation”. 

• Post-observation student interviews 

1. Kubanyiova (2007) 
- Let’s talk about the class I observed recently. How did you feel about it? 

• Post-observation student questionnaires 

1. Kubanyiova (2007) 
- Students are often “clockwatching” in this class.  

- Most students in this class really pay attention to what the teacher is saying.  

- Very few students take part in class discussions or activities. 

- A lot of students “doodle” or pass notes.  

- Students sometimes do extra work on their own in the class. 

- Students don’t do much work in this class. 

- Students in this class usually stop working if the teacher is not paying 

attention. 

- Most students in this class do not understand the way this teacher teaches. 

2. Papi and Abdollahzadeh (2012) 
- Do you like the atmosphere of your English classes? 

- Do you really enjoy learning English? 

- Do you think time passes faster while studying English? 

- Do you always look forward to English classes? 

- Would you like to have more English lessons at school? 

Sources of 

teachers’ 

beliefs 

• Teacher interviews 

1. Mansfield and Volet (2010) 

- ‘Can you recall particular events, experiences, discussions, readings, etc. that 

happened during the semester that may have influenced your current ideas 

about classroom motivation? Please explain what happened and why this had an 

important influence on your current views.’ 

- Please think of two ‘big ideas’ you currently have about classroom motivation. 

What are these? (By ‘big idea’, we mean fundamental principles. Remember 

that different people have different big ideas!!! We are interested in YOUR big 

ideas.) 

- How have these ideas developed? (i.e., from your own personal/ university/ 

school/ other experiences?) 

• Teacher focus group discussions 

1. Pickens and Eick (2009) 

- Do you think about motivation in your class more often now than before this 

study started? 

- Do you now attempt to use more different motivational strategies in the quest 

for engaging your students? Do you use more of the ones that work for you 

now? What about others? 

2. Unrau et al. (2015) 

- What are some of the sources of information that you draw upon to learn 
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about reading motivation? 

- What did you learn in your pre-service programme that assists you in 

motivating students in your classroom to read? 

- What did you learn through your classroom practice that assists you in 

motivating students to read? 

Factors 

affecting their 

use of 

motivational 

strategies & the 

effectiveness of 

those strategies 

• Teacher interviews 

1. Taylor et al. (2009) 

- ‘‘How do you assess students’ motivation in lessons?’’,  

- ‘‘Do you feel any pressure from any sources when thinking about how you 

motivate students?’’ “So what are your thoughts on this pressure?” 

2. Mansfield and Volet (2010) 
- ‘What do you see as the major challenges when it comes to motivating 

students?’   

 

After considering the main issues in the literature review, the research questions, and 

consulting the above examples, I formulated a plan for the questions to be asked in each 

research procedure. It is also noted that depending on the types of data I aimed to collect through 

each instrument, sometimes the questions for a type of instrument in the above studies on 

motivation were adapted for another instrument in my study. Details about these questions are 

discussed in sections 3.2.1 to 3.2.5 for each instrument. 

Before collecting data for the main study, a pilot study was conducted to test the 

procedures for conducting observations and post-observation teacher interviews, the primary 

instruments in this research, and for analysing data obtained from these instruments.  

3.1.6.2. Pilot study 

3.1.6.2.1. Pilot research questions 

 

The pilot study attempted to answer the following questions: 

1. Is the observation sheet capable of recording the teacher’s instructional behaviours 

and students’ behaviours?  

2. Is the interview guideline capable of eliciting the teacher’s general beliefs about 

interest and explanations for and comments on the lessons?  

3. How do English teachers promote students’ interest in learning English? 

4. What are teachers’ beliefs about promoting learners’ interest in learning English? 

 

3.1.6.2.2. Pilot participants and assess gaining 

 

This study was conducted in one month at a private language centre in Auckland, New 

Zealand, where I volunteered as an ESOL Home Tutor for the following reasons. First, although 

the participants of the main study are Vietnamese university teachers, due to financial 

constraints related to travelling costs, I was not able to conduct a pilot study in Vietnam. 
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Second, it was expected that gaining access to conduct research at this centre would be easier 

than at other private language centres or tertiary institutions with which I had no relationships. 

Third, unlike at schools, learners at private language centres can be adults, which are a similar 

type of learners to those taught by the participating teachers in the main study.  

The participant recruitment and access gaining processes were conducted in accordance 

with the University of Auckland Human Participants Ethics Committee. At the outset, I 

intended to invite two teachers to involve in three classroom observations and three post-

observation interviews individually. In reality, only one teacher consented and contacted me.  

Although the pilot study aimed to involve student participants in observations, 

unfortunately, all the students objected to being filmed as nearly all of them are Muslims who 

were spiritually affected by the Christchurch mosques attack happening a few weeks before. 

Therefore, despite the initial intention to check whether the video recordings were capable of 

capturing the teacher’s instructional behaviours and students’ behaviours in the lessons, I had 

no chance to do so. Instead, I was only allowed to watch and take notes during observations. 

3.1.6.2.3. Pilot research procedures 

The pilot study took place in the following procedures. 

 Three observations of approximately 60 minutes using an observation guide were made 

at the times and dates mutually agreed on by the participant and the researcher to satisfy the 

availability of both during and after the observations. Moreover, I did not participate in class 

activities to ensure natural environments of phenomena. 

Using a guide, I also conducted stimulated recall interviews of approximately 30-60 

minutes depending on the teacher’s availability. After each observed lesson, the teacher was 

invited to answer some questions on her general beliefs, comment on her certain teaching 

procedures, and explain her corresponding underpinning beliefs. To ensure accurate recall, the 

interviews took place at the end of each lesson on a face-to-face basis.  

After the completion of the pilot data collection and analysis, certain changes to 

procedures for classroom observations and post-observation teacher interviews and data 

analysis in the main study were made. Below are descriptions of the five research tools and 

respective rationales for using them in this study.  

 

3.2. Research instruments used in the main study 

3.2.1. Artefacts  

Together with other human interaction-related research tools, this qualitative research, 
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as guided by Hammersley (2013), also gathered documentary data by collecting the student’s 

books, teacher’s books, curricula, syllabuses, lesson plans, PowerPoint presentations, and other 

related documents. Before participating in this study, the teachers had taught the course they 

were in charge of in this study several times. Therefore, those documents were readily prepared 

and I was able to assemble them before the start of the semester. This helped inform the 

implementation of the other interactive instruments, i.e., focus group discussion and interviews. 

This also helped to minimise potential adjustments to the teachers’ lesson plans and PowerPoint 

slides due to the researcher’s effect and the biases they might have when participating in this 

study and being asked repeatedly about interest in various interviews. 

In this study, teachers’ beliefs and the strategies they intended to apply were found 

through examining the aims of different instructional procedures presented in their lesson plans 

and PowerPoint slides. Moreover, the information on institutional factors that affect teachers’ 

practices (e.g., teaching policies, course objectives, coursebooks, unit divisions and time, and 

requirements for teaching facilities) were obtained through examining the syllabuses, curricula 

and other related documents on English language programmes issued by the university and 

Ministry of Education and Training. These documents can enrich the facts, which either 

supports or challenges the analysis and interpretations of data extracted from other sources 

(Glesne, 2006). Such documentary data helped deepen my understanding of the teachers’ 

beliefs and practices and influencing variables and ultimately helped to answer research 

question 1 about teachers’ beliefs and part of research question 4 about the reasons behind the 

connections and disconnections between beliefs and practices. 

3.2.2. Focus group discussion 

A number of advantages concerning this research instrument and associated data 

collecting procedures are presented in this section.  

First, “focus groups are particularly useful in encouraging participants to provide 

candid, complete, and in-depth responses to open-ended questions” (Unrau et al., 2015). As 

mentioned in the section on research participants, the teachers’ participation in my study might 

be their first time of such experience; as a possible consequence, they might undergo a stressful 

feeling. However, such negative emotion can be mitigated thanks to their colleagues’ presence 

(Marshall & Rossman, 2011). The primary goal of conducting focus group discussions was to 

enable the teachers to inspire one another’s thinking and reflection in conversations and build 

on one another’s ideas through discussions (Unrau et al., 2015). In my study, it was hoped that 

the feeling of familiarity and intimacy among them would facilitate their willingness to share 

ideas in even the subsequent data-gathering steps.  
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 Vitally important, a critical criterion to form focus group is to choose “people who have 

particular experience or knowledge about the subject of the research, or those that have a 

particular interest in it” (Walliman, 2011, p. 100). As the participants of this study worked in 

the same faculty and all taught English to non-English major students, their experience and 

knowledge about students’ interest are considered homogeneous. This contributes to the perk 

of focus group discussions that links with the socially constructed feature of teachers’ beliefs 

and practices. Because the socio-cultural contexts of Vietnam, of the university, and of the 

Faculty leave their imprints in the teachers’ beliefs and practices, the talks among them are 

expected to fully expose the effects of such factors on their beliefs and practices.  

As focus groups tend to “concentrate in depth on a particular theme or topic with an 

element of interaction” (Walliman, 2011, p. 100), in this study, a discussion of approximately 

20 minutes was conducted to elicit teachers’ beliefs and practices merely about students’ 

interest promotion. It took place in the first week of the semester and was chaired by the 

researcher with the assistance of a discussion guideline (see Appendix 6). The design of the 

guideline hinges on Litosseliti’s (2003) instruction on developing questions for focus group 

discussions and is adapted from Unrau et al.’s (2015) focus group discussion protocol related 

to students’ reading motivation. The contents and structures of the questions strictly conform 

to the suggestion by Litosseliti (2003) that “It is preferable to use open-ended and neutral 

questions rather than closed or ‘loaded’ ones, and to avoid ‘yes/no’ and ‘why’ questions. 

Questions should also be clear and focused, complemented by probing” (p. 67). An attempt was 

made to keep teachers on track during discussions. However, as participants’ answers 

sometimes overlapped or created links between topics, I did not follow the guideline strictly. 

Instead, I tried to remain alert to adapt it as appropriate. I also used probing such as “Could you 

please give me an example?”, “Do you mean ...?”, “What else ...?”, “Mmm”, “Yes”, or even 

silence to give participants chances to expand, clarify and continue expressing ideas. To retain 

a full record of what was said, to enable repeated checking of what was said, and thereby to 

enhance a deep analysis of teachers’ beliefs and practices, the discussion was audio-recorded.  

3.2.3. Non-participant classroom observations 

The purpose of non-participant classroom observations was to explore interest-

promoting strategies used by the teachers and to observe their effects on students’ interest. In 

other words, these procedures were to seek answers to research question 3 (How do teachers 

promote students’ interest in learning English?). 

One of the perks of observations is allowing investigations in natural conditions; thus, 

compared to interviews, where people may be reluctant to reveal certain information, a deeper 
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understanding of the research problems can be gained (Patton, 2015). Also, researchers can 

collect data about matters hardly linguistically constructed (e.g., teachers’ practices) because 

people’s understanding of an issue can sometimes be better demonstrated by actions than by 

verbal explanations. Moreover, observation permits check on the link between what the 

teachers’ ‘thinks’ and ‘does’, as “observation can record … whether they act differently to what 

they say or intend” (Walliman, 2011, p.101).  

For those reasons, to examine the teachers’ practices, I needed to explore how they 

perform in class. For each teacher, nine observations of approximately 150 minutes each were 

made for the same class in an academic semester at the times mutually agreed on by the 

participants and the researcher. Given that an English class in this university is normally held 

through 15 lessons over 15 weeks, nine was an adequate number of observations per teacher. 

The first reason is that as the focus group discussion was conducted in the first week, no 

observation should be done in this week to avoid causing a heavy workload upon both the 

researcher and the teachers. The second week was used for the researcher to meet with the 

potential student participants, explain the study to them and invite them to participate. 

Moreover, as regulated by each course syllabus, the mid-term test would take place in one week 

in between. Thus, there were twelve weeks left for scheduling observations, which were divided 

into three stages. After each of the first two stages, one week was put aside for the researcher 

to reconsider the observation procedures and make changes if necessary. Another week in 

between was for unforeseen situations (e.g., teachers’ or the researchers’ unexpected 

unavailability). With all those rationales, that left exactly nine weeks for observations.  

The observations procedures were as follows. I sat at the rear of the classrooms to 

improve my view of the entire class with little interruption. To repeatedly return to and check 

particular instructional behaviours unnoticed on the spot, to extract relevant dialogues 

concerning certain interest-promoting procedures and to interpret students’ corresponding 

behaviours, observations were video-recorded. I was also conscious that an overwhelming array 

of distracting factors were involved in the observation process. I, therefore, narrowed my scope 

of observation to depict selective scenes of interest-promoting strategies. To keep me on track 

during observation and to better capture the phenomena, I took notes in an observation sheet 

(see Appendix 7). 

Initially, this sheet contained a table of four columns (see Table 3.7 below). The first 

column presents a checklist of interest-promoting strategies. The second column offers 

checkboxes to denote whether the strategies in the checklist are used. The next column is for 

detailed descriptions of the strategies used, while in the last column, students’ physical 

behaviours as corresponding responses can be described. The observations of students’ physical 
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behaviours were initially designed to depend upon Guilloteaux and Dörnyei’s (2008) 

description (as illustrated below) of three students’ motivated behaviours: attention, 

participation, and volunteering for teacher-fronted activity as these behaviours, as mentioned 

in the literature review, are consequences of interest. According to these two researchers, the 

class is regarded as motivated when more than two-thirds of the students attend and participate 

in the lesson and more than one-third volunteer for teacher-fronted activity.  

 

 

    (Extracted from Guilloteaux & Dörnyei’s, 2008, p. 62) 

 

Table 3.7 provides the shortened version of the original sheet in which only general 

categories of interest-promoting strategies are retained and sub-categories are removed.   

 

Table 3. 7. The main part of the original observation sheet 

Interest-promotion 

strategies 

Used 

or 

not?  

Time  A detailed 

description 

of the 

strategies 

Responded Ss’ 

physical behaviours 

Volunteering 

(>l/3 of the 

class)  

Participation 

(>2/3 of the 

class) 

Attention 

(>2/3 of 

the class) 

 PERSON-SPECIFIC       

Activating & 

developing Ss’ existing 

interests 

      

OBJECT-SPECIFIC       

Enhancing the novelty 

of language-related 

objects 

      

Enhancing the novelty 

of non-language-related 

objects 

      

Enhancing the 

complexity of language 

objects 

      

Enhancing the 

complexity of non-

language objects 

      

 Enhancing the 

comprehensibility of 
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language objects 

Enhancing the 

comprehensibility of 

non-language objects 

      

Enhancing the 

meaningfulness of 

language objects 

      

Enhancing the 

meaningfulness of non-

language objects 

      

Enhancing learning 

involvement 

opportunities  

      

CONTEXT-

SPECIFIC 

      

Teacher talk       

Teacher’s behaviours       

Drawing on peers’ 

effects 

      

Drawing on other 

people’s effects 

      

Drawing on linguistic 

resources inside & 

outside the class 

      

Drawing on effects of 

physical settings  

      

Drawing on effects of 

psychological settings 

      

  

This observation sheet was piloted to check if it is capable of recording the teachers’ 

instructional behaviours and students’ behaviours. During the first observation with the pilot 

study participant, some drawbacks of the observation sheet were disclosed. First, it was 

impracticable to spontaneously recognise the strategy the teacher was using and write down 

notes in the corresponding row. Second, considering the students’ physical responses, the 

researcher could hardly recall the features associated with ‘volunteering’, ‘participation’, and 

‘attention’ when observing and taking notes; recording their responses using this guide, thus, 

was not possible. Given such defects, the amended observation sheet consists of three columns 

as follows:  

 

Table 3. 8. The main part of the revised observation sheet 

Time A detailed description of teaching procedures Students’ reactions 

  

 

 

 

This sheet allowed the researcher to depict the teaching-learning situations in as much 

detail as possible. The coding of data, i.e., assorting teaching behaviours into classified interest-

promotion strategies was left until the data analysis stage. The notes on students’ reactions 

could be descriptions of the approximate percentage of students showing certain reactions 
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toward each teaching procedure. As discussed in the literature review section, features and 

immediate consequences of situational interests are positive feeling, focused attention, and 

engagement. Therefore, such reactions as smiling, maintaining eye contact with the teacher, 

discussing with peers when assigned tasks, note-taking, participating, answering teachers’ 

questions, etc., can be indicators of interest and were noted down in the observation sheet. The 

observations using this sheet provided valuable information and the basis of questions I asked 

the teachers and students in the stimulated recall interviews. As “observation is very often 

combined with interviews” (Williamson, 2018a, p. 406), the subsequent subsection discusses 

stimulated recall interviews as a research tool. 

3.2.4. Stimulated recall interviews  

Following up on the observations, I conducted stimulated recall interviews, the core 

data collection tool in my study. One reason is that as Lamb (2017) suggested, in investigating 

teachers’ practices and the reasons behind their practices, researchers “need to observe 

classroom events closely (for example using stimulated recall techniques) to understand 

teachers’ ‘thinking-in-action’ and the way they interactively create engaging experiences in 

class, or alternatively fail to do so” (p. 333). Another, individual interviews allow participants 

to narrate their personal teaching-related stories, share their real interest-promoting 

experiences, and convey their true views on interest without the influence of other people. 

Further, interviews foster the investigation of impalpable phenomena (Mackey & Gass, 2005) 

(e.g., teachers’ beliefs). Another advantage of interviews is that they foster the flexibility of 

responses and adequacy of the information (Martinez, 2016) as “the interviewer is in a good 

position to judge the quality of the responses, to notice if a question has not been properly 

understood and to encourage the respondent to be full in his/her answers” (Walliman, 2011, 

p.100).  

In this study, I used open-ended questions in an attempt to “allow the respondents 

opportunities to develop their responses in ways which the interviewer might not have foreseen” 

(Campbell, McNamara, & Gilroy, 2004, p. 99). Both teachers and students were called for 

individual face-to-face audio-recorded interviews. Because it was less easy to have students’ 

agreement to participate due to their attending another lesson or doing something planned 

ahead, the interviews with them were prioritised to occur in advance of those with the teachers. 

Moreover, by doing this, the information disclosed by students helped the researcher generate 

more relevant questions to ask the teachers. To obtain the utmost degree of recall accuracy, I 

attempted to conduct these interviews within two days of each observed lesson as recommended 

by Gass and Mackey (2000). 
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3.2.4.1. Stimulated recall interviews with students 

After each observed lesson, at least three students were invited to take part in an 

interview of approximately 15 minutes to share their comments on the lesson. This was to 

evaluate the effectiveness of teachers’ interest promotion or seek answers to part of research 

question 3. Before the beginning of each lesson, I came to the class and asked at least one 

student sitting in the first two rows, at least one in the middle, and at least one at the back of 

the room to attend the interview. Each student was invited at most two times during the semester 

to ensure the diversity of opinions. To do student interviews efficiently, I based it on an 

interview guide consisting of the following questions. 

1. If you were not asked to attend this lesson, would you do so? Why? 

2.  How did you feel about the lesson? 

3. What made you feel that about the lesson? 

4. What parts of the lesson were you interested in? Why did you feel so? 

5. What parts of the lesson were you uninterested in? If you were the teacher, what 

would you do in that situation? 

 As “questions asked of interviewees should be primarily geared to answering your 

research questions” (Williamson, 2018b, p. 392), in case participants do not spontaneously 

mention the issues that are of significance to the research question, I will use relevant prompts. 

Follow is a sample of a question and prompts. 

Questions:  What made you feel that about the lesson? 

Prompts:  What did you think about the learning contents/activities? 

How did you feel about the pace of the lesson? 

Did you have chances to participate in learning activities?  

3.2.4.2. Stimulated recall interviews with teachers 

After each observed lesson, the teachers were invited to comment on the lesson. 

Initially, I intended to let them watch the video recordings before interviewing to help clarify 

their thinking and decision-making processes that inform their instructional practices (Borg, 

2015, p. 159), or to eliminate the “uncertainty over the meaning of particular strategies” (Lamb, 

2017, p. 333). However, because of the teachers’ tight work and personal schedule, time did 

not allow me to do this. Instead, I depended only on the special events that I took notes during 

observations, described them, and asked the teachers questions related to those events. The 

duration of the interviews depended on the time availability of both the teachers and researcher. 

These interviews were also conducted with the assistance of a guideline (Appendix 8) adapted 

from Nguyena (2013, p. 333). As teacher interviews were the principal data collection 



 

 68 

instruments in this study, apart from questions for clarifying teachers’ beliefs underlining 

certain instructional behaviours, other significant questions to elicit their general beliefs and 

practices were also raised. Overall, these teacher interviews were to acquire data for answering 

all research questions.  

To avoid potential side effects of teachers’ participation in the study on their beliefs and 

their expressions of their beliefs, all the general beliefs were asked in the two first interviews. 

Accordingly, these two interviews contained two parts: one for teachers’ general beliefs and 

practices and one for their beliefs and practices related to the observed lessons. The remaining 

seven interviews mainly asked teachers about lesson-specific beliefs and practices. Table 3.9 

presents the set of initial interview questions in which questions in part two of interviews 1 and 

2 and in the later seven were identical in terms of structure and general contents.  

 

Table 3. 9. Initial interview questions for teachers 

General beliefs and practices 

 

Beliefs about factors affecting students’ interest in learning English 
- What factors affect students’ interest in learning English in general? And how? 

- What factors affect students’ interest in an English lesson? And how? 

 

Beliefs about criteria of an interesting English language lesson 

- What features of an English language lesson or a part of an English language lesson make students 

interested in that lesson or part of the lesson?  

 

Beliefs about components of and indicators of interest 
- What kinds of knowledge should be put in your English language lessons? 

- Apart from knowledge, what other elements should an interesting lesson bring to students? 
- How do you know that a student is interested in your particular lesson? In English in general? 

- When you think of your students in your previous class as highest interested and lowest interested 

in the lessons, did they behave differently? If so, how? 

- Or can you describe a student who is very interested in your lesson and a student who is difficult to 

promote their interest in your lessons?   

 

Beliefs about the roles of interest in learning English 

- What is the role of students’ interest in their English learning? 

- If English students are not interested in learning English, what does it mean for you? Does it 

matter? What would you feel? 
- What is your view about the importance of interest promotion compared to other aspects of teaching? 

 

Beliefs about strategies to promote students’ interest in learning English  
- If English students are not interested in learning English, what would you do?  

- Please think of two ‘big ideas’ you currently have about promoting students’ interest. What are 

these? (By ‘big idea’, I mean fundamental principles). Why are these ideas important to you? What 

do these ideas mean for your future teaching? (What strategies linked to these ideas do you intend to 

use in the future?)  

- What other strategies do you think can promote students’ interest in learning English?  
 

Beliefs about their ability to diagnose students’ interest/ disinterest and promote interest 

- How confident are you in your ability to diagnose students’ interest/ disinterest? Why? 

- How confident are you in your ability to promote students’ interest in learning English? Why? 
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Teachers’ report of their instructional practices 

- How often do you apply strategies to make your English language lessons interesting? 

- What factors do you often draw on to make your English language lessons interesting? 

- What strategies do you often use? 

- What strategies have worked for you? Why? 

- What strategies have not worked for you? Why not? 
 

Sources of teachers’ beliefs 
- Can you recall particular events, experiences, discussions, readings, etc., that happened in the past 

that may have influenced your current ideas about students’ interest? Please explain what happened 

and why this had an important influence on your current views. 

- What are some sources of information that you draw upon to learn about students’ interest? 
 

Connections/ Disconnections between teachers’ beliefs and practices and factors affecting teachers’ 
practices  

- How frequent are the occasions when you think that it is good to promote students’ interest by using 

certain strategies, but in practice, you do not do that? Can you give examples? 

- Why are you working as an English teacher? 

- What do you see as the major challenges when promoting students’ interest in learning English? 
 

Lesson-specific beliefs and practices  
 

Teachers’ beliefs about their ability to promote students’ interest 

- Let’s talk about the class I observed recently. How did you feel about it? 

- How successful do you think you were in promoting your students’ interest in learning your today’s 

lesson?  
 

Teachers’ intention to use interest promotion strategy  

- Did you have any particular intentions concerning interest promotion in this lesson? 
  
Connections between beliefs and practices and factors affecting the connections 

- In today’s lesson, were there any occasions when you had thought before the lesson that it would be 

good to promote students’ interest by using certain strategies but in reality, you did not do that? 

- What were the reasons for those occasions of mismatch between your beliefs and practices? 
 

Teachers’ beliefs about interest promotion that are reflected in the observed practices 
- Here you were… Were you doing this because you think it could promote students’ interest or 

because of something else? / Why were you doing that? 

- How did you think that it could promote students’ interest?  
 

Sources of teachers’ beliefs 

- You have said that…, where did you learn about this? 

 

These interview questions were piloted to check whether they are capable of eliciting 

the teachers’ beliefs and their explanations for their teaching behaviours. The interview 

guideline was found to be basically helpful for those purposes. However, several questions 

needed removing, rewording, or reordering to ensure that teachers can perceive precisely the 

meanings of the questions.  

First, the pilot study participant was confused between ‘features of an interesting lesson’ 

and ‘factors affecting students’ interest’ and asked for an explanation. Moreover, in her answers 

about interest-affecting factors, she mentioned both the factors and the reasons for the effects 

of such factors, which was associated with the features of an interesting lesson such as 

relevance, comprehensibility, etc. Therefore, I decided to remove questions about features of 
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an interesting lesson to avoid overlapping answers. This aspect was explored by asking the 

teachers to explain or give examples of the effects of each factor on students’ interest.  

Second, three questions about indicators of interest were relatively repetitive, which 

partly led to a decrease in the participant’s interest in answering the questions. Thus, only one 

question (“How do you know that a student is interested/ uninterested in your particular lesson 

and in English in general?”) was retained in the main study.  

Third, instead of asking questions about indicators of interest before questions about 

teachers’ beliefs about their ability to diagnose students’ interest, a reverse order would be more 

logical. Moreover, as they are closely related, they should be asked in a continuous sequence.  

Fourth, about roles of interest in learning, the question “What is the importance of 

interest promotion compared to other aspects of teaching?” was hard to answer and involved 

many other learning-teaching complicated issues, causing the participating teacher to be 

hesitant or stuck. Accordingly, it was eliminated.  

Last, the word ‘strategy’ was a vague and technical term for the participating teacher as 

she kept asking, “Is it a strategy?”. Therefore, in the main study, to ask teachers to report on the 

frequency of their interest-promoting behaviours, the word “strategy” was not used.  For 

example, the question “How often do you apply strategies to make your English language 

lessons interesting?” was altered by the question “How often do you do something to make 

your English language lessons interesting?”. 

Given such problems, a newly adapted set of questions relating to teachers’ general 

beliefs and practices was created, with the lesson-specific questions being unchanged.  

To elicit the teachers’ responses, they were prompted. A sample of an episode with 

eliciting questions when teachers could not spontaneously make comments on the given events 

can be as follows. 

 

Researcher:  You were showing the video introducing the city of Sydney. Were you doing 

this because you think it could promote students’ interest or because of 

something else? If yes, why did you think it could promote students’ interest? 

Teacher:  I wanted to provide students with background knowledge about this city so that 

they would not find it difficult to understand the content of the reading text, 

which talks about this city. 
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3.2.5. Questionnaires 

3.2.5.1. Teacher background questionnaire  

As stated in the section about research participants, all potential teacher participants 

who expressed their interest in the study were required to complete a questionnaire (Appendix 

5), part of which asks about their beliefs and practices about interest promotion. To avoid 

teachers’ unwillingness to work on a time-consuming written questionnaire, the questions were 

open questions on easily identified matters that teachers could give their answers in minutes. 

Data obtained from this questionnaire provided information for selecting participants and 

helped answer research question 1 about teachers’ beliefs, question 3 about teachers’ practices, 

and part of question 4 about the matches and mismatches between beliefs and practices. 

3.2.5.2. Post-observation student questionnaire  

At the end of each observed lesson, all attending students were invited to complete a 

questionnaire (see Appendix 9) aiming at obtaining their feedback on the lesson. This data 

source helped answer part of research question 3 about the effectiveness of the teachers’ 

interest-promoting behaviours. 

There are reasons why a student questionnaire was used. First, as students are an integral 

part of the teachers’ instructional processes, when examining teachers’ practices, it is 

indispensable to consider the students’ attitudes towards the lessons delivered by their teachers. 

Second, given the large number of students (approximately 200) involved in the observed 

lessons, this is an optimised tool in that it offers the researchers an easy and convenient method 

of organizing the questions and receiving replies without having to talk to every respondent 

(Borg, 2015; Walliman, 2011; Williamson, 2018b). Third, as a cultural trait, giving feedback 

on teachers’ performances might be considered by students as a sensitive issue, possibly 

causing them to feel distressed when asked to do so. Concerning this, the merit of 

questionnaires, especially anonymous ones, is that “embarrassing questions can be asked with 

a fair chance of getting a true reply” (Walliman, 2011, p. 97).  

The questionnaire consisting of closed questions took students approximately five 

minutes to complete. The content of the questions was based on the literature review about the 

nature of interest and adapted from four sources: 

1) Table 2, Table 3, and Table 4 provided in Tin’s article (2009) about the emergence 

and maintenance of students’ interest within two‐hour lectures; 

2) Tsai, Kunter, Lüdtke, Trautwein, and Ryan’s student questionnaire (2008) about 

factors making lessons interesting; 
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3) Hulleman, Godes, Hendricks, and Harackiewicz’s student questionnaire (2010) about 

students’ interest aroused and maintained during and after the class; and 

4) Pickens and Eick’s student survey (2009) about factors affecting motivation.  

The questions are presented in a 6-point Likert-type format with responses ranging from 

6 (strongly agree) to 1 (strongly disagree). Questionnaires of this scale have been proven to be 

a quick and valuable source of information for studies involving adult learners’ lesson feedback 

(e.g., Pickens & Eick, 2009; Tin, 2009). This questionnaire first asks students’ pre-lesson 

attitudes (statements 1, 2), which are personal factors that affect their interest in the lesson. It 

also enquires into students’ overall views about elements of the lessons, including language-

related contents (statements 3 to 8), non-language-related contents (statements 9 to 14), learning 

tasks and activities (statements 15 to 19), and chances for learning involvement (statements 20 

to 22). Questions 23 to 26 ask for students’ feelings and behaviours during the lesson, and 

questions 27 to 31 post-lesson effects in view of motivated exploratory and learning behaviours 

(a short-term effect of interest). 

3.2.5.3. Post-observation teacher questionnaire  

A similar questionnaire was applied to the teachers with the aim of gathering their self-

evaluation of the effectiveness of their interest promotion. Their answers and students’ answers 

were compared to see if their evaluations on the effectiveness of their interest promotion match 

students’ evaluation (real effectiveness of teachers’ instructional practices). From that, 

problems (if any) in the teachers’ beliefs about indicators of interest might be revealed.     

 

3.3. Data management and analysis  

This section clarifies how data from each source was managed. 

First, I handled raw data obtained from the focus group discussion, observations, and 

interviews by transcribing the recorded behaviours and languages into written forms. To avoid 

redundant transcriptions, I played the recordings first, listened to and watched them, and 

marked only relevant portions to be transcribed.  

In the next stage, I adopted two steps suggested by Walliman (2011, p. 132) and went 

through two further steps as follows:  

Step 1: Code data  

Step 2: Arrange data 

Step 3: Interpret data within sub-cases 

Step 4: Interpret data across sub-cases 

 



 

 73 

In the first step, I first read each line of the transcriptions and the documents several 

times to grasp the ideas, locate relevant information and underline related words, phrases, 

sentences, and paragraphs. Second, I cut those pieces of information and pasted them into a 

table consisting of columns entitled ‘original data’, ‘translated data’, ‘codes’, and ‘sources’ (see 

Appendices 10 and 11). 

In the second step, data was arranged in theoretical thematic categories for the purpose 

of answering individual research questions (Braun & Clarke, 2006). Specifically, I sorted out 

the codes by grouping similar ones and removing unnecessary ones. Following that, codes were 

put in categories and sub-categories for each research question. 

As stated in section 3.1.2. Case studies, each teacher in my study was a sub-case. Thus, 

the third step was for analysing data corresponding to individual teachers, and the fourth step 

was for comparing data across the teachers. In this last step, data of the same categories and 

sub-categories of all participants were assembled, compared and interpreted to generate 

findings for the case (the university) as a whole. There are two important points to note here. 

First, ‘petite generalisations’ (Stake, 2010), which are general statements made within the 

study, are crucially important. For example, if the same responses to a particular issue are 

repeated by a particular teacher, a petite generalisation can be made about their beliefs or 

practices. Second, data analysis involved comparing data from different sources (i.e., 

triangulation) to support and challenge interpretations before conclusions were made.  

 

3.4. Data reliability and validity 

3.4.1. Data reliability 

According to Cohen, Manion, and Morrison (2007), reliability in qualitative research 

reflects the overlap between what the researcher collected, recorded, and analysed and what 

happen in the realities being researched. Alternatively, it refers to the extent to which “the 

results make sense and are agreed on by all concerned” (Burns, 2000, p. 475). Several ways 

suggested by Burns (2000) for qualitative researchers to enhance research reliability are: 

• Making explicit research aims and research questions, 

• Justifying the assumptions and theory behind the study, 

• Accounting for their position as well as the position of participants, 

• Making the research process transparent by providing detailed descriptions of data 

collection methods and procedures and data analysis methods. 

In this study, research aims and questions are clearly defined and stated, and a critical 

review of contextual and theoretical background is provided in Chapter 1, Introduction, and 

Chapter 2, Literature Review. In this chapter, Methodology, I have outlined the justifications 
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for choosing each research instrument and detailed procedures for data collection and analysis. 

Different techniques of enhancing reliability, including triangulation and the researcher’s report 

of any possible biases occurring during data collection and analysis (Burns, 2000) are adopted. 

Also, the possible advantages and challenges in conducting this study were predicted, and 

proper techniques to tackle those difficulties have been described. My position as a researcher 

and a colleague of participating teachers was well perceived, reminding me to approach them 

with care and respect with regard to their decision to participate, privacy, and confidentiality 

during and after the study.  

As regards data collection, five research tools were used to gather both verbal and 

written information. According to Walliman (2011), this triangulation or using data from 

different sources allows the checking of the reliability and completeness of qualitative research. 

Specifically, each data source helps to enrich the facts, which either supports or challenges the 

data extracted from other sources. From that, a complete picture of teachers’ beliefs and 

practices and influencing factors was generated. Moreover, attention was paid to ensure that all 

of the questions asked in the questionnaires, the interviews, and the focus group discussion, and 

the contents of the observation sheet were based entirely on the literature about interest and 

served the purpose of answering the research questions. The format, structure, and contents of 

those questions were skilfully selected and formed so that they were not technical, leading, and 

vague. With these considerations, the research results are highly likely to fully answer the 

research questions and truly reflect teachers’ beliefs and practices.   

In view of individual tools, attempts were made in each procedure to ensure research 

reliability. For the focus group discussion and stimulated recall interviews, the participants were 

informed in advance that these procedures would be recorded, and recordings would be made 

only with their agreement. They were also allowed to have the recorder turned off at any time 

and to refuse to answer any of my questions. Moreover, all discussions and interviews took 

place at times and places convenient for the participants and were conducted with care to protect 

their privacy. All these conditions created a relaxed environment for the participants (Mackey 

& Gass, 2005), which is crucial for their candour in sharing their true beliefs. At the same time, 

to elicit teachers to comfortably and fully express their opinions, probes were added during the 

focus group discussion and interviews. Probes could be nonverbal (e.g., silence to allow time 

for participants to retrospect their thoughts and experiences), verbal questions to elicit further 

explanations (e.g., “What were you thinking at that time?” or “Could you please say more 

about…?”), and fillers (e.g., “Hmm...”) to encourage the participants’ continuation in sharing 

ideas. Particularly for stimulated recall interviews, I managed to conduct them within two days 

of the observations to attain high data accuracy (Gass & Mackey, 2000).  

As for observations, I sat at the back of the classrooms and did not participate in class 
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activities to avoid interruption, ensuring natural settings of phenomena, a quality of qualitative 

research (Creswell, 2013; Simons, 2009). Also, nine prolonged observations of approximately 

150 minutes were carried out to avoid highly possible distortion due to the appearance of the 

researcher and the recorder. 

When it comes to data analysis, researchers (e.g., Creswell, 2009; Richards, 2003) 

highlight the importance of checking the transcripts to ensure no mistakes are made during 

transcription. Therefore, I first carefully transcribed every single recorded word. Following this, 

transcripts were sent to willing participants to read, review, and make changes as they desired.   

Equally important, procedures for conducting observations and teacher interviews, 

which seemed to be the most complicated procedures, were piloted and then revised properly 

before being carried out in the main study. I also checked the understandability of the questions 

planned to be used in those procedures with other possible people who work in a field other 

than language teaching. In this way, the instruments were capable of capturing what the 

researcher desired to explore.  

3.4.2. Data validity 

Validity relates to whether the research findings reflect what the researcher believes 

they reflect and whether the findings are meaningful in the sense that they have significance to 

the population being tested and to a broader relevant population (Mackey & Gass, 2005). This 

study used different strategies to enhance validity as follows.  

First, I wrote a careful and detailed account of the study plan, including the procedures 

for data collection, for the pilot study, and for data management, storage, and analysis to ensure 

smooth and effective implementation later.  

Second, triangulation (see above), as suggested by many scholars (e.g., Burns, 2000; 

Creswell, 2009; Denzin & Lincoln, 2011; Mackey & Gass, 2005), allowed me to view the 

nature of inquiry from different sources and viewpoints. Data was triangulated on the basis of 

data sources (five sources), participants (approximately 200 students and four teachers), and 

time variations (roughly four months). This, together with my experience as a former member 

of the teaching staff, assisted the perception of their beliefs and practices through reasonable 

judgments over the truthfulness of what were conveyed and performed by the teachers. Such 

prolonged engagement allowed an in-depth insight into the case and trust building with the 

participants, which led to more valid findings (Creswell, 2009). 

Third, the role of the researcher in data collection, analysis, and interpretation is another 

concern as regards the validity of qualitative research. This means the researcher’s presence 

“may affect the behaviour of the observed unit” (Burns, 2000, p. 447). Although I clarified my 

role as the researcher, there might still be the case that the participating teachers regard me as 
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a language-teaching expert and try to make their lessons satisfactory to me. Regarding this 

matter, I frequently reminded them that I would like to observe their normal routinely practiced 

lessons rather than lessons with special preparations. In addition, such data collection methods 

as artefacts, non-participant observation, focus group discussion, and questionnaires helped to 

minimise my role during data collection processes.  Moreover, subjectivity, which means that 

“data, and inferences from them, are always shaped by the social and personal characteristics 

of the researcher”, is another matter (Hammersley, 2013, p. 13). To reduce the bias that the 

researcher brought to data analysis, the voluntary assistance of participants in checking the 

transcripts of their own verbal and nonverbal expressions was sought. This checking strategy 

aided the capture of participants’ true experiences (Creswell, 2009).  

 

3.5. Ethical Consideration 

All ethical issues arising from this research were identified and resolved following the 

manual provided by the University of Auckland Human Participants Ethics Committee 

(UAHPEC). All of the teacher and student participants were treated with dignity and respect.  

Participants were thoroughly informed of the purposes and procedures of the research 

and their rights to withdraw themselves and their data through Participant Information Sheets 

in initial contact and Consent Forms. Also, participants were clearly informed that their 

participation or non-participation would not affect their relationship with the school/ the faculty, 

their employment status, or their learning results in any way, as assured by the Head of School/ 

Dean of Faculty. Moreover, choices were given to the participants so that all research 

procedures were conducted to their satisfaction (see Appendices 1 – 10 for further details). 

 

3.6. Summary 

Through this chapter, I presented the merits of the case study qualitative approach in 

helping me find out the answers for complicated inquiries concerning ‘what’, ‘how’, and ‘why’ 

teachers think and do in certain ways as regards interest promotion. Detailed descriptions of 

research context at Faculty A of a public university in Vietnam and the participant selection 

processes resulting in the participation of two experienced and two less experienced teachers 

are also included. The data collection preparation and the justifications for using five research 

instruments – artefacts, focus group discussion, questionnaires, interviews, and observations 

and the specific associated procedures are clarified. The chapter then concludes with the 

discussions of how data was managed, how the study was designed to ensure data validity and 

reliability and to satisfy ethical issues. The next four chapters will present the results from the 

four case studies using those research tools. 
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CHAPTER 4: MS. HOA: “THAT’S MY STYLE” – BEING 

FRIENDLY, HUMOROUS, AND ENERGETIC 

 

This chapter examines the first case study on Ms. Hoa’s beliefs and practices regarding 

interest promotion by presenting the outcomes of the data-collecting phase. The following 

contents consist of seven sections. Sections 1 to 4 use data from the focus group discussion, 

teacher background questionnaire, and post-observation in-depth interviews with the teachers. 

Section 5 uses data mainly from observations of nine lessons and from other artefacts such as 

syllabuses, lesson plans, and PowerPoint slides. Section 6 uses data from end-of-lesson 

questionnaires for teachers and students, post-observation interviews with students, and field 

notes during observations. More details about these data are provided below throughout the 

whole story. In general, Ms. Hoa, a young, less experienced teacher, adopted a friendly and 

active teaching style that could bring students comfort and boost their involvement in learning. 

 

 “Oh, that’s my style, always talking, always smiling at students (laughed). That means my 
teaching style is to make students as comfortable as possible so that they can understand the 

lesson and make them comfortable to answer the questions, not formal..”. 

(Translation, Lesson 1 specific interview, emphasis added) 

 

“That’s my nature, when teaching, my limbs, my eyes, my mouth, etc. are like that [flexible and 

friendly facial and body expressions], moving back and forth. That’s my nature”. 

(Translation, Lesson 4 specific interview, emphasis added) 
 

“...As I already said, my teaching style, humour, and sometimes jokes make them feel 

comfortable”. 
(Translation, Lesson 9 specific interview, emphasis added) 

 

4.1. Ms. Hoa’s profile 

Having spent her whole life up to the time of this study in suburban rural areas in Hanoi, 

the capital city of Vietnam, Ms. Hoa experienced an inadequacy in English learning 

environments and qualified instructions during her early years. It was not until her sixth grade 

that she had her first weekly English lessons, but she considered them dull. Due to this poor 

education, her interest in English only started to be developed when she entered her ninth grade, 

thanks to a well-known English teacher in her secondary school. Another inspiration was her 

favourite twelfth-grade English teacher. Such landmarks, together with her childhood dream of 

being a teacher oriented her toward English language teaching career. She gained a bachelor’s 

degree in English language teacher education at a university in Hanoi and landed a position as 

a tertiary English teacher. She then advanced her career by studying a master’s programme 

majoring in English and had just completed it some months prior to her participation in this 

study. As time went by, she developed a real passion for this profession.  

As to her personality, she was often described by her colleagues as a jovial, energetic, 
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and enthusiastic young teacher with a good sense of humour, a cheerful and hearty voice, and 

compelling body language. She herself also mentioned such innate characteristics in some of 

her interviews and acknowledged that these personal traits helped her in promoting students’ 

interest. These traits, along with her passion for teaching English perhaps, contributed to her 

willingness and openness in sharing her ideas in this study.  

She held a relatively clear view on the nature of interest. Generally, she recognised that 

her English students could have interests in various things, including cultures of English-

speaking countries and pronunciations in British versus American English. Also, she was highly 

confident in her ability to recognise students’ interest (80%) by counting on positive signals 

from facial expressions to contents and manners of responses to teachers’ questions. For her, 

prominent influencers on students’ interest were teacher factors (e.g., personality, voice, 

teaching behaviours, and interaction with students) and learning contents/activities (e.g., 

relevance to students’ life, exams, and future careers; comprehensibility; and diversity). 

Asserting that interest was a driving force behind the continuation of learning processes, she 

considered students’ interest in learning as a determining factor of her success. Her philosophy 

was to create interesting lessons to make students understand and involve. She was 50% 

confident in her ability to boost students’ interest.  

Ms. Hoa was in her late twenties at the time of this study. Her participation in this study 

involved her teaching an English 1 class as classified by Faculty A. Figure 4.1 below briefly 

presents information on Ms. Hoa’s observed class and data collected from her and her class.  

 
 

Figure 4. 1. Ms. Hoa’s observed class and related data 

Observed class 

 

 Data collected  

• Ss No.: 44 – 56 

• Type: General English 1 

• Entry-exit levels: A1 - A2 

• Graduation level: B1 

• No. of observed lessons: 9 

• Lesson duration: 2.5 hours 

• Physical settings: Air-

conditioned, well-lighted, airy 

& spacious classroom 

allowing for movements; slide 

projectors; board, CD player, 

loudspeakers, Wi-Fi Internet 

for teachers only 

 • Nine end-of-lesson teacher interviews 

(interviews 1 & 2 about general and lesson-

specific beliefs & practices; subsequent 

lesson-specific only interviews) (totally 

3h27m23s) 

• Video recordings of nine lessons (2.5 hours 

each) 

• Field notes during observations 

• Nine end-of-lesson student interviews (totally 

2h42m40s) 

• One focus group discussion interview with the 

teachers (20 mins) 

• End-of-lesson student & teacher 

questionnaires for nine lessons 

• One background teacher questionnaire 

 

Also, Table 4.1 below provides information on the learning contents and activities of 

the observed lessons. As can be seen, Ms. Hoa followed the course syllabus rather strictly by 

delivering most of the officially planned contents and activities and not adding any out-of-
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textbook activity. However, from Lesson 5 onwards, she was clearly seen to deliver the lessons 

well ahead of the planned time in the syllabus.  

 

Table 4. 1. Information on Ms. Hoa’s observed lessons 

Note: The contents and activities in these lessons were based on the first five units of the book 

“Takeaway English 2” by Loveday, Trowbridge, and Varandani (2012) and supplementary 

materials composed by the teachers in Faculty A 

 
 

Week  Observed 
lesson 

English 1 syllabus Contents and activities delivered by 
Ms. Hoa 

1 N/A Course Introduction 
Unit 1: It’s a great job! 
- Start: Jobs 
- Listening: About my job 
- Vocabulary: Job description 

N/A 

2 1 Unit 1: It’s a great job! (cont.) 
- Grammar: Review questions in the 
simple present 
- Reading: An out-of-this-world job 
- Song: Uncle Bertie’s nephew 
- Pronunciation: Intonation in questions 

Unit 1: It’s a great job (cont.) 
- Grammar: Review: questions in the 
simple present 
- Reading: An out-of-this-world job 
- Song: Uncle Bertie’s nephew 
- Pronunciation: Intonation in 
questions 
- Conversation Takeaway: Making 
excuses 
- Sample mid-term speaking test 1 (in 
supplementary materials) 

3 2 Unit 1: It’s a great job! (cont.)  
- Conversation Takeaway: Making 
excuses 
- Writing Takeaway: Writing a job 
description 
Unit 2: Great vacation 
- Start: Where do you go on vacation? 
- Listening: Favourite vacation 

Unit 2: Great vacations 
- Sample mid-term speaking test 1 
(cont.) (in supplementary materials) 
- Start: Where do you go on vacation? 
- Listening: Favourite vacations 
- Vocabulary: Vacation activities 

4 3 Unit 2: Great vacations (cont.) 
- Vocabulary: Vacation activities 
- Grammar: Go + gerund 
- Reading: A travel blog 
- Culture: Holidays and vacation days 

Unit 2: Great vacations (cont.) 
- Grammar: Go + gerund 
- Reading: A travel blog 
- Culture: Holidays and vacation days 
- Conversation Takeaway: Making and 
responding to suggestions 

5 4 Unit 2: Great vacations (cont.) 
- Pronunciation: The /ŋ/ sound 
- Conversation Takeaway: Making and 
responding to suggestions 
- Writing Takeaway: Writing a travel 
blog 

Unit 3: Cities around the world 
- Sample mid-term speaking test 2 (in 
supplementary materials) 
- Start: What’s the city like? 
- Vocabulary: Tell me about the city 

6 5 Unit 3: Cities around the world 
- Start: What’s the city like? 
- Listening: Comparing cities  
- Vocabulary: Tell me about the city 
- Grammar: Comparatives and 
superlatives 

Unit 3: Cities around the world 
(cont.) 
- Grammar: Comparatives and 
superlatives 
- Reading: A world-class city 
- Pronunciation: Sentence stress 
- Conversation Takeaway: Agreeing 
and disagreeing 
- Revision: Further practice in writing 
skills (in supplementary materials) 

7 6 Unit 3: Cities around the world 
(cont.) 
- Reading: A world-class city 

Unit 4: Wildlife 
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- Song/culture: All around the world 
- Pronunciation: Sentence stress 
- Conversation Takeaway: Agreeing 
and disagreeing 

- Marking students’ products on 
writing tasks (in supplementary 
materials) from Lesson 5 
- Start: Endangered animals 
- Listening: An endangered bird 

8 7 Unit 3: Cities around the world 
(cont.) 
- Writing Takeaway: Writing a 
comparison essay about two cities 
Revision Unit 1-3   
Guidelines for Mid-term speaking 
test 

Unit 4: Wildlife (cont.) 
- Vocabulary: Animal actions 
- Grammar: Can and can’t for ability 
and permission 
- Reading: Animal facts 
- Pronunciation: The sound /aɪ/ five 
and /ɪ/ it 
- Sample mid-term speaking test 4 (in 
supplementary materials) 

9 8 Unit 4: Wildlife 
- Start: Endangered animals 
- Listening: An endangered bird 
- Vocabulary: Animal actions 
- Grammar: Can and can’t 

Unit 5: All about sports 
- Start: What sports do you play or do? 
- Listening: My favourite sport 
- Vocabulary: Sports actions 
- Grammar: Must and have to 
- Song: The game of life 

10 9 Unit 4: Wildlife (cont.) 
- Reading: Animal facts 
- Culture: Wildlife  
- Pronunciation: The sounds /ai/ five 
and /i/ it 
- Conversation Takeaway: Using 
measurements 

Supplementary exercises (in 
supplementary materials) 
- Pictures description 
- Grammatical exercises 
- Listening exercises 

 

4.2. Ms. Hoa’s beliefs about interest promotion 

Data from post-observation interviews about general and lesson-specific beliefs 

revealed that the teacher believed in a number of principles to raise students’ interest. She 

declared in an initial interview that ‘bringing comfort to students’ was her central principle. Her 

rationale was that when provided with comfort, students felt free to share their ideas, ask 

questions and reply to others’ questions, which whipped their interest up. Data from post-

observation interviews about her beliefs underlying specific teaching actions revealed that not 

only ‘bringing comfort to students’ but also ‘boosting students’ involvement’ and ‘enhancing 

the comprehensibility of learning contents/tasks’ were her core principles. Many strategies 

belonging to these three principles were employed in (almost) every lesson (e.g., micro-

strategies 2, 3, 4 ; strategies 9, 11, 14; and strategies 18, 19, 20 in Table 4.2. below).  

Table 4.2 provides a synthesis of all interest-promoting strategies believed by Ms. Hoa. 

In the first column, the title “macro-strategies” denotes the principles or general purposes of 

particular actions that she believed in, which are titled “micro-strategies” in the third column. 

Below are six macro-strategies that emerged from the interviews with Ms. Hoa, among which 

the last four macro-strategies coincide with the interest-promoting principles already discussed 

in the literature review. The explanations for each of the macro-strategies are in italics.   

1. Bringing comfort to students (involving micro-strategies that use elements such as 

humour and encouragement to make students comfortable in learning) 
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2. Boosting students’ learning involvement (involving micro-strategies that help foster 

interaction in class, draw students’ attention - make students notice and think about 

learning objects, use available English using/learning opportunities, and draw on 

peers’ effects)  

3. Enhancing the comprehensibility of learning contents/tasks (involving micro-

strategies that focus on making students understand learning contents/activities) 

4. Enhancing the novelty/specialty of learning contents/tasks (involving micro-

strategies that make students feel curious and surprised when dealing with learning 

objects and find learning objects novel and special) 

5. Making learning contents/tasks relevant/meaningful to students (involving micro-

strategies that focus on making learning relevant to students’ emotions, knowledge, 

experiences, and increasing the values of learning contents/activities) 

6. Examining students’ interests/needs (involving micro-strategies that investigate 

students’ personal factors such as their topic interests, language skill interests, 

interests in life activities, etc.)  

Next, the second and fourth columns of Table 4.2 demonstrate occasions when such 

strategies were self-reported by her. The fifth column shows if such strategies were applied in 

her real practices, as suggested by data from nine observations. Furthermore, the last column 

provides a synthesis of the sources of her beliefs.
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Table 4. 2. Interest-promoting strategies that Ms. Hoa believed in 

Note: In this table, ‘GB’ means general beliefs, ‘LS’ means lesson-specific, ‘PT’ means Ms. Hoa’s past teachers, ‘EmoE’ means her emotional 

experiences as a student, ‘TE’ means her teaching experiences, N/A indicates that the information was not available either because the teacher 

did not remember the sources of those beliefs or because the researcher did not have chance to ask about that 

 
Macro-strategies 

(MaS) 

Disclosed 

occasions 

for MaS 

Micro-strategies (MiS) Disclosed 

occasions for 

MiS 

Transferred into practice 

or not?  

Sources of 

Beliefs  

1. Bringing 

comfort to 

students 

 

GB interview 

1 

1. Using humour in teacher talk GB interview 1  

LS interviews 1, 5 

Yes, Lessons 1, 5,  8, 9 PT, EmoE, 

TE 

2. Allowing Ss to choose to sit or stand up when 

talking to T  

GB  interview 1  Yes, every lesson N/A 

3. Allowing Ss to speak out randomly  GB  interview 1  Yes, every lesson N/A 

4. Acting in a friendly teaching manner  LS interviews 1, 4 Yes, every lesson PT, EmoE 

5. Encouraging Ss to speak freely in discussions LS interview 1 Yes, Lesson 1 N/A 

2. Boosting Ss’ 

learning 

involvement 

GB interview 

1  

6. Fostering interaction: Using understanding 

checking questions during instructions  

GB  interview 1  Yes, Lessons 1, 2 N/A 

7. Fostering interaction: Organizing pair/group work 

activities 

GB  interview 1  Yes, Lessons 1, 2, 4 N/A 

8. Fostering interaction: Creating convergence 

between teacher talk & Ss’  

LS interview 3 Yes, Lessons 2, 3, 4 TE 

9. Drawing attention: Using warm-up activities  GB interview 1 

LS interviews 1, 

3, 4, 6, 8 

Yes, almost every lesson PT, TE 

10. Drawing attention: Echoing performing Ss’ 

words  

LS interviews 1, 7 Yes, Lessons 1, 2, 7 TE 

11. Drawing attention: Acting in a fresh and active 

teaching manner  

LS interview 1 Yes, every lesson PT, EmoE, 

TE 

12. Using available English using/learning 

opportunities: Encouraging Ss to speak in English in 

class as much as they can 

GB interview 1 Yes, Lessons 1, 2, 3 N/A 

13. Using available English using/learning 

opportunities: Encouraging Ss to have English 

communication in contexts outside class 

GB interview 1 Yes, Lesson 1 N/A 

14. Drawing on peers’ effects: Providing examples of 

capable Ss & calling on good Ss to give a model 

LS interviews 1, 

5, 7 

Yes, almost every lesson 

 

PT, EmoE, 

TE 
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15. Drawing on peers’ effects: Assigning Ss who do 

not like speaking to a class with many Ss good at 

speaking  

GB interview 1 No, (Ss administration by 

the university) 

N/A 

16. Using available English using/learning 

opportunities: Letting Ss practice mimicking 

foreigners’ voice 

LS interview 1 Not in any lesson 

(planned for Lesson 1, but 

unfavourable Ss’ ability 

& the time left) 

N/A 

3. Enhancing the 

comprehensibility 

of learning 

contents/tasks 

LS 

interviews 1, 

2, 4 

 

 

17. Dividing points of knowledge into specific parts 

to explain carefully 

LS interviews 1, 

6, 8 

Yes, Lessons 1, 2, 3, 6, 8 TE 

18. Clarifying task requirements before asking Ss to 

do  

LS interviews 1, 2 Yes, every lesson PT, EmoE 

19. Providing guidance before & during Ss’ task 

performances  

LS interviews 1, 

2, 4, 5, 6 

Yes, every lesson PT, EmoE, 

TE 

20. Using hand gestures to assist Ss’ comprehension  LS interviews 4, 

5, 6 

Yes, every lesson PT, EmoE, 

TE 

21. Predicting phenomena in learning tasks that may 

cause Ss confusion & explaining carefully 

LS interview 6 Yes, Lessons 6, 7 TE 

22. Designing slides with few words but images 

illustrating relevant contents 

GB interview 1 Not in any lesson (Lack of 

time ) 

PT, EmoE 

4. Enhancing the 

novelty/specialty 

of learning 

contents/tasks 

LS interview 

3 

23. Comparing & contrasting cultures & emphasizing 

the novelty of the foreign culture 

LS interview 3 Yes, Lessons 1, 3  

 

PT, EmoE 

24. Uncovering surprising ideas about knowledge 

only after mistakes happen 

LS interview 4 Yes, Lesson 4 EmoE 

25. Giving extraordinary ideas as examples to 

encourage Ss’ creative imagination in doing tasks  

LS interview 5 Yes, Lesson 5 PT, EmoE 

5. Making 

learning 

contents/tasks 

relevant to 

students 

GB interview 

1 

LS 

interviews 1, 

2, 3, 4, 8 

26. Relating learning to Ss’ exams GB interview 1 

LS interviews 2, 7 

Yes, Lessons 1, 2, 7 EmoE 

27. Relating learning to Ss’ psychology, knowledge, 

and experiences (e.g., letting Ss listen to English 

songs) 

GB interview 1 

LS interviews 1, 

3, 4 

Yes, Lessons 1, 2, 3, 4, 5, 8 

No (Lesson 1) – did not let 

Ss listen to a song due to 

its length & boringness 

PT, EmoE, 

TE 

28. Getting Ss to see the importance of learning 

contents before delivering them 

LS interview 1 Yes, Lesson 1 PT, EmoE 

6. Examining Ss’ 

interests/needs 

GB interview 

1 

29. Investigating Ss’ interest profile to adjust 

teaching contents to suit Ss’ personal interests 

GB interview 1 

 

Not in any lesson (big No. 

of Ss & time constraint) 

N/A 
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Table 4.2 shows that almost all of Ms. Hoa’s beliefs were reflected in her practices. 

Especially, some micro-strategies (2, 3, 4, 9, 11, 18, 19, 20) were applied in every lesson. Many 

other micro-strategies were applied at least once.  

Noticeably, micro-strategies 15, 16, 22, and 29 were not witnessed at any time in her 

lessons. The absence of these strategies was associated with her difficulties in interest 

promotion. She was unable to apply micro-strategy 15 (concerning the assignment of poor-level 

students to a better class) because she did not have control over the administration of the stream 

of students, of which the university was in charge. For micro-strategy 16 (concerning letting 

students practice mimicking foreigners’ voices), she was unable to do that in Lesson 1 due to 

her realisation of the students’ poor English ability and learning attitude and the time left. 

Micro-strategy 22 (concerning slides design) was not employed because she could not find time 

for designing elaborate slides as due to her family commitments and tight teaching schedules. 

For micro-strategy 29 (concerning investigating students’ interest profiles), the large number 

of students and the constrained course time prevented her from satisfying individual students’ 

interests.  

Micro-strategy 27 (concerning relating learning to students’ personal variables) was 

employed on some occasions but not on some others. While she believed that letting students 

listen to English songs, a popular form of entertainment among youth, could raise their interest 

and applying it once in Lesson 8, she did not use it in Lesson 1 as the song was long and boring, 

which could probably turn out to inhibit students’ interest.  

The sources of Ms. Hoa’s beliefs are also presented in the last column of Table 4.2 

above and are discussed in detail in the subsequent section. 

 

4.3. Sources of Ms. Hoa’s beliefs  

The interviews with Ms. Hoa about general and lesson-specific beliefs showed three 

main sources of her beliefs: her past teachers’ behaviours, her emotional experiences as a 

student, and her own teaching experiences. 

The first source, which was mentioned in almost every interview, was the teaching 

styles of the teachers she encountered when she was a student. She reported imitating their 

teaching behaviours as expressed in the example below: 

 
 

That teacher (referring to a male English teacher she met in her fifth grade), his teaching style 
always inspired me to learn; my teaching style possibly is from imitating his teaching style. 

Because of such things as the way he talked (…) I always create humour in lessons, then give 

examples that are very close to real life, to students. I learnt from that teacher and made 
frequent jokes.  

    (Translation, interview 2 about general beliefs) 
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Her university teachers who taught courses such as cross-cultural communication and 

teaching methodology were also mentioned as her inspiration. In particular, those teachers 

contributed to the use of micro-strategies such as ‘comparing the Vietnamese culture with the 

English culture’ (micro-strategy 6) and ‘using warm-up activities before implementing learning 

objectives in her lessons’ (micro-strategy 21 in Table 4.2 above). 

The second source was her emotional experience as a student. For example, in the 

extract below, she explained how her belief in ‘letting students listen to English songs’ as an 

interest promotion strategy (see micro-strategy 16) came from her own learning experience: 

 

Researcher:  OK. So, do you think that listening to the song for entertainment is also a way 
to stimulate students’ interest? What are the reasons for this thought? 

Ms. Hoa:  Well, (...), in the past, I enjoyed doing exercises related to listening and filling 
missing words, so listening and entertaining at the same time. After this 

exercise was done, the teachers let [the class] listen just for entertainment, and 

I also liked it. I liked it very much. (…) 
Researcher:  So, from personal experience? Your own learning experience? 

Ms. Hoa:  From my own experience. Yes. 

     (Translation, Lesson 1 specific interview) 

 

Next, her own teaching experiences were another source. For example, to prompt 

students before a speaking task, she experimented with two different procedures with many 

groups of students and found that her elicitation to collect the whole class’s responses could 

entice students’ participation better than her solo talk providing a series of ideas. That was why 

she adopted the former technique when teaching the observed class. 

To sum up, her past teachers, her emotional experiences during learning processes, and 

her teaching experiences were reported to be the main sources for her beliefs about interest 

promotion. When asked whether she had any other sources for her beliefs, she said: 

 

To be honest, I rarely read. I read very little. I learn all from my experiences and my teachers. 
(...) I rarely rely on teacher’s books. I don’t rely on teacher’s books at all. I just always depend 

on myself. Usually, teacher’s books start with warm-up sections, how to say, I find it 
sophisticated, sometimes it’s fussy, sometimes it’s too irrelevant to students, the questions are 

strange. So I myself think of questions, or something close to students, related to the topic, but 

I don’t follow the teacher’s book.  

(Translation, Lesson 2 specific interview) 

 

4.4. Factors in transforming Ms. Hoa’s beliefs into practices 

As seen in Table 4.2, while some beliefs were transferred into actions, others were not. 

Using data from nine post-observation interviews and a teacher background questionnaire, this 

section discusses two groups of major factors (personal and contextual) that either helped or 

hindered this transfer. 

In terms of supporting factors, her passion, enthusiasm for teaching, and personal 
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attributes (e.g., humour, attractive voice and body language) helped to make her lessons 

interesting by bringing comfort to students (macro-strategy 1 in Table 4.2). Positive contextual 

factors such as well-equipped teaching facilities (e.g., CD players, projectors, air-conditioned 

rooms) also helped the successful transfer. 

Many negative contextual and personal factors were reported as preventing the 

application of her beliefs into actions.  

Four negative contextual factors reported are:  

1. students’ limited level of English knowledge and their attitude,  

2. time constraints,  

3. limited facilities such as Wi-Fi service, and 

4. the nature of activities and tasks. 

For example, the excerpt below shows how students’ limited knowledge and attitude 

and restricted time prevented her from applying her planned strategy in the lesson: 

 

Researcher:  OK, in today’s lesson, was there any time when you couldn’t do something that you 

had thought before the lesson that would raise students’ interest? 
Ms. Hoa:  Ah, yes. Actually, the part about pronunciation. I wanted to let them, after listening, 

have chances to practice. But you see that there was no practice at all, right? (...) 

The first reason was that I thought it was too late. (…) Second, I saw the ability of 

this class, too, they were not very excited about that part, so I skipped it. 

 (Translation, Lesson 1 specific interview, emphasis added) 

 

Ms. Hoa conveyed that the Wi-Fi offered by the university was accessible to teachers 

only. This blocked the implementation of Internet-using learning activities believed as interest-

stimulating by her. Sometimes, her action was also limited by the nature of textbook activities, 

such as the length of a text. For example, in Lesson 1, she did not let the students listen to a 

textbook song, although she believed ‘letting students listen to English songs’ (see micro 

strategy 16 in Table 4.2) would increase their interest. The main reason was due to the length 

of the song, which she thought would unduly encroach upon the lesson time. 

Two negative personal factors were also mentioned. Because of her personal family 

commitments and tight teaching schedules, she could not find time to search for interest-

stimulating elements such as visual aids. Thus, she designed PowerPoint slides mainly by 

cutting portions of the PDF textbook files without insertions of other creative elements. Also, 

her bad mental and physical health conditions sometimes obstructed her conduct of interesting 

activities, as explained below: 

 

Today, I feel that I have not succeeded much in stimulating students’ interest. (...) I also feel 

that I am also sluggish today. (...) Students’ interest promotion today is very little, I think very 

little, because there are activities I didn’t implement, and then my demeanour is not as good as 
usual. Today I have to admit that I am a little poor myself. 

       (Translation, Lesson 3 specific interview) 
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In short, both circumstantial and personal issues exerted positive and negative 

influences on Ms. Hoa’s employment of strategies believed by her as interest-increasing. The 

next section particularises her use of these tactics.  

 

4.5. Ms. Hoa’s practices 

The analysis of observation data showed that Ms. Hoa’s main interest promotion 

practice was her application of strategies that provided students comfort, boosted students’ 

involvement, and enhanced the comprehensibility of learning materials. Other less regularly 

used strategies were the ones that enhanced the novelty and meaningfulness of learning. Her 

practice chiefly relied on object-specific features (i.e., comprehensibility, novelty, and 

significance of learning objects) and context-specific features (e.g., students’ psychological 

conditions, teacher variables, English using/learning opportunities, and peers’ effects). She 

rarely used students’ person-specific factors (e.g., their existing personal interests). 

4.5.1. Bringing comfort to students  

Ms. Hoa offered comfort to her students by using a trio of teacher factors: positive 

physical manner, provision of encouragement, and use of humorous talk. 

First, every lesson witnessed her adoption of a friendly and caring teaching manner. 

Such behaviours as smiling, using open arms to embolden students to perform tasks, facing 

towards performing students, listening and nodding her head to show her attentiveness during 

students’ performances were recurrently observed. Also, among several Vietnamese 

expressions used in teacher-student relationships, to denote her as the speaker and students as 

listeners, she chose to use ‘cô’ – ‘các em’ (‘I’ – ‘you’), which connotes intimacy better than 

other expressions such as ‘tôi’ – ‘các anh chị/ các bạn’ (‘I’ – ‘you’).  

Second, she had a range of encouraging rather than imposing behaviours. She allowed 

the students to sit or stand up as long as they felt comfortable when talking to her. This was 

done despite the Vietnamese culture in which teachers are considered superior, and students are 

expected to act in respectful manners such as standing up and starting their talk using the formal 

opening phrase “(Em) thưa cô/thầy” (“Dear Ms./Mr”.). She also encouraged them to speak 

freely in group/pair work by saying such supportive words as: “Now, I let you speak as freely 

as you want. The louder, the better, the happier I am”. Moreover, when posing questions, she 

allowed them to speak out their ideas randomly rather than wait to be nominated. 

Third, she skilfully crafted her talk with humorous details, the type of teaching 

behaviours that has widely been recognised as beneficial to teaching-learning processes. For 

example, Forman (2011) observed the use of humorous language play by a bilingual EFL 
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teacher in a Thai university class and found that this teacher’s use of humour created “a warm, 

responsive atmosphere in this lesson, with considerable smiling and laughter in evidence” (p. 

560). Also, Bieg, Grassinger, and Dresel’s (2019) findings indicated that course-related humour 

had longitudinal effects on students’ emotions by increasing their enjoyment and decreasing 

their boredom and anger. To bring fun together with knowledge to students, Ms. Hoa used four 

humour types, including satirical, improvised, topical, and surreal.  

Extract 4.1 was an example of satirical humour based on the Grammar: Wh-words 

section. Concerning the word “how”, she explained the different usages, gave an example 

question - “How did you do on your exam?”, and translated it into Vietnamese. Following that, 

she gave an example of a Vietnamese satirical answer related to a common act of breaching 

exam regulations - “Tôi làm bằng phao cứu trợ”, which meant “I did it with crib sheets”. 

Subsequently, both she and the students laughed at these words. She then refuted the 

misunderstanding that “how” in this case was meant to ask about the means of doing the exam 

and underlined that it was used to ask about the result of the exam performance.  

 

Extract 4.1: Using satirical humour in teacher talk to bring comfort to students  
--------------------------------------------------------------------------------------------------------------- 
Ms. Hoa:  The next case is “how” followed by an auxiliary verb and a verb. Remember, 

I stress, the word “how” must be accompanied by the two verbs “go” or 
“travel” to ask about means. If not, it is not.  

Ms. Hoa:  (Writes on the board and says) I give this example, “How did you do on 
your exam?” We also see that “how” comes with the auxiliary verb, but this 
is the verb “do”.  Is it still a question about the means? Well, so, I did it with 
crib sheets. Is this about means? (laughs) 

Ss:    (Laugh) 
Ms. Hoa:  Remember, if it is not the verb “go” or “travel”, then it is not about means, but 

what is it about?... the success… And how do we translate it? So this sentence 
we answer, I did it very well, for example. 

--------------------------------------------------------------------------------------------------------------- 

(Extracted from Lesson 1, translations in italics, emphasis added) 

 

Extract 4.2 is an example of how Ms. Hoa took advantage of what was happening to 

create improvised or unplanned humour. When teaching words of family members, she asked 

the students to give definitions of several words based on family relationships. Depending on 

their responses related to the logic of life issues, she added relevant playful comments to make 

a joke (i.e., ‘The child of your mom is right. But the child of your dad, are you sure?). 

 

Extract 4.2: Using improvised humour in teacher talk to bring comfort to students 

--------------------------------------------------------------------------------------------------------------- 

Ms. Hoa: Now, we will define them according to the relations with other family 
members. I will give you an example. How do you define your mom? Your 

mom is the person who gave birth to you. Your mom is your mom; I already 

know (laughs). 
Ss:    (Laugh) 
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Ms. Hoa:  Now, I want you to define your mom through another family member. For 
example, your mom is…? 

Ss:    The wife of my dad. 
Ms. Hoa: Yes, the wife of your dad. Right. For example, your grandpa is…? 
Ss:   Is my dad’s dad. 
Ms. Hoa: Yes, is the dad of…your dad. That’s right. Next, your younger brother is…? Is 

the child of…? 
Ss:    Of my mom (some students say that). Of my dad (some students say that). 
Ms. Hoa: The child of your mom is right. But the child of your dad, are you sure? 
Ms. Hoa & Ss:  (Laugh loudly) 
--------------------------------------------------------------------------------------------------------------- 

(Extracted from Lesson 1, translation in italics, emphasis added) 

 

Ms. Hoa also used ‘topical humour’, a type of humour based on current events/trends 

in society. For example, when instructing students to write a letter to an English friend, she 

reminded them to add an English name after “Dear” and asked, “Do you think Dear Lan/ Hoa/ 

Huệ is ok?”. In fact, such Vietnamese names are considered old-fashioned, and when mentioned 

in series, they often cause people to laugh. Following that, when teaching the students to write 

an introduction paragraph, she gave an example sentence in Vietnamese which meant “I 

sincerely thank your warm and enthusiastic welcome”, with her stress being on “sincerely”, 

“warm”, and “enthusiastic”. This act of expressing thanks is considered formal and appears in 

almost every political news on Vietnam television. People often adopt this popular formal way 

when saying thanks in informal situations to make fun.  

Another type of humour used by Ms. Hoa was surreal. For instance, still in the above-

mentioned writing activity, when instructing the students to write a body paragraph, she 

provided an example sentence in Vietnamese that meant, “Ah, I have just got an invitation from 

a French friend. I will visit Eiffel tower, take photos, and then send them to you”. This was a 

dreamlike detail, thus considered funny to these students as visiting France was almost 

unfeasible for most of them, who had a low-income family background.  

All of the actions above were a manifestation of her central interest-promoting principle 

discussed earlier – ‘bringing comfort to students’. In this way, she positively affected students’ 

mood for learning or increased their learning interest.   

4.5.2. Boosting students’ learning involvement  

 The students in Ms. Hoa’s class were seen to listen to her instructions, perform assigned 

tasks, and contribute their parts to the lessons. This resulted from her various efforts in 

involving the students in her lessons: fostering interaction, drawing attention, using available 

English using/learning opportunities, and drawing on peers’ effects. 

First, in alignment with her self-reported core belief of creating interaction to promote 
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students’ interest, she performed many behaviours to do this. Particularly, she boosted student-

student interactions by arranging them into pairs/groups for solving tasks that required 

discussions. To increase teacher-student interaction, during her instructions, she often 

incorporated comprehension checking questions (e.g., “Do you understand this clearly?”) and 

offered chances for students to raise questions/ideas (e.g., “Do you have any questions?”). By 

these actions, her talks became two-way conversations instead of monologues. An especially 

striking strategy was skilfully pushing the students to add ideas into her talk by creating a 

convergence between her talk and the students’. Extract 4.3 below depicts such a situation when 

she taught how to carry out a description of a past vacation.  
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Extract 4.3: Creating a convergence between teacher’s talk and students’  
---------------------------------------------------------------------------------------------------------------- 
Ms. Hoa:  (Walks down to the Ss’ seating area) Now, imagine that you had a vacation. 

... Imagine you were at the beach (…) when you woke up in a completely new 
place, what you did the first at the beach?  

Ss:   Arranging mosquito net. 
Ms. Hoa:  What? Arranging mosquito net? (Laughs) No, recreational activities at the 

beach. Arranging mosquito net and things like cleaning teeth and face? These 
are not different from daily routines, right? What I mean is that waking up in 
a very, very new place, in the early morning, what would you do? 

Ss:   Walking on the beach. 
Ms. Hoa:  Yes, go to the beach, right? Going to the beach in the morning and see what? 
Ss:   Watching the sunrise. 
Ms. Hoa:  Yeah, that’s right, watching the sunrise, not the sunset, right? So you write for 

me the following phrase. 
Ms. Hoa:  (Comes back to the board) the phrase “walk on the beach”, remember, I write 

in the infinitive, but in your talk, what tense do you have to turn into? 
Ss:   Past tense. 
Ms. Hoa:  The past tense, remember! (writes the suggested phrases in English on the 

board) walk on/along the beach and see the… What is “sunrise”? Sun… 
what? 

Ss:  Sunrise. 
Ms. Hoa:  Sunrise, that’s right. Or another activity, sunset, what is sunset? Sun…what? 
Ss:                     Sunset. 
Ms. Hoa: Sunset, that’s right. 
Ms. Hoa:  (Walks down to the Ss’ seating area) Alright (…) Well, you woke up in a very 

strange place, but you saw the view very beautiful, and you looked at the sea, 
wow, so beautiful! Then you went along the beach, you went with a friend, 
right, and watched the sunrise, very romantic. You can add that detail. (…) Or 
what else would you do? 

Ss:   Swimming in the sea. 
Ms. Hoa: (Comes back to the board and writes the suggested phrases in English) Ah, 

that’s right, so what phrase will we have, go... what? Go swimming. Or you 
can go what else? Sunbathe. What is sunbathe? Sun... what? Sunbathe. Is this 
alright? 

Ms. Hoa:  (Walks down to the Ss’ seating area) What else would you do at the beach? 
Would you take photos? 

Ss:   Yes. 
Ms. Hoa:  Yes. Take lots of photos, not one but countless, right? What is the phrase? 
Ms. Hoa:  (Comes back to the board and writes in English) take a ...? 
Ss:   Photo. 
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Ms. Hoa:  Not “a” (corrects the mistake), “a lot of photos” (laughs). Take a lot of photos. 
Or take a lot of pictures. Both are fine. That’s taking photos. Then what kind 
of castle could you build? 

Ss:   Sand. 
 
(Ms. Hoa continued to prompt the students to describe several other morning activities, types 
and tastes of food for lunch, restaurants, afternoon, and evening activities. The students 
responded by giving short answers). 
---------------------------------------------------------------------------------------------------------------- 

(Edited extract from Lesson 3, translation in italics) 

 

In this extract, the teacher and the students collectively told a story about an imaginary 

beach vacation. She gradually suggested ideas for describing beach activities in chronological 

order from sunrise to sunset. She often raised specific questions for the students to give the 

answers by using only a few words. Also, she sometimes paused in the middle of sentences and 

let the students finish the remaining halves (see lines numbered 20, 22, and 39). At the same 

time, she wrote the students’ ideas on the board to give confirmation on the right vocabulary 

and grammar and ensure that they could follow her instructions. These cumulative teacher talks 

required only simple minimal students’ responses, which drove them to naturally join in the 

stream of the class’s thoughts and comfortably contribute their ideas.  

Second, in addition to fostering interaction, the teacher also drew students’ attention by 

using multiple other strategies. During a student’s performance, she always echoed their words 

to ensure the class could follow and pay attention. Moreover, she always acted in a fresh and 

active teaching manner (e.g., speaking loudly and energetically, standing up, moving around, 

smiling, making cheerful gestures, and changing voice). Many of these manners were described 

by Hamann, Baker, McAllister, and Bauer (2000, p. 106) as effective teacher delivery skills 

that increase students’ interest in the lessons.  

Third, Ms. Hoa sometimes used available English using/learning opportunities. She 

frequently emboldened the students to speak in English as much as possible, especially in cases 

of simple issues. Also, she sometimes encouraged them to communicate English with other 

people and learn English outside class by taking advantage of peers’ support, dictionaries, and 

other sources.  

Fourth, she drew on peers’ effects to increase students’ involvement. She disclosed there 

were cases when she made up a story about a capable student to tell the class, and she also 

called on students to give model performances. During lessons, if she incidentally witnessed or 

heard noteworthy ideas, she repeated them loudly to inspire other students to create and share 

whatever ideas they might come up with. She sometimes organised collective activities such as 

asking the whole class to repeat after her collectively and loudly when teaching pronunciation 

and calling for the entire class to give their ideas when checking answers to exercises. 



 

 92 

4.5.3. Enhancing the comprehensibility of learning objects 

This principle was profoundly transformed into practice and was seen in three facets: 

knowledge explanations, task requirement explanations, and comprehension support before and 

during activities. A range of related strategies and techniques are shown in Table 4.3 below. 

 

Table 4. 3. Ms. Hoa’s use of strategies to enhance the comprehensibility of learning objects 

Strategies Examples 

 

Knowledge comprehension support 

Dividing points of 

knowledge into specific parts 

for easier explanations 

T gradually played & paused the CD for a short utterance, repeated it, 

translated it into Vietnamese, & explained relevant listening answers. 

(e.g., Lessons 6, 8) 

Using hand gestures to assist 

students’ comprehension  

T approached the slides for illustrations, pointed to & touched on the 

sections presenting the contents T was addressing. (e.g., Lessons 1, 5) 

Predicting phenomena in 

learning tasks that may cause 

students confusion & 

explaining them carefully 

In a listening task, there appeared the sound /kænt/. To clear up possible 

confusion between /kænt/ and /kæn/, which might affect Ss’ listening 

answer, T pronounced clearly two sounds, wrote the words “can’t” & 

“can” with the respective phonemic transcriptions on the board, 

explained the difference, & asked Ss to repeat after her for several times. 

T then explained the listening answer. (Lesson 6) 

Using comparison to make 

knowledge memorable & 

understandable 

When teaching two question structures starting with “Wh-words”, T 

used two examples to emphasise the difference in the sentence 

components and in the orders of those components. (Lesson 1) 

Pre-activities comprehension support 

Explaining and stressing task 

requirements before asking 

Ss to do 

In a task asking Ss to describe themselves, T stated & explained that this 

task required two Ss to take turns to ask in English about personal 

information. Following that, when asking Ss to start, T immediately 

reiterated that they needed to speak in English. (Lesson 1) 

Modelling performance to 

help Ss understand how to 

do the task  

In an activity requiring Ss to describe a picture before asking them to 

practice, T modelled her performance first. (Lessons 1, 2) 

 

Pre-teaching things such as 

task dealing strategies, 

vocabulary, background 

knowledge, etc. 

• Before asking Ss to ask & answer about cities using the textbook 

prompts (location, climate, etc.), she offered examples of questions 

concerning each prompt (Lesson 4) 

• For a describing picture activity, she provided vocabulary & ideas 

related to the picture on the board (Lesson 4) 

• Before playing the CD, she supplied Ss with vocabularies possibly 

included in the recording & let them practice pronunciations 

collectively. (Lessons 6, 9) 

• Concerning an exercise asking to match words appearing in a song 

with the given meanings, she modelled the strategy of guessing word 

meanings without using a dictionary 

Comprehension support during activities 

Providing prompts & 

guidance during Ss’ task 

performance 

• During Ss’ practice time, realizing one pair was having difficulty 

saying a number in the textbook prompts, T stopped the whole class 

& instructed them how to read numbers. (Lesson 4) 

• After asking Ss to start a speaking activity, T said if anyone needed 

help, T would come to them. During their performance, T came 

around to give support & spoke out loud about her or other Ss’ 

additional ideas and/or wrote relevant vocabularies on the board. 

(Lesson 1) 
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In the table above, one point worth further discussion is the strategy of ‘using hand 

gestures to assist students’ comprehension’. In fact, the combined use of resources, including 

verbal and non-verbal language in teaching and its merits in enhancing students’ 

comprehension have been widely discussed. For example, Bezemer and Kress (2016) stated 

that gesture modifies speech when these two resources are used in combination. According to 

Choi and Yi (2016), multimodality, or the employment of a number of resources for meaning-

making (e.g., image, gesture, music, movement, speech) by teachers to support their 

instructions could help students gain a nuanced understanding of content knowledge.  

4.5.4. Enhancing the novelty of learning objects 

 Ms. Hoa was also seen to periodically showcase the uniqueness, distinctiveness, or 

complexity of learning materials to students by applying various strategies: using humour, 

skilfully structuring the contents of her talk, uncovering surprising ideas about grammar only 

after mistakes happen, comparing and contrasting cultures, and awakening students’ curiosity. 

First, most of her uses of humour not only brought comfort to the students but also made 

learning novel/complex to them. In the above extract 4.1, she portrayed English as an interesting 

language with novel/complex features (e.g., the complex functions of ‘how’ in making 

questions). Similarly, in extract 4.2, the humorous comments she added to students’ answers in 

an activity about words of family members and the humorous elements (i.e., extraordinary ideas 

of going to visit Eiffel tower and sending photos) in her instructions on writing a letter to a 

foreign friend depicted above could also enhance the novelty of doing these tasks.  

Second, skilfully structuring her talk to create effect, climax, and surprise was another 

tactic. For example, when instructing the students to write a story beginning with the sentence 

“I was surprised when I opened the door”, she led the students to follow the plot of a sample 

story until a surprising element emerged (see extract 4.4 below). 

 

Extract 4.4: Crafting teacher talk to create effect, climax, and surprise 

--------------------------------------------------------------------------------------------------------------- 

Ms. Hoa:  (Walks down to the Ss’ seating area, explains about the writing requirements 

and starts to give an example) I was impressed with the story of a student who 
wrote: “I was surprised when I opened the door. A really beautiful car 

appeared in front of my eyes. It was in the colour of…this kind…that kind”. 

Ms. Hoa:  And “it was just the type of sports car that I like, from its options, oh so 

wonderful”, blah blah blah. That student described the car in detail. And the 

last sentence, that student made me shocked (laughs). “That was a memory 
when I was… let’s say what age, ten years old. And that was a birthday gift 

my dad gave me. That was a plastic car”. 

 Ss:    (Laugh out loud) 
 Ms. Hoa:  Quite surprising, quite impressive, isn’t it? Obviously, opening the door, a 

very beautiful car appeared (laughs). And the last sentence, that was a 

birthday gift my dad gave me, and it was a toy car (laughs).  And I still keep it 

until now. How impressive! So surprising, isn’t it?  

--------------------------------------------------------------------------------------------------------------- 

(Extracted from Lesson 5, translations in italics, emphasis added) 
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In this extract, she made up a story, with the beginning part giving a plentiful description 

of a seemingly luxurious car. She then gradually uncovered the shocking truth that the car was 

just a toy. That astonishing detail of the story increased the interestingness of this writing task. 

Additionally, Ms. Hoa exercised the strategy of ‘uncovering surprising ideas about 

grammar only after mistakes happen’. For instance, when teaching about comparison, she 

explained the rules for common cases without mentioning the rules for special cases, then asked 

the students to do an exercise to give the comparative forms of adjectives. When explaining the 

word “dirty”, she let them provide their answers first. There were both correct and wrong 

answers; consequently, she revealed for the first time the rule for two-syllable words ending 

with “y”. This teaching behaviour helped the students perceive the novelty/complexity of 

English language and inculcate these special matters into their minds. 

Another strategy was comparing and contrasting cultures to emphasise the novelty of 

the foreign culture. Related to a song with vocabularies of family members, she compared and 

pointed out that the denotations of only the word ‘cháu’ in Vietnamese cover the denotations 

of a group of words in English, including ‘grandson’, ‘granddaughter’, ‘grandchild’, 

‘grandchildren’, ‘niece’, and ‘nephew’. In another situation, after providing the answer to the 

reading comprehension question, “How many national days are there in the United States?”, 

she showed a list of national days in the United States. Shen then asked the class to compare if 

there were such days in Vietnam and count the number of national days in Vietnam. 

Lastly, she usually evoked students’ curiosity through warm-up guessing sessions. For 

reading/listening tasks, she touched on special keywords or curious things related to the 

texts/scripts to arouse the students’ inquisitiveness. For example, before asking them to read a 

text about life in space, she asked them about the differences between life on Earth and in space 

regarding time, daily life activities, food, health, and sleeping manner. She then raised some 

questions for them to guess and asked them to read and find out the answers. 

4.5.5. Making learning objects meaningful to students 

 Also typically demonstrated in Ms. Hoa’s interest promotion performances were her 

behaviours that made learning relevant to students’ emotions, knowledge, and experiences and 

increased the values of learning contents/activities.  

 First, she many times included slang and topics popular among young adults in her talk 

to create congruence between learning and students’ emotions. For instance, to explain two 

question structures starting with a Wh-word, she provided two examples related to a topic of 

interest among students – ‘love’: 1) “Who do you love? - I love Tuan” and 2) “Who loves you? 
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- Tuan loves me”. She then translated these examples into Vietnamese using slang words: 

‘mày’, ‘tao’, ‘thằng Tuấn’ for ‘I’, ‘you’, ‘Tuan’ respectively. Another example is when she 

taught about how to refuse the invitation “Do you want to go to the movies?”. She supplied a 

sample reply in Vietnamese using slang and details (underlined below) related to another 

familiar topic of discussion by students – ‘teachers’. She said, “Tao thích lắm nhưng mà tao có 

nhiều bài tập phải làm lắm mà giáo viên thì ghê lắm. Không làm thì bị xử lý chết. Thôi tao 

không đi đâu. Để lần khác”, which meant, “I like to go very much but I have a lot of homework 

to do while the teacher is so serious. If I don’t finish, I will be punished.  So, I won’t go. Next 

time”. 

Second, she regularly connected learning to the students’ knowledge and experiences, 

especially through warm-up questions. Such questions were “Which cities in the world do you 

want to travel to? Why?”, “What wild animals do you like?”, and “What sports do you like?”. 

Similarly, when asking the students to compare life in space and on Earth, she mentioned some 

common forms of entertainment among students (e.g., playing games, watching movies, and 

listening to music). Moreover, to prompt them to talk about their last vacation, she gave ideas 

about a variety of their normally favourite romantic and fun activities such as camping, 

campfire, dancing, watching the sunrise, etc.  

Third, Ms. Hoa’s various teaching actions helped raise the significance of learning. One 

action was assigning them to sit in fixed pairs from the outset of the semester for practicing in 

every lesson, which created chances for them to prepare for the mid-term speaking test that 

required pair performance. Next, she allocated extra time than that given to other tasks to give 

elaborate explanations and instructions on learning tasks that were tied in with exams. Also, for 

each section, she explained the importance of learning objects before proceeding further (e.g., 

before teaching about strategies to make excuses, she explained this section would help them 

give reasons and denials politely when invited or asked to do something). 

 

4.6. Effectiveness of Ms. Hoa’s interest-promoting practices 

 This section looks at the teacher’s success in stimulating her students’ interest from 

the views of the observer-researcher, the students, and the teacher herself.  

4.6.1. Observer’s and students’ evaluation  

To measure the effectiveness of Ms. Hoa’s interest stimulation, I examined data from 

field notes, student questionnaires, and student interviews.  

First, from the observer-researcher’s field notes, prominent were the comments on the 

substantial proportion of students’ behaviours. Examples of such comments are “most Ss pay 

attention/ participate/ answer rather loudly/ do/ perform”, “most Ss look up to the slide and 

listen to T”, “Ss are excited”, “Ss laugh a lot”, “the whole class laugh out loud”, “the whole 
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class turn to watch the performing Ss”, and “the whole class read out loud in chorus”. These 

behaviours are signals of students’ interest, as discussed in the section about the effects of 

interest and in the methodology chapter when explaining how observation notes would be 

interpreted. Thus, this data suggests Ms. Hoa’s great success in interest promotion.  

Second, an end-of-lesson student questionnaire was administered to obtain students’ 

opinions on the interestingness of the lessons. The students had five options for each statement: 

5 – Strongly agree, 4 – Agree, 3 – Slightly agree, 2 – Slightly disagree, 1 – Disagree, 0 – 

Strongly disagree. A similar teacher questionnaire was also administered at the same time. 

Table 4.4 provides the final results for both student and teacher questionnaires.  

 

Table 4. 4. Student and teacher questionnaire results for Ms. Hoa’s lessons 

 

Lessons Students’ score Ranking Teacher’s score Ranking 

1 4.16 2 3.58 1 

2 4.21 1 3.55 3 
3 4.08 5 3.03 7 
4 4.07 6 3.58 1 
5 4.11 3 3.48 4 
6 4.03 8 2.90 9 
7 4.10 4 3.00 8 

8 4.06 7 3.23 5 
9 3.99 9 3.06 6 
Overall  4.09  3.27  

 

As the above data suggests, the score given by the students for their interest in the 

lessons was relatively high at 4.09 out of 5. This partly proved Ms. Hoa’s significant success 

in stimulating students’ interest. A detailed analysis of the students’ evaluation of different 

aspects of the lessons showed that their interest was promoted chiefly through Ms. Hoa’s 

behaviours that helped increase the comprehensibility of the lessons (see items 4, 10, and 16 in 

Appendix 12), the meaningfulness/relevance of the lessons (see items 6, 7, 8, 12, 13, 14, 18, 

and 19 in Appendix 12) and the learning involvement opportunities (see items 20 and 21 in 

Appendix 12). These items received relatively high overall scores ranging from 4.01 to 4.49. 

In fact, these figures are in line with the observation data, which shows that the teacher exhibited 

many behaviours to enhance these features of the lessons (as presented previously in section 

4.5.2, section 4.5.3, and section 4.5.5).    

However, their high interest level could be due to the results of not only the teacher’s 

interest promotion but also the students’ personal factors and other contextual factors. Before a 

firm conclusion on the performance of Ms. Hoa’s interest-promoting practices, further evidence 

was sought by examining the students’ interview answers. At the end of each observed lesson, 

three students were invited for an interview on their feeling about the lesson. In total, 16 

students participated and 27 responses were collected. A summary of these students’ 

evaluations in comparison with Ms. Hoa’s self-evaluation was composed in Table 4.5 below. 



 

 97 

Table 4. 5. Ms. Hoa’s self-evaluation and students’ evaluation  (based on interview data) 

Note: In this table, L stands for ‘lesson’, T stands for ‘teacher’. 
 

Ls Ss’ 
rating 

Their reasons T’s 
rating  

Ms. Hoa’s 
reasons 

1 S1: 85% - L: helpful; having individual & group activities; 
normally paced; satisfying involvement opportunities  
- T: fun, clear words, stressing noteworthy points 

40-
50%  

T based on 
Ss’ 
involvement 
& their 
answers. 
When T made 
questions, 
only a few Ss 
replied.  

S2: 90% - L: properly-paced, interesting contents, revising 
knowledge  
- T: cordial, making S2 comfortable; fascinating, 
comprehensible & easy-to-follow talk 

S3: 85% - L: interesting, useful & suitable for S3’s current desires; 
reviewing & giving new knowledge; many activities; 
adequately-paced 
- T: easy to understand, cordial; no pressure put on S3  

2 S2: 95% - L: interesting & helpful; helping S2 practice speaking & 
listening; moderately-paced; diverse activities 
- T: comprehensible & fascinating teaching; easy-going, 
making S2 feel unstressed & be more receptive 

70-
80%  

Ss were 
involved 
more in this L 
than the 
previous one. 
They asked 
questions, 
answered her 
questions, etc. 

S3: 90% - L: new knowledge that is related to daily life & exams; 
diverse activities, moderately-paced  
- T: good teaching; happy, sociable; creating different 
ways of teaching & activities to make Ss interested 

S1: 85% - L: new knowledge, relevant to mid-term test; not too 
difficult; diverse activities; satisfactory involvement 
opportunities 
- T: comprehensible instructions; close & friendly 

3 S4: 70% - L: useful knowledge (grammar & the diversity & 
novelty of other cultures), relevant to exams; close-to-life 
contents; helping improve listening skill;  
- But sometimes fast-paced L (reading & listening 
sections) 

40-
50%  

- Ss did not 
concentrate, 
perhaps due 
to the coming 
holiday  
- T held few 
activities as T 
was tired & 
had a worse 
manner than 
usual. 

S5: 85% - L: new words & grammar 
- T: considerate, enthusiastic, & friendly with Ss  
- But little time for the listening section  

S6: 80% - L: useful & practical contents, helping S6 revise 
knowledge 
- T: friendly, comprehensible, fun, audible 
- But fast-paced L (e.g., listening part); some old contents 
to S6  

4 S4: 75% - L: new knowledge (vocabulary, grammar) & different 
exercises/tasks (discussion, group work) 
- T: enthusiastic, close to Ss 

80%  - T was well 
& energetic 
- Ss were 
excited, 
active 
- L involved 
mostly 
speaking & 
the familiar 
topic of 
vacation 

S5: 75% - L: helpful, new knowledge 
- T: detailed & complete instructions; modelling her 
performance of describing a picture; enthusiastic & 
dedicated 

S7: 80% - L: interesting knowledge about places in the world 
- T: enthusiastic; easy-going, making Ss comfortable 
without feeling restrained & afraid 

5 S8: 70% - L: helpful, interesting, related to life, suitable for S8 
- T: comprehensible, fun; helping Ss learn & entertain, 
reducing learning stress; giving specific examples (e.g., a 
humorous example about a beautiful toy car) 
- But some difficult parts (new words & complex 
expressions) 

60-
70%  

L lacked 
interesting 
activities, but 
Ss showed 
involvement 
& excitement 
in the writing 
activity. 
Some asked 
where they 
could write, 
in their 

S6: 90% - L: novel, reasonably difficult; helping S6 learn about 
cities,  interesting activities of describing a picture & 
writing a letter 
- T: giving detailed instructions including examples about 
other Ss’ writing; bringing Ss fun & assisting Ss’ 
comprehension  
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S7: 80% - L: interesting contents about cities, revising knowledge 
about comparison; diverse learning activities; satisfactory 
time allowance for learning tasks;  
- T: cheerful, making Ss unrestrained; clear & loud voice,  
- But a difficult writing task  

textbook or 
notebook. 

6 S9: 85% - L: interesting, helpful, knowledge about wildlife 
animals; satisfactory learning involvement opportunities 
- T: fascinating talk; communicating well with Ss 
- But other nearby Ss chatted frequently, distracting S9’s 
attention & ability to follow L; difficult listening part  

70-
80%  

T spent 
plenty of time 
marking Ss’ 
writing. 
However, T 
witnessed Ss’ 
interest: did 
exercises & 
provided & 
debated 
answers. 

S10: 
90% 

- L: interesting topic 
- T: natural teaching manner; good facial expressions 
(e.g., cheerful smiles, pleasant face); correct 
pronunciations; breaking listening recordings into 
portions & checking answers carefully  
- But T spent too much time on marking  

S11: 
80% 

- L: helpful contents, helping S11 learn about wildlife 
animals;  
- T: communicating well with Ss through her talk, 
gestures & facial expressions; adding extra relevant 
knowledge;  
- But the beginning was for marking while Ss sat 
passively  

7 S12: 
85% 

- L: interesting topic about wildlife animals, interesting 
reading text & picture description activity; adequately-
paced 
- T: correct pronunciation mistakes; active, talking 
loudly, clearly & beyond the slides; adding out-of-
textbook information  

80%  Though T felt 
unwell & 
disinterested 
in delivering 
L, Ss were 
rather hard-
working. S9: 80% - L: interesting topic, vocabulary, & activities; properly-

paced 
- T: frequently communicating with Ss, raising questions, 
correcting pronunciation mistakes & exercises carefully 

S13: 
85% 

- L: practical, helpful & novel topic & contents; 
satisfactory learning involvement opportunities 
- T: raising questions frequently & interacting with Ss 
- But slightly fast L pace (e.g., grammar section) 

8 S13: 
80% 

- L: related to S13’s daily life – sports activities, new 
vocabularies about sports; generally moderately-paced  
- T: creating interaction by asking questions, combining 
talking with using body language 
- But slightly fast listening part  

80%  Though T 
used only  
few interest-
enhancing 
strategies & 
the class was 
not very 
lively, Ss paid 
attention, 
concentrated 
& did 
exercises 

S12: 
50% 

- L: interesting topic, satisfactory learning opportunities 
- T: encouraging Ss to learn by asking questions, creating 
interactions, moving around the class; using body 
language; fun, clear & attractive voice; relating L with 
daily life 
- But S12 was exhausted due to the sleepless night before 

S10: 
80% 

- L: new words & grammatical issues, relevant to the 
mid-term test, properly-paced; satisfactory learning 
opportunities 
- T: telling jokes; using body language; inspiring voice 
- But heavy rain as an adverse external condition 

9 S14: 
80% 

- L: some interesting activities  
- T: comprehensible instructions; clear voice, interesting 
talk 
- But uninteresting contents; some difficult listening 
activities  

30-
40% 

L had little to 
do with 
interest 
promotion as 
all units-
based 
contents had 
been finished. 
T mainly let 
Ss do 
exercises &  
checked 
answers. 

S15: 
80% 

- Favourable personal factor: S14 had prepared L  
- L: helpful contents 
- T: comprehensible instructions; enthusiastic, dedicated, 
close to Ss, making S15 unafraid of learning English 

S16: 
80% 

- L: helping S16 correct answers to the exercises S16 had 
done in advance & practice listening; involvement 
opportunities 
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- T: enthusiastic; making S16 feel happy; frequently 
asking Ss questions, talking & interacting very well with 
Ss 

All 81.1% 
(4.06/5) 
(*) 

 64% 
(3.2/5) 
(*) 

 

(*) The overall average scores were calculated by dividing the total of average scores of individual lessons by 9. The averages 

in percentage were then converted to the point on a scale of 5 for comparing them with the scores from questionnaires.  

 

The table above shows that the students also conveyed their extremely high interest in 

Ms. Hoa’s lessons through interviews, with the average score being 4.06 out of 5. For the overall 

level of interest, 25 out of 27 responses were 70-90% and specially, one response was 100%. 

Only one respondent gave the answer of 50%, which was the lowest level, for a special reason. 

This student, despite being exhausted from the sleepless night before Lesson 8, did not fall 

asleep at any time during this lesson due to the interestingness of Ms. Hoa’s teaching. He said: 

 

Actually, for today’s lesson, I’m probably only 50% interested. (…) I haven’t been sleeping all 
last night until now. I feel like I’m exhausted. If it was for other normal subjects (…), I would 

go to class with my droopy head and end up sleeping, but I didn’t sleep during this lesson... The 
first is that today’s topic was sports, a passion of mine. Learning was quite interesting. Then 

when she taught ideas, sometimes she made me very interested in things such as the matching 

picture task, especially the music listening activity. At that time, I was very sleepy, but when it 

came to the music listening activity, I woke up. 

(Translation, S12, end-of-Lesson 8 interview) 

 

There were a number of reasons for that high level of interest, as expressed by the 

interviewed students. First, all of them agreed that the teacher did not cause them any learning 

stress or constraint due to plenty of her characteristics and manners that brought them comfort 

and fun: humorous, young, cheerful, dedicated, enthusiastic, professional, easy-going, and 

cordial with students. Second, concerning comprehensibility, her pleasant and clear voice, 

moderately-paced and explicit instructions, careful explanations, and emphasis on significant 

points all enabled them to follow and absorb knowledge. Third, the students appreciated some 

elements in her teaching practices that helped boost their engagement, including her fascinating 

talk and teaching style, her physical compelling facial expressions and gestures (e.g., smiling 

and moving hands), which attracted them to listen to her talk and focus heavily on the lessons. 

Equally important, they emphasised her frequent interaction with students using both verbal 

and nonverbal expressions, and they considered it as a driving force behind their interest in her 

lessons. Fourth, they were satisfied with the learning involvement opportunities offered through 

diverse individual and group learning activities. Fifth, they emphasised that she often connected 

the lessons with their daily life activities.  

Following are example excerpts from the interviews, showing students’ positive 

comments on Ms. Hoa’s various instructional behaviours: 



 

 100 

“I like her teaching style. Her instructions were comprehensible. She was cordial with students. 

I felt comfortable. Her talk was good, moderately-paced, easy to follow”. 

(Translation, S2, end-of-Lesson 1 interview) 

 

“I find her lecturing very natural. She always made us find the lesson more attractive than the 

previous teachers. The first thing I saw was that she used her facial expressions. She was smiling 

very brightly, and her face looked relaxed and made me want to learn more”.    

(Translation, S10, end-of-Lesson 6 interview) 

 

“She raised questions frequently to students. There were interactions between the teacher and 
students. This made students more interested; thus, we did not feel bored at learning”. 

     (Translation, S13, end-of-Lesson 7 interview) 

 

However, there were some minor situations when the students felt less interested. First, 

it was because of the inappropriate level of difficulty of learning contents/tasks. For example, 

for Lesson 2, three interviewed students found the task requiring them to match the given 

pictures with given words denoting vacation activities relatively easy. They suggested four 

solutions to increase the complexity of the task, to enrich their vocabulary, and to provide them 

with English practice opportunities simultaneously and, in turn, enhance their interest in this 

task. Those solutions were 1) ask them to make sentences with the given words, 2) ask them to 

write paragraphs describing the pictures and look at the pictures to conduct a description, 3) 

provide them with more pictures and words to do the matching, 4) provide them with only 

pictures and ask them to think of the right words.  

On the contrary, they considered some tasks complicated, causing them to give up, sit 

passively and let the time pass. For some fast-delivered listening tasks, the students commonly 

wanted to have more listening times than twice or thrice to capture the listening ideas before 

checking answers. Another opinion was that the teacher could let them listen to portion by 

portion to follow the listening contents and sustain their interest. Additionally, some tasks 

became complex due to the teacher’s unelaborated pre-task teaching and exploitation. For 

reading, most of the students would like her to explain the whole reading contents, not merely 

the sections related to questions. Also, they preferred her to pre-teach new and difficult lexical 

items in the learning materials before asking them to do the tasks. For speaking, they liked her 

to suggest relevant vocabularies and structures by writing them on the board/slides, instead of 

giving oral instructions only as they could not catch those suggestions.  

As for involvement opportunities, one student commented that “In every lesson, she 

raised questions for the class to answer in unison; I also participated. But I want to be able to 

speak more personally… I mean, she can ask individuals to stand up to speak”. Another student, 

while agreeing with Ms. Hoa’s use of bonus points to encourage students’ participation, 

opposed her use of minus points. This student reasoned that rewards could help stimulate 
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students’ interest in learning and enthusiasm in raising their voices, but penalties would lead to 

scare or awkwardness for less capable students. 

In conclusion, except for some marginal cases, all interviewees were generally satisfied 

with and highly interested in Ms. Hoa’s lessons. Their explanations also mentioned similar 

interest-enhancing strategies discussed previously concerning her practices: providing comfort 

and fun, creating interaction, making learning contents/tasks comprehensible and relevant to 

students, and offering students chances to be involved in the lessons. This result, along with the 

findings from the field notes and student questionnaires, strongly proved Ms. Hoa’s remarkable 

success in promoting students’ interest.  

 

4.6.2. Ms. Hoa’s self-evaluation 

The teacher was also asked to provide her reflection and judgment on her interest 

promotion through two instruments: end-of-lesson questionnaires and post-lesson interviews. 

The overall score for the teacher questionnaires was 3.27 out of 5 (see Table 4.4) and 

for post-lesson interviews was at a similar level of 3.2 (see Table 4.5). These evaluations were 

relatively lower than her students’ real level of interest analysed above or the real effectiveness 

of her interest-promoting procedures. It shows her thought that the students had only a slight 

interest in her lessons; in other words, she did not highly appreciate her interest-stimulating 

practices. Some explanations for this phenomenon can be as follows. 

Firstly, young novice Vietnamese professionals in general, and teachers like Ms. Hoa 

in particular, tend to tell others about their work abilities unassumingly. In this case, it was 

possible that even though she identified her students’ relatively high interest in her lessons, she 

scored somewhat lower to show her modesty to the researcher. Secondly, given her teacher 

efficacy for interest promotion was self-rated by her in the first interview at a relatively modest 

level of 50%, another reason for that underestimation could be her lack of confidence.   

Thirdly, Ms. Hoa might equate her interest in the lessons with that of her students while, 

in fact, they were different. For example, her judgment on the novelty of the learning 

contents/activities might be based on her repeated experiences with such objects, given that she 

had taught the course a vast number of times. These objects, conversely, were found to be novel 

to her students through the channel of questionnaires. This phenomenon was also discussed by 

Frenzel (2014) under the issue of teacher emotions. When giving an example for teacher 

boredom as a type of teacher emotions, this author stated that “a teacher has to teach a topic for 

several consecutive years that he personally does not find interesting nor important for the 

students” (p.508). Table 4.6 illustrates the contrast between Ms. Hoa’s and the students’ 

evaluation of the novelty of learning contents/activities based on data from questionnaires. 
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Table 4. 6. Ms. Hoa’s and her students’ evaluation of the novelty of learning objects  

(based on questionnaire data) 
 

Questionnaire items 
Students’ 
evaluation 

Ms. Hoa’s 
evaluation 

3. The language-related contents were novel to students. 3.99 1.56 

9. The non-language-related contents were novel to students. 3.87 2.00 

15. The learning tasks/activities were varied and novel to students. 4.01 2.11 

 

Fourthly, as displayed in the last column of Table 4.5, she rated the students’ interest 

level based on not only students’ behaviours (e.g., involvement, questions raising/answering, 

laughter, speaking out, task performance, participation, and attention) but also on her mental 

and physical health conditions. Accordingly, her own mood and feeling might have influenced 

her evaluation of her lessons’ interestingness. 

4.6.3. Further investigations on specific lessons 

There are four specific lessons needing further investigation into whether Ms. Hoa did 

any special things or used more/fewer strategies than in other lessons: lessons receiving the 

highest scores (Lesson 2 and Lesson 1) and lowest scores (Lesson 9 and Lesson 6) through 

student questionnaire data (see Table 4.4). To investigate, a synthesis of all the strategies she 

applied in the nine lessons with a focus on those four lessons was done and presented in Table 

4.7 below. A similar table for the remaining lessons was also created (see Appendix 16). 

 

Table 4. 7. Strategies employed in Ms. Hoa’s most and least interesting lessons 

Note: In this table, (V) means that the lesson used the corresponding strategy 

Purposes  Strategies Used in the most 
interesting lessons 

Used in the least 
interesting lessons 

Lesson 1 
(4.16) 

Lesson 
2 (4.21) 

Lesson 
6 (4.03) 

Lesson 
9 (3.99) 

1. To provide 
comfort to Ss 

1. Performing in a friendly & caring 
manner 

V V V V 

2. Giving encouragement V V  V V  
3. Using humour in teacher talk  V V   V  

2. To enhance the 
novelty of learning 
contents/activities 

4. Taking advantage of a loophole 
in the logic of Ss’ answer to 
increase the interestingness of 
learning 

V    

5. Emphasizing complex features of 
grammar to portray English as an 
interesting language 

V    

6. Using extraordinary ideas in 
instructions to enhance the novelty 
of learning tasks 

    

7. Skilfully structuring the contents 
of teacher talk to create effect, 
climax, and surprise 

    

8. Uncovering surprising ideas 
about language knowledge only 
after mistakes happen 

    



 

 103 

9. Comparing & contrasting 
cultures to emphasise the novelty of 
the foreign culture 

V     

10. Evoking Ss’ curiosity in 
learning by organizing 
guessing/predicting activities 

V  V  V   

3. To enhance the 
comprehensibility 
of learning 
contents/activities 

11. Knowledge comprehension 
support: Dividing points of 
knowledge into specific parts for 
easier explanations 

V V  V  V  

12. Knowledge comprehension 
support: Using hand gestures to 
assist Ss’ comprehension 

V  V  V  V  

13. Knowledge comprehension 
support: Predicting phenomena that 
may cause Ss confusion & 
explaining them carefully 

  V  

14. Knowledge comprehension 
support: Using comparison to make 
knowledge memorable and 
understandable 

V     

15. Pre-activities comprehension 
support: Explaining and stressing 
task requirements  

V  V V V  V  

16. Pre-activities comprehension 
support: Modelling performance to 
help Ss understand how to do tasks 

V  V    

17. Pre-activities comprehension 
support: Pre-teaching things such as 
vocabulary, pronunciation, 
background & language 
knowledge, & task dealing 
strategies  

V  V  V  V  

18. Comprehension support during 
activities: Providing prompts & 
guidance during Ss’ task 
performances 

V  V V V  V  

4. To make 
learning 
contents/activities 
relevant to Ss 

19. Including in teacher talk slang 
& topics popular among Ss 

V     

20. Connecting learning contents to 
Ss’ knowledge & experiences 

V  V    

21. Increasing the values of 
learning: Making learning relevant 
to exams 

V  V    

22. Increasing the values of 
learning: Emphasizing the 
importance of learning objects  

 V    

5. To boost Ss’ 
involvement 

23. Creating T-S interactions: 
Incorporating understanding 
checking questions during 
instructions  

V   V    

24. Creating T-S interactions: 
Creating a convergence between 
teacher talk & Ss’ 

 V    

25. Boosting S-S interactions: 
Organizing Ss into pairs/groups for 
solving tasks 

V  V    

26. Drawing attention: Echoing 
performing Ss’ words  

V  V    

27. Drawing attention: Acting in a 
fresh & active teaching manner 

V  V  V  V 

28. Using available English 
using/learning opportunities: 
Encouraging Ss to speak in English 
as much as they can 

V  V    
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29. Using available English 
using/learning opportunities: 
Encouraging Ss to have English 
communications with people 
outside the class 

 V    

30. Drawing on peers’ effects: 
Giving examples of capable Ss 

    

31. Drawing on peers’ effects: 
Calling on Ss to give performances/ 
answer questions 

V  V V   

32. Drawing on peers’ effects: 
Repeating loudly noteworthy 
performances 

 V  V  

33. Drawing on peers’ effects: 
Organizing collective activities 

V  V V V V V 

Total strategies 
used and 
frequencies of use 

 24 & 25 22 & 26 12 & 13 10 & 10 

 

Considering lessons 1 and 2, observation data revealed that the interest-promoting 

strategies deployed in these lessons outnumbered those in any other lesson. As Table 4.7 shows, 

most of the strategies Ms. Hoa employed in the nine lessons for interest promotion were seen 

in these lessons. This partly explains why these lessons received the highest ranks by the 

students for their level of interest. 

Contrarily, for Lesson 9 and Lesson 6, observation data indicated that the teacher 

adopted the least interest-promoting strategies. Only about one-third of the strategies used in 

the nine lessons were applied in Lesson 6 and about one-fourth in Lesson 9. In reality, two-

thirds of the time for Lesson 6 was spent on marking students’ homework instead of delivering 

the new contents. The interviewed students also expressed their wish that if only the teacher 

had not let them sit passively during the first substantial part of the lesson, they would have 

been more interested. For Lesson 9, Ms. Hoa spent all the time instructing students to do 

supplementary exercises as all the unit-based learning contents were delivered in the previous 

lessons. These situations led to more limited use of strategies in the two lessons than others. 

Moreover, it was also possible that the timing of lessons played an important role. Normally 

both teacher and students tend to be fresher at the beginning of the semester and become less 

energetic towards the end. Thus, the most interesting lessons normally occur at the outset, 

whereas the least interesting ones occur toward the end of a semester. These reasons explain 

why the students were interested in these lessons the least.  

To conclude, an opposition was witnessed in the numbers of strategies used in the most 

interesting and the least interesting lessons by Ms. Hoa. This greatly consolidates the necessity 

for and effects of using strategies in enhancing students’ learning interest. 

 

 

 



 

 105 

4.7. Case summary 

Ms. Hoa held relatively clear conceptualisations about the nature of ‘interest’. 

Especially, primarily influenced by her past teachers, her learning-related emotional 

experiences, and her teaching experiences, she had strong convictions on a number of 

principles. Those principles were bringing comfort, fostering interaction, making learning 

contents and activities novel, relevant and comprehensible to students, drawing students’ 

attention, using available English using/learning opportunities, and drawing on peers’ effects. 

Though there were several cases when she could not turn her beliefs into reality due to a few 

external and personal factors, on the whole, her beliefs were vastly in congruence with her 

teaching performances. She used plenty of specific strategies that conformed to those interest-

promoting principles; these practices profoundly affected her students’ interest according to 

field notes and the students’ evaluations via questionnaires and interviews. Noteworthy points 

were her deep-seated beliefs in the strategy -  ‘bringing comfort to students’ and her frequent 

practices of this strategy in her lessons, with fun and humour being used cleverly in her talk.   
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CHAPTER 5: MS. HONG – A THOUGHTFUL ORGANISER OF 

PAIR/GROUP WORK ACTIVITIES 

 

This chapter examines a second case study of Ms. Hong. The sections of this chapter 

and the types of data used in each section are similar to those in the previous chapter. Generally, 

Ms. Hong, a young, less experienced teacher, was found to follow a student-centred approach 

and supply plenty of opportunities for students to be involved in the lessons, primarily through 

pair/group work.  

 

“I always want to create pair or group work activities and games to boost students’ 

interaction”. 
   (Translation, interview 1 about general beliefs, emphasis added) 

 

“I had still intended to create pair or group work activities and games to boost students’ 
interaction”. 

(Translation, Lesson 8 specific interview, emphasis added) 

 

5.1. Ms. Hong’s profile 

Upon her graduation from a foreign language university in Hanoi, Vietnam, Ms. Hong 

had worked at a private language institution for two years before taking up a full-time position 

as an English teacher at Faculty A. Two years later, she continued her study in a master’s 

programme in English language at another key foreign language university in Hanoi. When this 

study took place, she had just been conferred the master’s degree, was in her late twenties, and 

was in her sixth year of teaching English at the faculty. Ms. Hong said that her postgraduate 

study experiences had a dramatic effect on her beliefs and practices about interest promotion. 

She held rather profound beliefs about the concept of ‘interest’. For her, interest was 

linked with attention and focus. It could be quickly or slowly ignited, exist temporarily or 

enduringly, be affected by personal and external factors, and be recognised through positive 

physical behaviours and verbal language. Also, she believed her students could be interested in 

course-related and life-related issues. Her teacher efficacies in diagnosing students’ interest in 

a lesson and promoting interest were modestly self-rated at 60-70% and 50% respectively. 

During her eight years of teaching English, the types of classes she delivered were 

general English and English for specific purposes (ESP), with the former being the majority. 

Her participation in this study involved her teaching an English 1 class. Figure 5.1 provides 

further details on Ms. Hong’s observed class and data collected from her and her class.  
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Figure 5. 1. Ms. Hong’s observed class and related data 

Observed class 

 

 Data collected  

 

• Ss No.: 36 – 53 

• Type: General English 1 

• Entry-exit levels: A1 - A2 

• Graduation level: B1 

• No. of observed lessons: 9 

• Lesson duration: 2.5 hours 

• Physical settings: Air-

conditioned, well-lighted, airy 

and spacious classroom allowing 

for movements; slide projectors; 

board, CD player, loudspeakers, 

Wi-Fi Internet for teachers only 

 

 • Nine end-of-lesson teacher interviews 

(interviews 1 & 2 about general and lesson-

specific beliefs & practices; subsequent 

lesson-specific interviews) (totally 4h09m14s) 

• Video recordings of nine lessons (2.5 hours 

each) 

• Field notes during observations 

• Nine end-of-lesson student interviews (totally 

2h28m13s) 

• One focus group discussion interview with the 

teachers (20 mins) 

• End-of-lesson student & teacher 

questionnaires for nine lessons 

• One background teacher questionnaire 
 

Also, Table 5.1 below provides information on the contents and activities of the nine 

observed lessons. As can be seen, Ms. Hong followed the course syllabus at a relatively slow 

pace as she delivered not only most of the officially planned contents and activities but also 

plenty of additional activities. Typically, in Lesson 3, all of the activities conducted were added 

by her from sources other than the textbook. 

 

Table 5. 1. Information on Ms. Hong’s observed lessons 

Note: The contents and activities of these lessons were based on the first five units of the 

book “Takeaway English 2” by Loveday et al. (2012) and supplementary materials composed 

by the teachers in Faculty A 

 
Week Observed 

lesson  

English 1 syllabus Contents and activities delivered 

by Ms. Hong 

1 N/A Course introduction 

Unit 1: It’s a great job! 

- Start: Jobs 

- Listening: About my job 

- Vocabulary: Job description 

N/A 

2 1 Unit 1: It’s a great job! (cont.) 

- Grammar: Review questions in the 

simple present 

- Reading: An out-of-this-world job 

- Song: Uncle Bertie’s nephew 

- Pronunciation: Intonation in questions 

Unit 1: It’s a great job! 

- Listening: About my job 

- Vocabulary: Job descriptions 

- Reading: An out-of-this-world 

job  

3 2 Unit 1: It’s a great job! (cont.)  

- Conversation Takeaway: Making 

excuses 

- Writing Takeaway: Writing a job 

description 

Unit 2: Great vacations 

- Start: Where do you go on vacation? 

- Listening: Favourite vacation 

Unit 1: It’s a great job (cont.) 

- Pronunciation: Intonation in 

questions 

- Conversation Takeaway: Making 

excuses 

- Instructions on out-of-textbook 

group presentation tasks  

4 3 Unit 2: Great vacations (cont.) Unit 2: Great vacations 
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- Vocabulary: Vacation activities 

- Grammar: Go + gerund 

- Reading: A travel blog 

- Culture: Holidays and vacation days 

- Out-of-textbook activity: 

Group presentations 

- Out-of-textbook activity: 

Questionnaire - “Are you a 

world traveller?” 

- Out-of-textbook pair work 

task: Survey on holidays 

5 4 Unit 2: Great vacations (cont.) 

- Pronunciation: The /ŋ/ sound 

- Conversation Takeaway: Making and 

responding to suggestions 

- Writing Takeaway: Writing a travel 

blog 

Unit 2: Great vacations (cont.) 

- Start: Where do you go on 

vacation? 

- Listening: Favourite vacations 

- Vocabulary: Vacation activities 

- Out-of-textbook activity: 

Group presentations 

6 5 Unit 3: Cities around the world 

- Start: What’s the city like? 

- Listening: Comparing cities  

- Vocabulary: Tell me about the city 
- Grammar: Comparatives and 

superlatives 

Unit 2: Great vacations (cont.) 

- Reading: A travel blog 

- Culture: Holidays and vacation 

days 
- Out-of-textbook activity: 

Group presentations 

7 6 Unit 3: Cities around the world (cont.) 

- Reading: A world-class city 

- Song/culture: All around the world 

- Pronunciation: Sentence stress 

- Conversation Takeaway: Agreeing and 

disagreeing 

Unit 2: Great vacations (cont.) 

- Conversation Takeaway: Making 

and responding to suggestions 

- Language Takeaway: Unit 

review 

- Out-of-textbook activity: 

Group presentations 

8 7 Unit 3: Cities around the world (cont.) 

- Writing Takeaway: Writing a 

comparison essay about two cities 

- Revision Unit 1-3   

- Guidelines for Mid-term test 

Unit 3: Cities around the world 

- Start: What’s the city like? 

- Listening: Comparing cities  

9 8 Unit 4: Wildlife 

- Start: Endangered animals 

- Listening: An endangered bird 

- Vocabulary: Animal actions 

- Grammar: Can and can’t 

Unit 3: Cities around the world 

(cont.) 

- Vocabulary: Tell me about the 

city 

- Out-of-textbook group activity: 

Describing a city 

10 9 Unit 4: Wildlife (cont.) 

- Reading: Animal facts 

- Culture: Wildlife  

- Pronunciation: The sounds /ai/ five and 

/i/ it 

- Conversation Takeaway: Using 

measurements 

Unit 3: Cities around the world 

(cont.) 

- Grammar: Comparatives and 

superlatives 

- Reading: A world-class city 

- Pronunciation: Sentence stress 

- Conversation Takeaway: 

Agreeing and disagreeing 

 

5.2. Ms. Hong’s beliefs about promotion  

Through the main data from post-observation interviews and some data from the teacher 

background questionnaire, Ms. Hong’s beliefs about four principles to stimulate her students’ 

interest were identified: 1) enhancing the novelty/specialty of learning contents/tasks, 2) 

enhancing the comprehensibility of learning contents/activities, 3) making learning 

contents/tasks relevant/meaningful to students, 4) boosting students’ learning involvement.  
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Her core principle, as reported by her in the first interview, was to ensure the 

comprehensibility of learning contents/activities. Her rationale was that when students were 

afraid of studying and performing poorly, extensive pressure placed on them due to the 

difficulty of learning contents/tasks did not help but scared and discouraged them. For this 

conception, she wanted to design lessons with reasonably challenging and demanding 

tasks/exercises so that students could find the course suitable for their level. When asked, 

“What would you do if students are not interested in learning?”, she emphasised that if the 

whole class felt disinterested, she would have to consider reviewing the difficulty of the lesson 

to ensure it was appropriate for the level of the majority. However, data from later lesson-

specific interviews revealed that her central belief about an interest-promoting principle turned 

out to be ‘boosting students’ learning involvement’. This belief was mentioned the most as the 

reasons behind her associated interest-promotion behaviours identified by the observer-

researcher (see the rows related to macro-strategy 4 – Boosting students’ learning involvement 

in Table 5.2 below).  

Among the strategies she believed in that are linked with the above principles, Ms. Hong 

self-reported that organizing pair/group activities was the most frequently used. Her reason was 

that “it promotes students’ proactive behaviours, or students will be centred” (translation, 

interview 1 about general beliefs). In fact, this report matched her class performances as this 

strategy was used in every lesson (see micro-strategy 27 in Table 5.2). Further details about all 

of the interest-promoting strategies Ms. Hong believed in are displayed in Table 5.2. 
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Table 5. 2. Interest-promoting strategies that Ms. Hong believed in 

Note: In this table, ‘LS’ means lesson-specific, ‘LE’ means her learning experiences, ‘TE’ means her teaching experiences, (*) indicates that the 

strategy was sometimes believed and sometimes disbelieved by Ms. Hong as interest-promoting, N/A indicates that the information was not 

available because either the teacher did not remember the sources of those beliefs or the researcher did not have chances to ask about it. 

 
Macro-strategies 

(MaS) 

Disclosed 

occasions for 

MaS 

Micro-strategies (MiS) Disclosed 

occasions for MiS 

Transferred into 

practice or not?  

Sources 

of 

beliefs  

1. Enhancing the 

novelty/specialty of 

learning 

contents/tasks 

LS interviews 1, 

3 

1. Using a novel teaching method  LS interviews 2, 3 Yes, Lessons 2, 3, 8, 9 LE 

2. Designing attractive slides  LS interview 1 Yes, Lessons 1, 4 N/A 

3. Comparing & contrasting cultures of English-

speaking countries and of Ss’ country 

LS interview 5 Yes, Lesson 5 LE, TE 

4. Replacing black & white images in the textbook 

with colourful ones  

LS interview 4 Yes, Lesson 4 TE, LE 

5. Adding novel factual information about learning 

objects  

LS interview 4 Yes, Lesson 4 TE, LE 

6. Creating new games/activities in each lesson  LS  interview 4 Yes, every lesson TE 

7. Evoking Ss’ curiosity by organizing guessing 

games 

LS interviews 4 Yes, Lessons 1, 4, 7, 8 LE, TE 

2. Enhancing the 

comprehensibility 

of learning 

contents/tasks 

LS interview 1 8. Using visuals to illustrate complex learning 

contents (*) 

LS interviews 2, 5, 

7 

Yes, Lessons 2, 5, 7 LE, TE 

9. Pre-activities teaching to help Ss understand 

learning contents and task requirements (*) 

LS interviews 1, 2, 

4, 5 

Yes, Lessons 1, 2, 4, 5, 6 

7, 9 

LE, TE 

10. Asking if Ss want to re-listen & offer extra 

listening times  

LS interview 1 Yes, Lessons 1, 4, 7 N/A 

11. Giving model performance before asking Ss to 

do a task 

LS interview 1 Yes, Lessons 1, 7 N/A 

12. Dividing knowledge into portions for easier 

explanation  

LS interview 1 Yes, Lessons 1, 4, 5, 6, 7, 

9 

N/A 

13. Translate complicated learning contents into Ss’ 

mother tongue 

LS interviews 1, 9 Yes, Lessons 1, 5, 7, 9 LE 

3. Making learning 

contents/tasks 

relevant/meaningful 

to students 

LS interview 1 14. Explaining the importance of learning contents 

to Ss 

LS interviews 1, 4, 

5 

Yes, Lessons 1, 4, 5, 7, 9  LE 

15. Giving bonus points when Ss actively 

participate in learning activities  

LS interviews 3, 7, 

9 

Yes, every lesson LE, TE 
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16. Relate learning objects to Ss’ knowledge & 

experiences   

LS interview 5, 7, 

9 

Yes, Lessons 5, 6, 7, 9 LE, TE 

17. Making learning tasks similar to exam tasks LS interview 6 Yes, Lessons 6, 9 LE 

18. Editing textbook activities to make it more 

interesting 

LS interview 1 Yes, Lessons 1, 2, 5, 8 LE, TE 

4. Boosting 

students’ learning 

involvement   

LS interviews 1, 

2, 3 

19. Drawing attention: Setting time allowance for 

Ss to prepare a task  

LS interview 6 Yes, Lessons 1, 2, 3, 6, 7, 

8, 9 

TE 

20. Drawing attention: Reminding Ss of time left  LS interview 1 Yes, Lessons 1, 3, 5, 6, 8, 

9 

N/A 

21. Drawing attention: Before playing the CD, ask 

Ss attention-seeking questions  

LS interview 1 Yes, Lesson 1, 4, 5 N/A 

22. Drawing on peers’ effects: Creating collective 

activities  

LS interviews 5, 9 Yes, Lessons 1, 4, 5, 7, 8, 

9 

TE 

23. Acting as a partner in T – S pronunciation game  LS interviews 1, 4 Yes, Lessons 1, 4 LE, TE 

24. Asking the whole class to give 

comments/suggestions or raise questions to 

performing Ss 

LS interviews 1, 3, 

4 

Yes, Lessons 1, 3, 4 N/A 

25. Stepping up Ss’ oral production  LS interview 1 Yes, Lessons 1, 3, 5, 8, 9 LE, TE 

26. Organizing project-based learning activities  LS interview 2, 3 Yes, Lessons 2, 3, 5, 6 TE, LE 

27. Organizing pair/group work activities  LS interviews 1, 4, 

5 

Yes, every lesson  LE, TE 

28. Posing questions during instructions before 

confirming information 

LS interview 5 Yes, Lessons 3, 5, 7, 9 LE 

29. Encouraging Ss to use/learn English outside the 

class 

LS interviews 7 Yes, Lessons 7, 8 N/A 

30. Letting Ss brainstorm ideas & discover 

knowledge before providing further explanation  

LS interview 9 Yes, Lesson 9 LE, TE 
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As shown in Table 5.2, all of the strategies Ms. Hong believed in were manifested in 

her practices. While many strategies were used several times, some were spotted only once. 

Particularly, the strategies employed the most (in every lesson) were micro-strategy 6 - Creating 

new games/activities in each lesson and micro-strategy 27 - Organizing pair/group work 

activities/games. She also reported them as the most frequently used and effective.  

However, some strategies (micro-strategies 8 and 9) received her inconsistent beliefs on 

whether they could promote interest. For micro strategy 8 - ‘Using visuals to illustrate complex 

contents’, in lesson-specific interviews 2, 5, and 7, she showed her belief in it as interest-

promoting. In contrast, in lesson-specific interview 6, when asked why she drew a diagram for 

contents to be included in a picture description, she said it was to help students remember the 

instructions, not to promote their interest. Concerning micro-strategy 9 - ‘Pre-activities teaching 

to help students understand contents and task requirements’, through lesson-specific interviews 

1, 3, 4, and 5, her belief in this strategy as interest-promoting was revealed. However, the story 

turned different for Lesson 6 when she once again applied it as follows: Before asking the 

students to create their own conversations, she gave some guidance by asking them to circle the 

expressions of giving suggestions in a sample conversation, then replace those underlined 

expressions by their own ones. Later, in the interview about this lesson, she said it was to clarify 

the requirements and not to promote their interest in that activity, showing her disbelief in this 

strategy as interest-promoting.  

The last column of the table above also presents the sources of her beliefs. Further 

details on those sources are discussed in the next section.   

 

5.3. Sources of Ms. Hong’s beliefs  

 As revealed by interview data, Ms. Hong’s beliefs were shaped from three main origins: 

her teaching experiences, her learning experiences, and her students’ feedback.  

 First, she primarily depended on her teaching experiences, as she detailed below. 

 

In fact, I have not learnt much about this issue through reliable channels but simply based on 

my teaching experience. If I see that an activity does not evoke students’ interest, I will give it 

up. Vice versa, if the activity does, I will continue to apply. 

(Translation, interview 2 about general beliefs) 

 

Second, her learning experiences also contributed to the shaping of her beliefs. 

Prominent were her university learning experiences: her master’s thesis doing processes with 

her references from other master’s theses, the knowledge delivered through master’s 

programme courses, and the teaching methods used by the teachers in her bachelor’s and 

master’s programmes. 
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Researcher:  OK then. So why did you believe that the moderate difficulty would make students 

more interested? Where did you learn these things, or did you come up with these 

things yourself? 
Ms. Hong:  I learnt through a course in my master’s programme the formula ‘Y + 1’. That means 

when designing activities for learners, we should only design them at Y + 1 (Y is 

students’ level), should only be one level harder than students’ level, should not be 

Y + 2 or Y + 3. 

      (Translation, Lesson 2 specific interview) 

 

Other learning experiences were her self-study (e.g., reading books including teacher’s 

books and reading from the Internet including from EFL-related websites) and learning from 

colleagues by observing their lessons and attending seminars at her current and past workplaces.  

Third, students’ feedback was another source though this factor was mentioned only 

once throughout this study. When queried about past events affecting her current perspectives 

on raising interest, she narrated a story related to negative comments on her teaching by one 

student who behaved in opposition to the cliché passive image of Asian students.  

 

Researcher:  You said that you used this and that to promote students’ interest. So was there any 
occasion/experience affecting the way you currently promote students’ interest? 

Ms. Hong:  Well, yes, that was a sad event (…) I taught an Honours Programme class. At that 

time, I was studying a master’s programme and did not have time to prepare lessons. 
Mostly I taught based on the coursebooks. I myself recognised that I did not stimulate 

the learners’ interest. And (…) in the last lesson, I talked with them, like a goodbye 
talk, then there was one student. Well, (…) that student stood up and said, “I’m sorry 

because I did not have a good thought about you”. Then I asked the reason why. 

Then she said something like, “I spent money to study at an English centre, the 

teachers there had diverse activities while studying in this Honours Programme, I 

see you did not hold as many activities as at that centre. Today at the goodbye 
moment, I want to say sorry to you as in my mind, I have some negative thoughts 

about you”. (…) At that moment, I also thanked the student and gave some reasons 

why I did not really invest in teaching this class. Actually, she was one of the 

students who made me think again about promoting learners’ interest. That was 

an experience making me ashamed of myself. In fact, just teaching the knowledge 

and correcting the exercises in the book was boring to many students. 

Researcher:  So from then, how did you proceed? 

Ms. Hong:  I have been finding ways to create more interesting activities than just teaching 

from the coursebook as it is really monotonous. 

(Translation, interview 2 about general beliefs, emphasis added)  

 

The above episode shows a transformation in Ms. Hong’s belief thanks to one student’s 

criticism of her teaching. She became alert to and rueful for her neglect of interest promotion 

in those lessons and determined to diversify learning activities in future lessons. Since then, she 

had invested more time and effort in preparing additional activities. In fact, her lessons were 

seen to incorporate plenty of out-of-textbook fun and interactive games, which is elaborated 

further in the subsequent section about her practices.  

In conclusion, Ms. Hong’s beliefs were established chiefly through her teaching 
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practices, followed by her learning experiences from bachelor’s and master’s programs, self-

study, learning from other teachers in her workplaces, and especially her students’ feedback.  

 

5.4. Factors in transforming Ms. Hong’s beliefs into practices  

 While all of the interest-enhancing strategies believed by Ms. Hong were seen to be 

applied in her lessons, she still faced difficulties in transferring those beliefs into actions due to 

various adverse factors, which far outnumbered advantageous ones. 

The factors on the positive side were her personal factors. She thought that her teaching 

experience over the years somehow supported her performances to enhance students’ interest. 

Also, some elements in her job (e.g., fostering her intercommunication and creativity, offering 

diverse curricular and extracurricular experiences) brought her satisfaction and love for it. In 

turn, this love motivated her to teach in a way that excites students’ interest.   

 On the negative side, five groups of factors were found: 

1) inconvenient seating arrangement and a big number of students;  

2) low level and carefree attitude of students;  

3) time shortage for preparing and delivering lessons;  

4) onsite factors - inconsistent numbers of students and malfunctioning facilities;  

5) the shortfall of learning and teaching resources and financial support. 

Firstly, during pair/group work activities conducted in every lesson, the seating not 

being in a U-shaped layout obstructed the students’ movement, and the crowded and noisy class 

of over sixty students decreased their concentration. Secondly, the students’ low level and 

carefree attitude was another obstacle. In her opinion, about 60% of her students in general 

English classes did not have a personal interest in learning English and did not recognise the 

importance of this subject. For them, English was a minor subject, and they supposed they 

would not use it in their later career or life. Thirdly, the lack of time prevented her in several 

ways. Having insufficient time to study elaborately about interest promotion and to survey the 

students’ learning ability/needs, she faced situations when she designed an activity in the hope 

it would be appropriate for her students’ level and interest them; in reality, it turned out 

opposite. On other occasions, restricted lesson preparation time prevented her from making 

photocopies of the materials beforehand to distribute to students in an upcoming lesson. The 

limited lesson time hampered her creation of interesting activities.  

 
 

Before the lesson, I had planned to organise warm-up activities for each section and design 

more other [activities], but the preparation time and the lesson time were not plentiful. So, in 
general, I supplemented only a little, and still used the activities designed in the book. 

     (Translation, Lesson 1 specific interview) 
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Fourthly, onsite factors such as an unstable number of students among lessons and 

problems with facilities adversely affected her original plans. For example, having designed an 

activity requiring dividing the class into groups of a certain number of students given the class 

roster, but then for various reasons, only half of them participated. Similarly, malfunctioning 

equipment such as broken sockets/plugs occasionally hampered her showing prepared slides. 

Fifthly, the shortfall of resources or access to resources and financial assistance drove 

her to struggle to find documents, obtain good documents she already found, distribute the 

available documents to students and do training courses on interest stimulation. For example, 

having to rely solely on her private fund, sometimes she could not make photocopied materials 

for a large number of students, affecting her conduct of all aspects of the activities she designed. 

Facing those difficulties, Ms. Hong desired to have opportunities to attend seminars/ 

intensive training classes where she could learn from leading experts on teaching methods to 

increase students’ interest. She also wanted support in exploiting teaching material resources 

and distributing extra materials to her students. 

 

 

5.5. Ms. Hong’s practices 

Observation data revealed that Ms. Hong’s teaching shared many points (see underlined 

below) with the active learning approach, which has been approved as improving students’ 

interest in learning (e.g., Shieh, 2012; Yuretich, Khan, Leckie, & Clement, 2001) and was 

defined by Wright (2015) like this: 

 
 

First, it involves an interactive, participatory teaching strategy that requires egalitarian 

relationships and builds upon students’ prior knowledge and experiences as a part of the 

curriculum content. Second, active learning empowers students to analyse information, explain 

their analyses and create knowledge. Third, it invites students to contextualise their knowledge 

in light of their analysis of power and geographic, sociocultural, political, economic and 

historical contexts. Fourth, it supports opportunities for students to engage in collaborative 

action by applying their analysis to authentic situations and participating in democratic practices 

aiming to improve their local environments and society at large by making them more equitable 

and socially just. (p. 15) 

 

She applied many strategies to enhance her students’ interest: 1) boosting students’ 

involvement, 2) making learning contents/activities relevant to students, 3) enhancing the 

comprehensibility of learning contents/activities, 4) enhancing the novelty/specialty of learning 

contents/activities, and 5) bringing comfort to students. The most frequently seen group of 

strategies was ‘boosting students’ involvement’ and outstanding strategies in this group were 

those associated with her skilful creation and organisation of out-of-textbook pair/group work 

activities that drew students’ attention and participation. Also, among factors affecting 

students’ interest, she chiefly had recourse to object-specific factors (e.g., novelty, 

comprehensibility, and meaningfulness of learning contents/activities) and context-specific 
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factors (e.g., peers’ effects and English using/learning opportunities). Person-specific factors 

(e.g., students’ personal interests) were hardly exploited. 

5.5.1. Boosting students’ learning involvement 

Ms. Hong did an impressive variety of teaching behaviours to gather students’ learning 

involvement. These behaviours could be categorised into these groups: assigning the students 

their own duties, drawing the students’ attention, taking advantage of opportunities for students 

to use/learn English, stimulating the whole class’s brainstorming and deep thinking processes, 

and drawing on peers’ effects.  

5.5.1.1. Assigning students their own duties 

Having a passionate belief in organizing pair/group activities/games to promote 

students’ interest, Ms. Hong employed this strategy in every lesson. Some lessons even saw it 

to be applied several times. Remarkably, all of those activities differed from lesson to lesson. 

Also, these activities were self-designed or found by her from materials other than textbooks. 

This was persuasive evidence for her efforts and investments in making her lessons interesting 

after receiving a student’s negative comments on her teaching, as discussed earlier in the section 

about sources of her beliefs. To provide a synthesis of all those pair/group activities, Table 5.3 

presents in detail the name and procedures involving each activity together with the occasions 

when it was organised. 

 
 

Table 5. 3. Pair/group work activities organised by Ms. Hong 

No. Lessons  Activities Procedures 

 

1 1 Group 

guessing  

T asked Ss to guess the job & daily job duties of the character in the 

listening recording based on the prompts then called on group 

representatives to volunteer to raise their ideas.  

2 1 Pair guessing T asked each S to write four adjectives describing a job using the 

structure “It is a + adjective 1 + adjective 2 + adjective 2 + adjective 

3 + adjective + job” then read the description for their partner to 

guess the job. 

3 1 Group 

pronunciation   

T called each group of Ss to pronounce the words collectively. T 

said the numbers and Ss said the corresponding words. 

4 9 T asked Ss to practice sentence stress in groups by clapping hands in 

rhythm with the beat falling on the stressed words. 

5 2 Pair 

conversation  

T asked Ss to work in pairs to make a conversation with an invitation 

and a polite refutation based on the textbook conversation. 

6 6 T asked pairs of Ss to underline phrases involving making & 

responding to suggestions in the sample conversation then replace 

them with their own phrases. After that, T asked them to practice 

their new conversation then carry it on without looking at the 

textbook. 

7 3 Class survey T prepared a questionnaire with 13 questions about the topic of the 

lesson (holiday) on the left-hand column and the right-hand column 

entitled “name of your friend/partner”), then showed this 
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questionnaire on the slide and told Ss to ask as many friends as 

possible. 

8 4 Snake shaping 

– revising 

vocabulary 

game 

T required Ss to review all the vocabularies denoting holiday 

activities learnt in the unit. After a few minutes, T suggested that the 

first S in each group start with the sentence “When I’m on vacation, 

I like to go swimming”, then the second S repeat that sentence and 

add another word/phrase indicating a holiday activity. The game 

continued for each group until they could not add any more 

vocabulary to the initial sentence. 

9 5 Group writing 

for class 

guessing  

T asked each group to choose a place in secret and write a 

description about it. After that, the representative of each group read 

the description without saying the name of the place for other groups 

to guess. The groups breaking the game rules were deducted 1 point 

while the groups with a good description got one point. 

8  

 
T asked Ss to write in groups a paragraph describing a city, with the 

last sentence being “Which city is this?”. After that, T collected the 

writing sheets & called group representatives to come to the board, 

draw out one among those sheets, read aloud the description for the 

whole class, then give the answer. The writing group then revealed 

the correct answer. The groups with a good description and/or with 

correct guessing answer(s) received points. 

10 5 Guessing by 

filling in the 

blanks 

T showed on the slide statements about holidays in Vietnam with 

missing information on the date for groups of Ss to guess (e.g., 

“Lunar New Year is on...”). 

11 7 Guessing 

based on 

suggested 

pictures 

T showed on the slides one by one the pictures about cities and 

asked each group to write their answers corresponding to all the 

shown pictures. At the end, T showed the right answers and checked 

to find out the group with the most right answers for awarding bonus 

points to them. 

12 7 Fishbone 

vocabulary 

diagram  

- T drew a fishbone diagram on the board. The topic, ‘city’, was 

placed in the head part. The subtopics, ‘population’, ‘capital’, 

‘location’, ‘climate’, ‘public transportation’, and ‘nightlife’ were 

placed in the side bone parts. The last subtopic, ‘cost of living’, was 

in the tail part. 

- T then asked groups of Ss to draw a similar diagram on a sheet for 

their group and fill as many words as they could under each 

category. The group with the most appropriate words gained bonus 

points. 

13 7 Information 

seeking 

In preparation for the listening section about Sydney and Seoul, T 

asked groups of Ss to search for information about the location, 

climate, population, nightlife, public transport & cost of living of the 

two cities. 

14 8 Slapping on 

the board 

T wrote on the board words with missing letters & asked the 

representatives of two groups each turn to come to the board, listen 

to her, slap on the words she pronounced & fill in the missing letters 

(the quickest representative for each word earned one point for the 

group). Each group member was nominated once. After the game 

finished, T rechecked as the whole class the spelling, pronunciation, 

and meaning of those words. 

15 9 Peer marking T asked individual Ss to complete a table shown on the slide with 

missing information on the comparative and superlative forms of 

adjectives without referencing any source. After five minutes, T told 

Describe 
a city

Things/ 
places

Location 

Nightlife

....
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Ss to exchange their work with a nearby S and mark their work 

based on the answers shown on the slide. 

16 9 Background 

knowledge 

checking 

T showed background knowledge questions with expressions of 

comparatives and superlatives and asked group representatives to 

answer. Each group had two turns. The winning group gained bonus 

points. 

 

Along with the above activities, Ms. Hong also organised project-based learning 

activities by asking the students to present in groups in English on a topic of their choice. 

Particularly, in Lesson 1, she assigned them to eight groups and informed them of presentation 

duties. In Lesson 2, she declared the presentation week and theme for each group and gave 

instructions on related requirements. At the start of the four subsequent lessons, two groups did 

their presentation in 30 minutes, including a Q&A section. Upon the completion of each 

presentation, she encouraged the audience students to raise questions/comments to the 

presenting group before she gave comments on the contents, slide design, and presentation 

skills. She also offered the presenting groups opportunities to earn extra points by answering 

her additional questions in English. 

5.5.1.2. Drawing students’ attention 

To draw the students’ attention, Ms. Hong exerted multiple actions. When starting a 

new part, she often asked attention-seeking questions such as “Are you ready?” and sought for 

their ‘yes’ answer. Also, she always set times and let the students perform tasks under 

appropriate pressure to avoid their lack of concentration. Moreover, she usually monitored and 

reminded them of the remaining time to complete tasks. When checking listening answers, she 

helped the students keep track of answers by writing them on the board (see extract 5.1). 

 

Extract 5.1: Helping students keep track of listening answers by writing on the board 

-------------------------------------------------------------------------------------------------------- 
Ms. Hong:  (Stands up at the podium) Now, who volunteers? Does anyone volunteer? Only 

give answers true or false, very simple, right? (Towards a student raising hand) 
Now, you please.  

Ms. Hong:  Number 1? 
S:   False 
Ms. Hong:  (Writes “F” on the board) False. (laughs) Ah ha, number 1 has been done. OK. 

Number 2? 
S:   True 
Ms. Hong:  (Writes “T” on the board) True. Number 3? 
S:   False 
Ms. Hong:  (Writes “F” on the board) False. Why false? 
S:   Because they usually use email to communicate. 
Ms. Hong:  (Writes “hardly ever -> usually” on the board) Ah, you replace “hardly ever” 

with “usually”. Number 4? 
S:   False 
Ms. Hong:  (Writes “F” on the board) False. Why false? 
S:   Because she said it’s really nice. 
Ms. Hong:  (Writes “She likes meeting in person” on the board) Ah, we omit the word 

“doesn’t”, right? Number 5? 
S:   True 
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Ms. Hong:  (Writes “T” on the board) True. Thank you. (...) Now we will listen to this last 
time. (…) This is the last time we listen to finish this exercise. And I will check 
if the student’s answers are right or wrong. 

Ms. Hong:  (Plays the CD and stops where there is information for statement 1) I will stop 
here. Which sentence do you find? “And we very often have meetings in the 
morning”. Right? We now listen again. (Plays the CD) “And we very often have 
meetings in the morning”. So here, which adverb of frequency is used? 

Ss:   Often 
Ms. Hong:  Often, right? And is “often” equal to “every morning”? 
Ss:   No. 
Ms. Hong:  No, right? And that’s the reason why sentence number 1 is false.   
 

(Ms. Hong continued to play the CD and helped the students check answers for questions 2 – 5) 

-------------------------------------------------------------------------------------------------------- 
(Edited extract from Lesson 1, translation in italics) 

 

5.5.1.3. Using available English using/learning opportunities 

To make the students practice English in class, she sometimes acted as a partner, 

especially in teacher-student pronunciation games (e.g., based on the numbered words, she said 

the numbers and the students had to pronounce the corresponding words). Another strategy was 

that she tried to step up the students’ oral production. For example, she asked them to provide 

full sentences instead of saying keywords only. In speaking activities, rather than requesting 

them to read sample conversations, she told them to create their own conversation based on the 

sample, go to the board and perform it without referencing the textbook and their notes.  

She also encouraged and assigned tasks for them to use and learn English in the outside 

environments. For example, following an activity about making and responding to suggestions, 

she reminded them to learn more carefully about the suggested sentences and practice speaking 

in pairs to prepare for their mid-term exam.  

5.5.1.4. Stimulating students’ brainstorming and deep thinking processes 

Ms. Hong also made use of good chances to stimulate students’ brainstorming and deep 

thinking processes. One tactic was asking the class to raise comments/questions to the 

performing student. For example, upon a student’s dull translation of the phrase “unusual job” 

into Vietnamese, she asked, “Is this a good translation?”. Similarly, upon the completion of 

group presentations, she asked the class to give feedback to the presenting group.  

Another strategy was posing questions during instructions to make the students think 

and self-discover information before confirming it. For example, before providing the rules for 

irregular comparatives and superlatives, she let them do an exercise and find out the rules 

themselves, then called some of them to raise their ideas. Another example was when she dealt 

with a passage about ‘holidays’ and ‘vacation days’. To help the students distinguish these two 

terms based on the information in the passage, before giving the final answers, she asked them 

to express their opinions first (see extract 5.2 below).  
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Extract 5.2: Posing questions during instructions for students to think and self-discover 
information before confirming answers 

-------------------------------------------------------------------------------------------------------- 
Ms. Hong:  (Walks down to the Ss’ area) In the passage, the author provides the definition 

of holidays; what is it? And the definition of vacations days; what is it? 
Ss:   (Look at their book and look for the answers) 
Ms. Hong:  What is the definition of holidays, and what is the definition of vacation days? 

(Calls on a student who does not raise his hand) You, please. Please hold the 
microphone and tell me the definitions in the text. Read the sentences aloud. 

S:  A holiday is an official day off from work or school. A vacation day is also a 
day off from work. 

Ms. Hong:  OK. Stop there, please. So can you tell me how those definitions in the 
passage show the difference and similarity between holidays and vacation 
days? 

S:   The similarity is that both are days off. 
Ms. Hong:  OK. So holidays and vacation days are similar in that they are both days off. 

What about the difference? 
S:  The difference is that with vacation days, we can have days off more frequently. 
Ms. Hong:  Have days off more frequently? (Ms. Hong and other Ss laugh gently) So with 

holidays, can we have days off infrequently? 
S:   Infrequently…no, it depends on businesses and individuals. 
Ms. Hong:  Mhm, so optional, that is, allowing choices. What about holidays? 
S:   Holidays are big days for everyone. 
Ms. Hong:  Ah, so what? 
S:  I think, that is, national holidays for everyone. And vacation days are when 

people want to have days off personally. 
Ms. Hong:  Ah, OK. So we see there is a difference between the two words, right, from 

cultural views. So here, these two terms have a difference in meanings. Right? 
Reading the definitions again, we see that a holiday is an OFFICIAL day off. 
That means it is a day off, and it is official, right? So what is official? Official 
means the day that the whole people are off. All schools, then companies, all 
are off on that day. And for vacation days, do we see the word “official”? No, 
right? So they are unofficial days off and optional depending on the workplace.  

-------------------------------------------------------------------------------------------------------- 
(Extracted from Lesson 5, translation in italics) 

5.1.5.5. Drawing on peers’ effects 

She frequently called one or several students in a lesson to give model performances. 

When there was a good model student, she encouraged the rest to volunteer to perform as that 

student. Extract 5.3 below is an example.   
 

Extract 5.3: Encouraging other students to volunteer to perform as a good model student  

-------------------------------------------------------------------------------------------------------- 
Ms. Hong:  You are in group number?  

S:   Four. 

Ms. Hong:  Four. What’s your name? 

S:   My name’s Huyen. 

Ms. Hong:  Huyen. OK. Now, any other ideas? Is there anyone who has different ideas 

from Huyen’s? 

Ss:   No. 

Ms. Hong:  No. Alright, so those with incorrect answers, you can check them with the 

answers on the board and the adverbs of frequency that Huyen said were 
absolutely right. The whole class, please bear in mind that for those who 

frequently raise hands to give ideas like Huyen, I will mark down for end-of-
term consideration for giving extra points. 

-------------------------------------------------------------------------------------------------------- 
(Extracted from Lesson 1, translation in italics) 
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Another noticeable strategy was that she organised collective activities to spur all 

students to take part in an activity. For example, she asked them to chorus when practicing 

pronunciation or to collectively clap hands when practicing sentence stresses. In this way, the 

participation of active students could boost the participation of other inactive students. 

5.5.2. Making learning objects meaningful to students 

Ms. Hong tried to enhance the relevance/meaningfulness of learning materials by using 

different strategies: 1) relating learning to students’ knowledge and experiences; 2) increasing 

the values of learning activities to students; 3) deepening students’ conception of the 

importance/usefulness of learning contents, and 4) tailoring the textbook contents/tasks. 

First, she often connected learning to students’ knowledge and experiences. For 

example, in the section about comparatives and superlatives, she created a group quiz game 

asking background knowledge questions with phrases of comparatives and superlatives (e.g., 

‘Which is the largest island in the world?” and “Which is heavier, 1 kilogram or 1 pound?”). A 

more striking example was when she taught the section about making and responding to 

suggestions. She first let the students listen to the sample conversation (see Figure 5.2 below), 

indicated the phrases denoting those functions (e.g., “Let’s go”, “What about”, “Why don’t 

we”), and asked the students to underline them. Following that, she required them to circle 

some content words/phrases in the sample conversation (e.g., “Thailand”, “go on a hiking trip”, 

“Peru”, “A hiking trip”, “relaxing”, “Mexico”, “sunbathe on the beach”, “go sightseeing”) and 

work in pairs to replace them with their own ideas to plan for their coming vacation. Extract 

5.4 is an example of a performance without referencing the textbook or their notes by a pair of 

students after five-minute preparation.  
 

Figure 5. 2. Textbook sample conversation about making and responding to suggestions 
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Extract 5.4: Students practicing creating their own conversation based on a sample 
-----------------------------------------------------------------------------------------------------------------  

S1:  Let’s go on vacation next summer. 
S2:  Sure. Where do you want to go? 
S1:  What about Korean? 
S2:  I don’t know. I love Korean, but I went there last summer. How about going 

somewhere new? 
S1:  Sounds good to me. Where do you want to go? 
S2:  I know! Why don’t we go windsurfing in Nha Trang? 
S1:  Windsurfing? Maybe I’d rather not. Maybe something more interesting. 
S2:  Well then, how about Da Nang? We can snorkeling on the beach and also go rafting.  
S1:  That’s perfect. Lets’ go! 
-----------------------------------------------------------------------------------------------------------------   

 (Edited extract from Lesson 6, emphasis added) 

 

In the extract, irrespective of their language use mistakes (e.g., “Korean”, “can 

snorkeling”) that Ms. Hong commented on afterwards, the pair replaced the irrelevant sample 

contents with their more familiar and relevant tourist destinations (e.g., Nha Trang and Da 

Nang, two well-known tourist destinations in their own country, Vietnam). Thus, by asking the 

students to practice in this way, she could increase the meaningfulness of this activity.  

Second, she often raised the values of learning activities. She applied the strategy of 

giving bonus points in many lessons as participation incentives. Students gained marks when 

voluntarily raising questions, giving comments/suggestions to performing student(s)/the 

teacher, being game-winners, performing well, and making a good contribution to learning 

activities. In addition to rewards, she also made learning tasks similar to exam tasks. For 

example, in a listening section involving three pictures, before listening, she let the students 

practice describing the pictures to prepare for the final exam that would also require them to 

describe a picture.  

Third, she frequently heightened the students’ awareness of the significance of learning 

contents. For example, she sometimes asked them to translate reading texts into Vietnamese 

and explained that the purpose was to help them learn the vocabularies, collocations, and 

expressions used in the text. Similarly, she explained that learning to pronounce vocabularies 

assisted listening comprehension; learning to predict information helped find answers for 

comprehension questions; learning vocabularies helped with their exam performance, and 

learning about English-speaking cultures helped them learn English better.  

Last, she often modified the textbook contents/tasks that she found irrelevant or of 

limited significance to the students to increase the meaningfulness. For example, in Lesson 1, 

she did not ask them to do exactly the three vocabulary tasks in the textbook, which required 

only silence or restricted communication. Instead, she adapted the tasks to create a fun, 

meaningful, communicative, and interactive asking-answering game (see Table 5.4).  
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Table 5. 4. Ms. Hong’s adaptation to increase the novelty of learning tasks 

Tasks in the textbook 

 

Task adapted by Ms. Hong 

 

 

- After teaching Ss the pronunciation 

and meanings of the given 

vocabularies, T organised a pair 

work game asking each S to write on 

paper four adjectives describing a 

job using the structure “It is a + 

adjective 1 + adjective 2 + adjective 

2 + adjective 3 + adjective + job”.  

- T allowed Ss to prepare their 

description in five minutes before 

reading their description for their 

partner to guess the job. 

- Following the pair work, T asked a 

pair of Ss to come to the board for a 

model performance and for the 

whole class to guess. One of the two 

Ss described a job and asked, “What 

job is this?” After a while, the other 

S could not answer, T offered the 

opportunity to the rest of the class. 

When the class could not respond to 

the challenge, T asked the describing 

S to provide more prompts & asked 

the class to raise questions using 

Wh-question words. 

- Finally, T gave comments on the 

ways Ss gave prompts & made 

questions, then taught briefly how to 

form Wh-questions. 

 

Following is an excerpt from this activity in which one student gave a job description 

with four adjectives, and the whole class joined in the guessing game to find out what job it 

was.  

 

Extract 5.5: Students playing a meaningful game adapted from a textbook task  
-----------------------------------------------------------------------------------------------------------------------------  

S1:   My job I talk about is dangerous, demanding, … rewarding, and well-paying 
Ms. Hong:  (Stands in the Ss’ seating area) You ask your peers: what job is this? 
S1:   What job is this? 
Ms. Hong:  Can you repeat, please? Some of your peers are curious. 
S1:   It is dangerous, demanding, well-paying, and rewarding. 
Ms. Hong:  Now who can? Dangerous, demanding, well-paying, and rewarding. Who can? 

Just say what you think. Who knows, it will be correct. OK, you please.  
S2:   I think it’s  fireman. 
Ms. Hong:  Fireman. Is it? 
S1:   (Laughs) No 
Ms. Hong:  (Laughs) No, it’s not fireman. (Toward another student) You, please. 
S2:   Doctor.  
S1:   Nearly correct. 
(The class laugh and discuss actively) 
Ms. Hong:  Ah, not really correct, right? Another suggestion? 
S3:   Where? 
(The class laugh and continue to discuss actively) 
Ms. Hong:  Ah, how do you make the question? Where does he/she work? 
S1:   She works in hospital.  
(The class laugh and continue to discuss actively) 
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Ms. Hong:  Ah, doctor in hospitals, but no… 
S4:   Doctor vet. 
Ms. Hong:  Ah, doctor vet. Is there any job called ‘doctor vet’? 
(The class laugh out loud and many say “vet”) 
Ms. Hong:  Ah, ‘vet’ only, right? Or veterinarian. (Toward S1) Is this a vet? 
S1:   No. 
Ms. Hong:  (Laughs) No. 
(The class laughed and continued to discuss actively) 
Ms. Hong:  Not fireman, …  (Towards S1) Ah, so your peers want you to give more 

prompts. (Toward the class) Ah, so you can ask questions. And that is the 
activity I want to guide you, that is, if you don’t know what job it is, so you need 
to raise questions. And now I want you to ask your peer as much as possible 
and use all Wh-words that you have already learnt. 

S5:   Why is not doctor? 
S1:   Because not the job I want to talk about. (Laughs) Not doctor. 
(The whole class laugh out loud) 
Ms. Hong:  OK, now I want you to ask using as many Wh-words as possible, to find out 

about this job. OK, so you can ask questions using How, What, When, Why, 
Where. So now, who can ask questions? We must ask until we find out. For 
those who can raise many questions, I will give bonus points for that one. I find 
it somewhat mysterious already! 

(The class laugh out loud and continue to discuss. Some seem to want to raise questions but 
struggle in forming proper questions) 
Ms. Hong:  (After a while, sees no student raising questions) OK, so now I just ask one 

question. (Toward S1) What does he/she do in this job? 
S1:   She take care of people. 
(The class laugh out loud) 
Ms. Hong:  She takes care of people. She works in the hospital. She’s not a doctor, and 

she…) 
S6:   Nurse (Many other students also say “nurse”) 
Ms. Hong:  Is she a nurse? 
S1:   Yes. Nurse is my answer. 
Ms. Hong:  Thank you. 
-----------------------------------------------------------------------------------------------------------------------------  

(Edited extract from Lesson 1, translation in italics) 

  

The above excerpt shows that this adapted activity allowed the students to immerse 

themselves in a real communication situation where there was an information gap they needed 

to bridge by asking questions and providing prompts. With the teachers’ assistance, through 

this natural exchange of their ideas and thoughts, the students’ interest and active learning were 

upheld. 

5.5.3. Enhancing the comprehensibility of learning objects 

Ms. Hong did a variety of actions conforming to her belief that assisting students’ 

comprehension could foster their learning interest: pre-activities comprehension support, 

comprehension support during activities, and knowledge comprehension support. 

Concerning pre-activities comprehension support, to ensure the students be aware of 

task requirements, she explained clearly or gave a teacher-modelled performance before 

proceeding further (e.g., before playing the CD, she reminded the students of comprehension 

questions to ensure they listen for answering those questions only). To enable the students’ 

comprehension of contents, in readiness sections, she taught various things, including 

vocabulary, pronunciation, and task dealing strategies. For example, before letting the students 
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listen, she often performed several of these actions: 1) asking them to guess listening contents 

based on given keywords, 2) explaining the meaning of vocabularies that might appear in the 

listening, 3) asking them to practice pronunciation of those vocabularies by repeating after her, 

and 4) teaching them listening strategies such as note-taking. 

In addition, Ms. Hong offered comprehension support during activities. She often 

divided contents into small portions for easier delivery and explanation (e.g., letting the students 

listen to portion by portion, not the whole recordings). She also offered the students extra 

opportunities to expose to English materials (e.g., regularly checking if they wanted to re-listen 

to grab essential information and offered other listening times). On other occasions, she 

provided prompts and guides during students’ performance. For listening activities, she 

carefully checked answers by gradually eliciting the students’ responses about the keywords 

they seized from the audio file, then guiding them to choose the corresponding answers. For 

writing, reading, and speaking activities, she frequently went around the class to offer assistance 

if they asked for it or if she saw anyone having difficulties.  

Knowledge comprehension support was her third type of comprehension-reinforcing 

strategy. To illustrate complex learning contents, she used visual aids (e.g., using arrows to 

illustrate rising or falling intonations; using images to refer to holidays in the United States, 

holidays in Vietnam, and cities worldwide; and using drawings to demonstrate her explanation 

of learning strategies). Also, in cases of complex learning contents, she translated them from 

English to Vietnamese, the students’ mother tongue, to consolidate their understanding. For 

example, for listening comprehension, she paused the CD constantly after small portions and 

translated the transcripts into Vietnamese. For reading, after correcting answers to 

comprehension questions, she asked the students to translate the texts and then correct their 

misunderstandings to make them deeply understand the contents.  

5.5.4. Enhancing the novelty of learning objects 

Ms. Hong also focused on bringing novel and special learning contents and activities to 

students by applying a wide range of methods: creating new activities, using eye-catching 

visuals, adding novel factual information about learning objects, organizing guessing activities, 

applying novel teaching methods, and comparing and contrasting cultures.  

First, as presented above, in every lesson, she created new games/activities that were 

different from those in pre-existent lessons. This was to prevent the students from getting bored 

at doing repetitive types of tasks lesson by lesson. Second, she tried to support her students’ 

learning with eye-catching visuals. One noteworthy point was she always designed attractive 

slides with vivid illustrations not provided in the textbook (see figure 5.3).  
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Figure 5. 3. Examples of Ms. Hong’s vivid slides 

Note: From left to right, slide 1 from Lesson 1, slide 2 from Lesson 3, slide 3 from Lesson 5 

 
 
 

When she could find similar images showing the same contents, she replaced the 

textbook black and white with colourful ones (e.g., see Figure 5.4 for an example from Lesson 

4). The replacement was connected to a listening section about a woman’s activities during her 

vacations in Paris and Costa Rica. At the outset of this section, Ms. Hong substituted the 

textbook low-quality plain pictures with the coloured high definition ones. In this activity, she 

integrated the third strategy, adding novel factual information about the learning objects. After 

showing the answer – the name of the place corresponding to each picture, she supplied a brief 

introduction about the place under the picture. By doing that, she could bring the students the 

novelty of contents about the places related to the woman’s vacation activities.  

 

Figure 5. 4. Original black and white images vs. coloured images replaced by Ms. Hong 

 

 

 

 

 

 

 

The fourth strategy was evoking students’ curiosity by organizing guessing/predicting 

activities. Those activities were various in types, such as predicting listening contents based on 
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textbook suggested keywords or pictures, guessing places through other groups’ descriptions, 

guessing places/ the name of holidays through the teacher’s pictures display.  

Fifth, Ms. Hong also exercised novel teaching methods. One superb example was using 

music notes in teaching pronunciation. After providing theoretical knowledge about intonations 

in questions, she supplied extra knowledge about word and sentence stress by using music note 

A in English or “la” in Vietnamese to symbolise syllables and by putting stressed syllables in 

bold (see Figure 5.5). By doing this, the teacher could bring the students a novel and fascinating 

experience in learning English pronunciation.  

 
 

Figure 5. 5. Ms. Hong’s use of music notes in teaching pronunciation 

 

      

 

Another example was that when starting a new unit on the topic of vacation, she showed 

the students an out-of-textbook survey questionnaire entitled “Are you a world traveler?”, 

explained the meaning of each question, and required them to write down their options for all 

the questions. After that, she displayed the points for each answer option and three ranges of 

total points with responsive descriptions on the types of traveller – World Traveller, Happy 

Tourist, and Stay-at-Home. Using a survey questionnaire as a warm-up activity could be a new 

teaching method to her students, attracting their interest in the activity.  

Sixth, Ms. Hong sometimes compared and contrasted cultures to emphasise the novelty 

of foreign cultures. For example, she asked questions about the holidays in Vietnam after the 

students had read a text about the holidays in the United States. Similarly, after listening to 

tasks about paid vacations around the world, she asked what countries the students would have 

chosen to reside in if they had had a chance. Upon that, she and the students had a conversation 

comparing and contrasting the merits and drawbacks of living in some countries as follows: 

 
Extract 5.6: Comparing and contrasting to emphasise the novelty of foreign cultures 
------------------------------------------------------------------------------------------------------------------------------------------- 

Ms. Hong:  So which country do you think has the most paid vacations? 

Ss:   Finland and Austria. 
Ms. Hong:  Finland and Austria, right, so if we want to reside in and work, which country 

should we choose? 

Ss:   Finland and Austria. 

Ms. Hong:  Yes, why not Finland and Austria? Better not choose the United States. Though 

life here is more hectic, many companies allow only five or less than five days 
off. Meanwhile, in Finland and Austria, up to 35 days off and still paid. 

Ss:   (Discuss actively) 
------------------------------------------------------------------------------------------------------------------------------------------- 

(Edited extract from Lesson 5, translation in italics) 
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5.5.5. Bringing comfort to students 

This group of strategies was the least applied in Ms. Hong’s lessons. The only obviously 

observed strategy was creating fun through games. These games not only involved students in 

learning but also had fun features that could bring them comfort.  

However, even though she said in the first interview that for low-level students, teachers 

should avoid putting pressure on them, several factors in her teaching style and characteristics 

seemed to cause them to feel pressured. First, among several Vietnamese addressing 

expressions used in teacher-student relationships, to denote her as the speaker and students as 

listeners, she used ‘tôi’ – ‘các anh chị/các bạn’ (‘I’ – ‘you’) and this way of addressing showed 

her distance from her students. Second, her penetrating voice with unvaried pitch, inactive body 

language expressions, and verbal language use tended to be authoritative, commanding, and 

threatening rather than friendly and easy-going. Some translations of her language use showing 

a lack of friendliness to her students were “I don’t have time to wait for you. Now, one 

representative of group 2, be quick!”, “I didn’t talk about any exercise at all. You didn’t 

understand, did you?”. This strict characteristic of hers was also mentioned by some 

interviewed students, which is elaborately discussed in the coming section.  

 

5.6. Effectiveness of Ms. Hong’s interest-promoting practices 

 This section looks at the teacher’s success in stimulating her students’ interest from 

the views of the observer-researcher, the students, and the teacher herself.  

5.6.1. Observer’s and students’ evaluation 

Three sources of data: field notes, student questionnaires, and student interviews, are 

used in this section to help analyse the effectiveness of Ms. Hong’s interest promotion.  

First, data from the field notes uncovered that most of the researcher’s comments on the 

students’ behaviours towards her teaching procedures were among these phrases: “most Ss pay 

attention”, “all/ most/ ¾ Ss/ all groups participate/ do/ perform (exaltedly/ eagerly/ 

attentively)”, “most Ss look up and listen to T”, “most Ss answer loudly”, “¾ Ss follow T’s 

instructions and look at the book”, “Ss are active/excited”, and “⅔ Ss laugh”. These 

behaviours are signals of students’ interest, and accordingly, this source of data suggests a high 

level of effectiveness in the teacher’s interest-promoting practices. 

Second, as regards student questionnaires, at the end of each observed lesson, the 

students were asked to provide their feedback on the lesson. The teacher was also invited to 

give her self-evaluation by answering a similar questionnaire. Table 5.5 below shows the results 

from 53 students’ responses in comparison with her responses. 
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Table 5. 5. Student and teacher questionnaire results for Ms. Hong’s lessons 
 

Lessons Students’ score Ranking Teacher’s score Ranking 

1 3.82 5 3.97 6 

2 3.69 9 3.48 9 
3 3.80 6 4.10 5 
4 3.83 4 3.84 8 
5 3.87 1 4.42 3 
6 3.77 8 3.90 7 
7 3.78 7 4.35 4 

8 3.84 3 4.48 1 
9 3.85 2 4.48 1 
Overall  3.81  4.12  

 

As seen from the table, students’ overall interest in Ms. Hong’s lessons was quite high 

at 3.81 out of 5. This indicates that she was fairly successful in stimulating students’ situational 

interests in those lessons. A detailed analysis of the students’ evaluation of different features of 

the lessons based on the results for every item in the student questionnaires (see Appendix 13) 

indicated that their interest was almost equally affected by teaching behaviours that drew on all 

features of the lessons - the comprehensibility, novelty, meaningfulness/relevance of learning 

contents/activities, and the learning involvement opportunities. 

Third, students’ interviews were another source of data. Following the questionnaire 

administration, three students were invited for a short interview about their feelings on the 

lesson. In total, 21 students participated, with several of them contributing twice. A summary 

of their evaluation in comparison with Ms. Hong’s self-evaluation was composed in Table 5.6. 

 

Table 5. 6. Ms. Hong’s self-evaluation and students’ evaluation (based on interview data) 

Note: In this table, L stands for ‘lesson’, T stands for ‘teacher’. 
 

Ls Ss’ 

rating  

Their reasons T’s 

rating 

Her 

reasons 

1 S1: 70% - L: new & interrelated contents; interesting activities 

- T: inspiring Ss to learn, ask others, raise ideas; making 

atmosphere vibrant, pacing L moderately 

- But long reading text with many new words 

60 – 

70%  

- L: run 

smoothly, 

but few 

activities  

- T held 

activities & 

gave points 

to make Ss 

active  

- Ss: good 

attitude, 

completed 

activities 

S2: 80% - L: interesting & life-related, useful & reasonable 

activities 

- T: creating conditions for Ss to talk, ask questions, & 

express their opinion; comprehensible instructions 

S3: 60% - L: useful contents & topics 

- T: giving S3 chances to go to the board, make questions 

& interact with peers; good pronunciation 

- But rather incomprehensible reading part  

2 S2: 80% - L: exciting activities, life-related contents, new words, 

helping S2 improve pronunciation, moderately-paced 

- T: comprehensible instructions 

- But many old contents to S2 

60%  T based on 

the 

consciousne

ss of Ss: the 

majority of S3: 60% - L: useful (techniques of giving refusals); moderately-

paced 
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- T: good pronunciation; giving extra knowledge on 

intonation 

- But old grammar & few suggestions for the 

conversation part 

Ss were 

focused. 

S4: 60% - L: comprehensible, novel, useful contents, diverse 

activities 

- T: encouraging Ss to make questions & interact; giving 

satisfying opportunities; paced L moderately 

- But the old type of ‘fill-in-the-blanks’ exercise and rigid 

‘yes/no’ question-making activity  

3 S5: 50% - L: the interesting part about holidays 

- T: clear instructions, giving Ss chances to talk with 

peers  

- But time-consuming & incomprehensible group 

presentation 

60 – 

80%  

- L: many 

new 

activities 

(e.g., 

survey, 

presentation

) 

- Ss’: 

positive 

attitude, 

gestures, 

facial 

expressions 

S6: 50% - L: the useful topic of part-time jobs 

- T: enthusiastic, caring for Ss, using Vietnamese in 

instructions to increase comprehensibility 

- But incomprehensible group presentation & fast L pace 

at times  

S7: 70% - L: the interesting topic of holiday & good group 

speaking activity 

- T: making S7 share ideas with peers, paced L 

moderately 

- But incomprehensible group presentation  

4 S8: 70% - L: useful contents, vocabularies, & knowledge about 

vacation & cultures in other countries 

60 – 

70%  

- L: not 

diverse 

activities 

- Ss seemed 

interested in 

only some 

activities  

S9: 80% - L: interesting, improving S9 pronunciation, fun group 

activities 

- T: clear & understandable instructions 

S10: 

70% 

- T: creating various activities & lively learning 

atmosphere, good L delivery methods 

5 S8: 60% - L: interesting topic, diverse contents & fun activities 

- T: speaking clearly, comprehensible instructions, 

making Ss participate actively, paced L moderately 

- But difficult listening activity for S8 

70%  T based on 

the 

atmosphere: 

most Ss 

were 

engaged in 

the 

activities. 

S9: 70% - L: interesting contents, diverse activities, moderately-

paced  

- T: delivering L attractively, creating out-of-textbook 

group activities; giving satisfying opportunities, making 

S9 active 

- But sometimes noisy group activities & fast listening 

file 

S10: 

80% 

- L: attractive, diverse contents, proper learning activities, 

helping Ss communicate & exchange ideas 

- T: teaching thoughtfully, good pronunciation, providing 

many learning involvement opportunities 

- But T’s soft talk & inappropriate class management at 

times 

6 S11: 

70% 

- L: fun, interesting, practical contents, useful activities 

- T: comprehensible instructions, paced L moderately 

- But incomprehensible contents of the group presentation  

70%  T based on 

Ss’ 

attitudes: Ss 

focused on 

L & 

activities. 

S12: 

80% 

- L: fun, interesting, comprehensible contents, 

moderately-paced, satisfying learning opportunities 

- T: good English, understandable instructions 

- But uninteresting group presentation activity  

S13: 

70% 

- L: interesting, life-related contents, topic of vacation 

- T: enthusiastic, paced L moderately 
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- But blurred textbook images, which were difficult to 

describe without suggestions on vocabulary  

7 S14: 

70% 

- L: interesting topic, contents & activities, helping S14 

know more about cities worldwide & participate actively  

- T: giving strategies (e.g., mind map, vocabulary by 

topics) 

- But quick L pace & difficult listening part  

 

80%  

T used a 

variety of 

activities to 

keep Ss 

interested & 

T found Ss 

were 

interested. 

S15: 

80% 

- L: helpful vocabulary & knowledge about cities  

- T: teaching thoughtfully, giving satisfying 

opportunities, especially group work, paced L moderately 

- But the low-quality listening sound, S15’s lack of 

vocabulary  

S16: 

70% 

- L: bonus mark gaining opportunities, interesting topic; 

attractive activities, satisfying involvement opportunities 

- T: providing extra knowledge about cities  

- But incomprehensible listening content  

8 S16: 

90% 

- L: interesting topic & contents 

- T: letting Ss work on their own in groups, arousing Ss, 

especially by giving mark rewards 

- But some new words  

80%  T based on 

Ss’ facial 

expressions 

& attitudes 

during 

tasks: Ss 

participated 

in activities 

proactively 

S17: 

70% 

- L: interesting topic, knowledge about cities; mind-

stimulating activities, good learning opportunities  

- T: careful instruction; creating activities, interacting 

with Ss 

- But S17’s careless L preparation & limited knowledge 

S18: 

100% 

- L: interesting contents, interactive & competitive 

activities, moderately-paced, satisfying opportunities 

(e.g., group work) 

- T: making S18 participate & learn, teaching 

comprehensibly  

9 S19: 

70% 

- L: providing many new words & consolidating old 

knowledge 

- T: teaching reading strategies, explaining knowledge, 

organizing activities, asking out-of-textbook questions 

- But sometimes incomprehensible questions with new 

words & inaudible instructions for S19 sitting from a 

back row 

70-80%  Almost all 

Ss 

participated 

in the 

activities  

S20: 

70% 

- L: the interesting topic of cities, new words; contents 

relevant to exams, diverse activities 

- T: enthusiastic, offering satisfying learning 

opportunities (e.g., to communicate with peers) 

- But S20’s lack of vocabulary hindered S20’s confidence  

S21: 

50% 

- L: relevant to exams, interesting games 

- But T was not easy-going, making S21 uncomfortable  

All 70.4% 

(3.52/5) 

(*) 

 70.6% 

(3.53/5) 

(*) 

 

(*) The overall average scores were calculated by dividing the total of average scores of individual lessons by 9. The averages 

in percentage were then converted to the point on a scale of 5 for comparing them with the scores from questionnaires.  

 

The average rating by the interviewed students was 70.4%, or 3.52 out of 5 for their 

interest in Ms. Hong’s lessons. Some of them had the lowest level at 50%, many at 70 – 80%, 

and one even at 100% despite having no personal interest in learning English and before the 

lesson, wanting to be home. Many students, while revealing their shortage of personal interest 

in learning English due to the difficulty they found and their limited language ability, admitted 
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being absorbed in her lessons and even were gradually becoming interested in this subject. 

Their specific reasons were as follows.  

First, irrespective of fixed object-specific elements such as novel and relevant textbook 

topics and contents, they all enjoyed her diverse interactive and engaging learning activities. In 

fact, this lesson feature, organizing activities that fostered students’ processes of thinking, 

exploring, creating, expressing ideas, and working collaboratively, was phenomenal in Ms. 

Hong’s lessons. This was emphasised by herself and recognised by both the researcher-observer 

and all the interviewed students. One student even noticed that those activities were designed 

differently from lesson to lesson and affirmed that this change in activity types brought novelty 

and interestingness to the lessons. Here are some excerpts showing the students’ compliments 

on her organisation of interactive activities. 

 

 “Today, she always created conditions for us to talk and ask questions. In general, she 

organised very reasonably; everyone could express their opinion and say their thoughts. (...) 
She facilitated us to ask questions and participate in activities and games, so I didn’t find it 

difficult. (...) The activities were very useful”. 

     (Translation, S2, end-of-Lesson 1 interview) 

 

“There were a variety of learning activities. (...) She organised group activities, making it easier 
for students to explore and study than just looking at the textbook. (...) I always had to be active 

because she stimulated me to think what the answer for this is, for that is. I did not sit idly”. 

     (Translation, S9, end-of-Lesson 5 interview) 

 

“She created many interactive games for me to work with my friends. Normally, I don’t like to 
study English, but today, (…) I was excited and enthusiastically participated in the class. (...) 

She taught differently from my high school teachers; she let us learn by ourselves; she organised 

competitive games that made us learn more”. 
     (Translation, S18, end-of-Lesson 8 interview) 

 

Thus, the pair/group activities by Ms. Hong involved even the disinterested student in 

learning the lessons. The interviewed students reported participating excitedly, having chances 

to interact with and learn from peers, being active in thinking processes, raising questions to 

the teacher, and contributing ideas to the lessons rather than sitting passively. The teacher talked 

less and made way for the students to talk, self-explore, and self-create ideas based on her guide 

and activity administration. This reflected a student-centred learning approach.  

Second, all of the interviewees also expressed their satisfaction with the various learning 

opportunities she offered by not only assigning tasks but also calling/encouraging them to 

contribute to the lessons (e.g., give model performances, answer her questions, give 

comments/suggestions to peers’ performances, and raise questions). 
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Researcher:  Alright, what do you think about the learning activities in today’s lesson, the 

activities in the book, and the activities that the teacher organised? 

S1:  I find that the teacher organised the activities rather interestingly and lively, 
making the class have a better mood for study (…) 

Researcher:  Can you please give examples for what you said as ‘lively’? 

S1:  (…) the teacher enabled the students to raise questions, thus, making students 

more interested in learning and the classroom atmosphere more lively.  

 (Translation, end-of-Lesson 1 interview with S1) 

 

Third, all of them were impressed with her fervour for the teaching job and shared a 

common idea that Ms. Hong was a dedicated teacher. Their complimentary words for her were 

‘teaching carefully and considerately’, ‘expounding knowledge meticulously’, ‘combining 

explaining knowledge with organizing activities’, ‘teaching differently from their old teachers’, 

‘speaking loudly and clearly’, ‘having a standard manner’, ‘delivering comprehensible 

instructions’, and ‘taking care of every student’. Fourth, they appreciated her use of bonus 

marks as participation incentives. They confirmed these rewards were their motivation to join 

the activities and feel more interested. Otherwise, their interest would decrease to 50%, instead 

of 70% and 100%, as two of them evaluated. Fifth, some even mentioned her good 

pronunciation as an interesting factor attracting them to listen and motivating them to learn to 

reach her level.  

 

“Her pronunciation was also very good. I must also come home and practice to be so good. She 

pronounced so perfectly”. 

     (Translation, S3, end-of-Lesson 1 interview) 

 

“She pronounced very well, just like I’m watching a movie”. 
     (Translation, S3, end-of-Lesson 2 interview) 

  

Nevertheless, the students also revealed their lesser interest or disinterest in some parts 

of the lessons and suggested solutions. First, most of them were not interested in the group 

presentations for two reasons: 1) their poor English vocabulary and speaking and listening skills 

prevented their presentation and prevented their understanding of other groups’ presentations; 

2) their peers’ mispronunciation, misuses of words, and complicated expressions restricted their 

comprehension as audience members. Ms. Hong herself also reported that this activity was 

ineffective. When she let them choose the presenting topic themselves, it was sometimes 

inappropriate or outdated, making the audience students disinterested and inattentive. To 

improve the group presentation activity, they thought that the presenting group should raise 

questions to interact with the audience during their presentation. If any mispronunciation or 

word use mistakes occurred, the teacher could help students to correct them at once. In addition, 

the teacher could ask the presenting groups to translate their presentation contents into 
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Vietnamese; or upon the finish of the presentations, she could translate or summarise the main 

ideas shown on the slides. 

 

Researcher: What part of the lesson was the least interesting to you? 

S5:  It was the presentation activity because I did not really understand. 

Researcher:  If you had been the teacher, what would you have done? 

S5: She could have asked the students to translate their presentation into 
Vietnamese, or after they finished presenting, she could have translated or 

summarised the main points from their slides. 

(Translation, end-of-Lesson 3 interview)  

 

The second problem was that some contents/activities were rather challenging and not 

elaborately dealt with. Listening activities were what they mentioned the most, and some 

suggested solutions by the students were:   

1) pre-listening teaching vocabularies;  

2) giving prompts about the kinds of listening information;  

3) slowing down the speed of listening files using the right function in the CD player; 

4) reading the listening transcripts portion by portion and explaining or translating each 

portion before proceeding further; 

5) showing transcripts with missing keywords for the students to listen and fill in; 

6) letting the students listen to the whole transcripts by the CD player, then when checking 

answers, reading again herself the segments containing information for answering questions. 

Reading tasks were also sometimes difficult for the students because of the large amount 

of new vocabulary and the great length of texts. Providing more illustrations related to the 

keywords in the text and teaching strategies to look up word meanings are what they suggested. 

  

Researcher:  What part of the lesson was the least interesting to you? 

S1:  (…) the reading because the text was long and had many new words, I could 
not translate properly, so I came up with wrong answers.  

Researcher:  If you had been the teacher, what would you have done? 
S1:  I would have provided students with illustrations related to the underlined 

words in the text that needed explaining so that students could understand.  

     (Translation, end-of-Lesson 1 interview with S1) 

 

The third matter was Ms. Hong’s occasional improper time and class management and 

information delivery manner. She at times overspent time on some parts while keeping other 

parts at a fast pace. Also, some students sitting in the back rows could not hear her and the 

performing students clearly; thus, they would like her to stand in the students’ seating area, 

increase the microphone volume, repeat the performing students’ words and correct their 

mistakes. In the ‘writing for guessing’ games, she could have collected all the groups’ writing 
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scripts and then selected some good scripts to read aloud herself and correct mistakes instead 

of letting students read. Another issue concerned the loud noise in group activities that affected 

their concentration; thus, they wanted her to monitor group discussions to a moderate volume. 

 

Researcher:  What part of the lesson was the least interesting to you? 

S9:  I didn’t like some group work activities because it was too noisy, causing me to 
lose concentration.  

Researcher:  If you had been the teacher, what would you have done? 
S9: She could have let the students work in closed groups speaking quietly and 

avoiding disclosing information to other groups. It means she could have 

monitored the group work. 
(Translation, end-of-Lesson 5 interview with S9) 

 

Other minor situations involved the boring features of some activities due to their basic 

familiarity and rigid pattern. The students suggested that in the conversation sections, she ignore 

‘fill in the blanks’ exercises and let them practice thinking, asking questions, and performing 

their own conversation. Finally, some even found her not to be a humorous and easy-going 

teacher who could not offer them fun and comfort during learning, even when she held a game. 

  

Researcher:  How did you feel about today’s lesson? 

S21:   If giving a point, I think only 5 out of 10. 

Researcher:  So what made you feel 50% interested in the lesson? 
S21:  I don’t know. The game was good, but I found her strict, grimacing frequently 

(…). The way she organised the game was good, but I didn’t really like her. 
Researcher:  OK. The way she organised the game was good. But why didn’t you like her? 

S21:  It means that game was not really comfortable. I felt that her expressions meant 

that game was still a serious exercise, something like that. 
(Translation, end-of-Lesson 9 interview with S21) 

 
Researcher:  What do you think about the way the teacher delivered the lesson? 

S7:  The teacher was unattractive because I like those with a sense of humour, 

making me feel comfortable and more interested in learning. 
(Translation, end-of-Lesson 3 interview with S7) 

 

In summary, through field notes, questionnaires, and interviews, Ms. Hong was found 

to achieve an overall relatively high effectiveness in stimulating her students’ interest. One 

remarkable point was that the interviewed students also realised her repeated use of pair/group 

work activities and savoured their learning experiences during those activities. This cements 

one key finding about her interest promotion practices presented in the preceding section: 

organizing pair/group work activities was her most frequently used and successful strategy. 

 

5.6.2. Ms. Hong’s self-evaluation  

 The overall score for the teacher questionnaires, as shown in table 5.5, was 4.12, well 

higher than the real level of interest by students at 3.81. This indicates her overestimation of 

her success in stimulating students’ interest. A possible reason could be the teacher’s judgment 



 

 136 

on the lesson features from her own, not students’ perspectives. For example, she found the 

learning materials highly understandable and achievable probably because of her extensive 

knowledge and experiences in English language. In contrast, her students, with their limited 

English ability, found them incomprehensible. To illustrate this, data from the student and 

teacher questionnaires was extracted and presented in Table 5.7 below. 
 
 

Table 5. 7. Ms. Hong’s and her students’ evaluation of the comprehensibility of learning 

objects (based on questionnaire data) 

 

Questionnaire items Students’ 

evaluation 

Ms. Hong’s 

evaluation 

In this lesson, the language-related contents (e.g., verb tenses, parts of speech,  

passive voice, indirect questions, prefixes, suffixes, etc.) were… 

4. Clearly presented and explained by the teacher in or prior to this lesson. 3.87 4.22 

5. Not easy, but not too difficult for students to understand. 3.55 4.89 

In this lesson, the non-language-related contents (e.g., topics and themes such  

as cultures, politics, education, business, economics, medicine, etc.) were… 

10. Clearly presented and explained by the teacher in or prior to this lesson. 3.72 4.67 

11. Not easy, but not too difficult for students to understand. 3.59 5.00 

In this lesson, the learning tasks and activities were… 

16. Clearly instructed by the teacher in or prior to this lesson in terms of what 

and how to do. 

3.94 4.22 

17. Not easy, but not too difficult for students to do. 3.71 5.00 

 

Next, the teacher’s evaluation through end-of-lesson interviews (3.53/5), as shown in 

Table 5.6, was considerably lower than that from the questionnaires (4.12/5), as shown in Table 

5.5. This could be because through interviews, she had more time to reflect on what she 

delivered in the lessons and the students’ corresponding reactions than through questionnaires. 

Another reason could involve a Vietnamese cultural feature according to which young teachers 

like her often show their modesty to others. This underestimation of her success in interest 

promotion was in agreement with her humble self-efficacy of 50% when she was asked in the 

first interview about her confidence in her ability to promote students’ interest.  

Another issue of concern is Ms. Hong’s self-reported reasons behind her self-

evaluation. Those reasons, as shown in Table 5.6, could be categorised into two groups: from 

her side and from the students’ side. The first group included her methods to make students 

more active (e.g., organising diverse and plentiful activities and offering bonus points). The 

second group contained students’ learning attitude, facial expressions, gestures, manners, task 

completion, consciousness, the number of activities students were interested in, and the 

proportion of students participating in activities.  

5.6.3. Further investigations on specific lessons 

 The lessons needing further examination should be the most interesting (lessons 5 and 

9) and least interesting (lessons 2 and 6) to identify if Ms. Hong employed any special strategies 
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or used more or fewer strategies than other lessons. Table 5.8 below provides a synthesis of all 

the strategies she applied in the observed lessons with a focus on those four lessons. A similar 

table for the remaining lessons is provided in Appendix 17.  

 

Table 5. 8. Strategies employed in Ms. Hong’s most and least interesting lessons 

Note: In this table, (V) means that the lesson used the corresponding strategy 
 

Purposes  Strategies Used in the most 
interesting lessons 

Used in the least 
interesting lessons 

Lesson 
5 (3.87) 

Lesson 9  
(3.85) 

Lesson 
6 (3.77) 

Lesson 
2 (3.69) 

1. To enhance the 
novelty/ 
complexity of 
learning contents/ 
activities 

1. Creating new activities in each 
lesson 

V  V  V V 

2. Using eye-catching visuals: 
Designing attractive slides 

V  V     

3. Using eye-catching visuals: 
Replacing textbook black & white 
images with colourful ones 

    

4. Adding novel factual information 
about learning objects 

    

5. Evoking Ss’ curiosity by 
organizing guessing activities 

V    V 

6. Exercising novel teaching methods  V   V  
2. To enhance the 
comprehensibility 
of learning 
contents/activities 

7. Pre-activities comprehension 
support: Explaining & stressing task 
requirements 

V   V V V  

8. Pre-activities comprehension 

support: Modelling performance to 

help Ss understand how to do the task 

    

9. Pre-activities comprehension 
support: Pre-teaching things such as 
vocabulary, pronunciation, & task 
dealing strategies  

V  V  V V  

10. Comprehension support during 
activities: Dividing knowledge into 
small portions for easier explanation 

V  V  V   

11. Comprehension support during 
activities: Offering Ss’ extra 
opportunities to expose to English 
materials 

    

12. Comprehension support during 
activities: Providing prompts & 
guides during Ss’ performance 

   V  

13. Knowledge comprehension 
support: Using visuals to illustrate 
learning contents 

V   V V 

14. Knowledge comprehension 
support: Translating complicated 
contents into Ss’ mother tongue 

V  V    

3. To make 
learning 
contents/activities 
relevant to Ss 

15. Making learning tasks relevant to 
Ss’ knowledge & experiences 

V V V  V V 

16. Increasing the values of learning: 
Giving bonus points 

V V V V    

17. Increasing the values of learning: 
Making learning relevant to exams 

 V  V   

18. Increasing the values of learning: 
Explaining the importance of 
learning contents 

V  V V   

19. Tailoring textbook contents/tasks 
to make them more meaningful to Ss 

V    V  
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4. To boost Ss’ 
involvement 

20. Assigning Ss their own duties: 
Organizing pair/group activities 

V V V V V V V 

21. Assigning Ss their own duties: 
Organizing project-based learning 
activities  

V   V  V  

22. Stimulating brainstorming & 
deep thinking processes: Asking Ss 
to give comments/suggestions or 
raise questions to performing Ss 

    

23. Stimulating brainstorming and 
deep thinking processes: Posing 
questions during instructions before 
confirming information 

V  V V V   

24. Using available English 
using/learning opportunities: Acting 
as a partner with Ss to help them 
practice English 

    

25. Using available English 
using/learning opportunities: 
Stepping up Ss’ oral production in 
class 

V  V    

26. Using available English 
using/learning opportunities: 
Encouraging & assigning tasks for Ss 
to use/learn English outside the class 

    

27. Drawing attention: Asking 
attention-seeking questions  

V     

28. Drawing attention: Setting times 
to let Ss perform tasks with 
concentration 

V  V V   

29. Drawing attention: Reminding Ss 
of the remaining time to complete 
learning tasks 

V  V V   

30. Drawing on peers’ effects: 
Calling Ss to give performances/ 
answer questions 

V  V V V V 

31. Drawing on peers’ effects: 
Organizing collective activities 

V  V   

5. Bringing Ss 
comfort 

32. Creating fun through games  V  V V V 

Total strategies 
used & 
frequencies of use 

 22 & 27  18 & 22 13 & 16 12 & 12 

 

The examination revealed that the two most interesting lessons received the highest 

numbers of strategies used. Particularly, 22 out of 32 strategies were employed, and 27 interest-

promoting behaviours were displayed in Lesson 5. Meanwhile, Lesson 9 used 18 strategies and 

saw 22 interest-promoting behaviours totally. Moreover, according to student interview data, 

the topics of Lesson 5 (vacation) and Lesson 9 (cities around the world) were favoured by the 

interviewed students and possibly by the rest of the students. Thus, both the use of those 

strategies and the topics could contribute to the greatest level of students’ interest in these 

lessons.  

On the contrary, Lesson 2 and Lesson 6 employed only 12 and 13 strategies 

respectively. The interviewed students disclosed that many contents of Lesson 2 (e.g., grammar, 

‘fill-in-the-blanks’ exercises) were old, while the group presentation and pre-listening activity 

in Lesson 6 were incomprehensible. Both the teacher’s use of few strategies and the less 
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interesting contents/activities explained why the students felt the least interested in these 

lessons.  

In short, though there were some additional factors affecting students’ interest, this 

examination into the four specific lessons reflects a contrast between the two extremes – the 

most interesting lessons received the biggest numbers of interest-stimulating strategies used 

and the least interesting lessons the smallest numbers. This once again strengthens the role and 

effect of applying appropriate strategies in stimulating students’ learning interest. 

 

5.7. Case summary 

Ms. Hong had strong beliefs about many principles and associated strategies to enhance 

students’ interest. Her core principle was boosting students’ involvement, and her most deep-

seated strategy was ‘organizing pair/group work activities’. Other principles were increasing 

the novelty, comprehensibility, meaningfulness of learning contents/tasks. However, 

sometimes her inconsistent conceptions were shown, i.e., while she conducted similar 

behaviours, sometimes she thought they could promote students’ interest, sometimes she did 

not. 

In terms of her practices, all strategies she believed in were applied in her lessons and 

‘organizing pair/group work activities’ was also the most frequently used. One more 

noteworthy point was her use of bonus points in almost every pair/group activity to stimulate 

students’ participation and interest. This use of remarks was also highly appreciated and 

accentuated by her students as having that effect. Nevertheless, among factors affecting 

students’ interest, she merely exploited object-specific factors (e.g., learning contents and 

activities) and context-specific factors (e.g., peers’ effects and available opportunities for 

students to use/learn English). No specific teaching behaviours were seen to explore person-

specific factors (e.g., students’ individual interests).   
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CHAPTER 6: MS. NHAN – A TRANSMITTER OF SYLLABUS 

CONTENTS WITH NARROW FOCUS ON INTEREST 

PROMOTION 

 

This chapter examines a third case study of Ms. Nhan. The sections of this chapter and 

the types of data used in each section are similar to those in the previous two chapters. In 

general, Ms. Nhan, a senior, experienced teacher, was found to have a central belief in 

increasing the comprehensibility of learning contents/tasks to promote interest. Also, this belief 

was reflected the most clearly in her practices.  

 
“I always pay much attention to the lesson contents, but I do not think separately about how to 

make students interested… My main purpose is, for example, (…) with the lesson’s objectives 

in terms of contents, I focus on making the students understand and perceive all those contents. 
Well, it also depends on my mood that day, if I feel very happy, ready to cooperate and if students 

also cooperate with me, I will call their attention to stimulate their interest... It also depends on 
if time is left or out”. 

(Translation, Lesson 1 specific interview)  

 
“I often care about the lesson contents and my activities. So the time and frequency for me to 

stimulate students’ interest are limited”. 

(Translation, Lesson 7 specific interview) 

 

6.1. Ms. Nhan’s profile 

 Ms. Nhan was an experienced teacher who had been teaching English for 19 years for 

Faculty A at the time of this study. Her motivations to become an English teacher were due to 

her interest in learning English when she was a student and her family’s orientation. At first, 

she did not like being an English teacher, but by the time of this study, she found it suitable for 

her life. With a high sense of responsibility, she endeavoured to teach lessons that brought 

students certain results. Her closeness to students, easygoingness, friendliness, and 

approachability were considered by herself as her prominent characteristics in being a teacher.  

She held rather strong beliefs about ‘interest’ and interest-related issues. For her, it was 

associated with excitement, joy, and willingness, not pressure to do something. Moreover, she 

believed that interest was affected by various personal factors, lesson features, and contextual 

factors. She was highly self-confident in her ability to recognise students’ interest in her lessons 

(90 - 95%) based on their positive physical and verbal expressions and in her ability to boost 

students’ interest (100%) due to her considerable teaching experiences.  

With a bachelor’s degree in English and a master’s degree in Linguistics, she had been 

conducting hundreds of classes. The data collected for this study from her and her students were 

related to her teaching an English 1 class. Figure 6.1 below provides further information on her 

observed class and the types of data collected from her and her students.  
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Figure 6. 1. Ms. Nhan’s observed class and related data 

Observed class 

 

 Data collected  

 

• Ss No.: 40 - 51 

• Type: General English 0 

• Entry-exit levels: below A1 - A1 

• Graduation level: B1 

• No. of observed lessons: 9 

• Lesson duration: 2.5 hours 

• Physical settings: Air-

conditioned, well-lighted, airy 

and spacious classroom allowing 

for movements; slide projectors; 

board, CD player, loudspeakers, 

Wi-Fi Internet for teachers only 

 

 • Nine end-of-lesson teacher interviews 

(interviews 1 & 2 about general and lesson-

specific beliefs & practices; subsequent 

lesson-specific interviews) (totally 

05h05m11s) 

• Video recordings of nine lessons (2.5 hours 

each) 

• Field notes during observations 

• Nine end-of-lesson student interviews (totally 

02h24m22s) 

• One focus group discussion interview with the 

teachers (20 mins) 

• End-of-lesson student & teacher 

questionnaires for nine lessons 

• One background teacher questionnaire 

 

Also, Table 6.1 below provides information on the contents and activities of the nine 

observed lessons. This table demonstrates that Ms. Nhan mostly delivered the lessons in 

accordance with the syllabus. Occasionally, she deviated from the syllabus by teaching slightly 

behind the plan, omitting the planned contents/activities, and adding out-of-textbook activities. 

 

Table 6. 1. Information on Ms. Nhan’s observed lessons 

Note: The contents and activities of these lessons were based on the first five units of the 

textbook “Takeaway English 1” by Loveday et al. (2012) and supplementary materials 

composed by the teachers in Faculty A 

 
Week Observed 

lesson 
English 0 syllabus Contents and activities 

delivered by Ms. Nhan 

1 1 Unit 1: Let’s begin  

- Start: Making introductions  

- Listening: Filling in a registration form  
- Vocabulary: What’s your date of birth  
- Grammar: Simple Present of be and 
other verbs  
- Reading: A school handbook  
- Song: Hello, hello  

Unit 1: Let’s begin 
- Start: Making introductions 
- Listening: Filling in a 
registration form 
- Vocabulary: What’s your date 
of birth? 
- Grammar: Simple present of be 
and other verbs 

2 2 Unit 1: Let’s begin (cont.) 

- Pronunciation: Syllables  
- Conversation Takeaway: Greeting 
someone and saying goodbye  
- Writing Takeaway: Writing a student 
profile  
- Test Takeaway: Multiple choice 
questions  
Unit 2: All about me  

- Start: An international school  
- Listening: What’s your job?  
- Vocabulary: What’s your 
nationality?/More jobs  

Unit 1: Let’s begin (cont.) 
- Reading: A school handbook 
- Song: Hello, hello 
- Pronunciation: Syllables 
- Conversation Takeaway: 
Greeting someone and saying 
goodbye 
- Writing Takeaway: Writing a 
student profile 
- Test Takeaway: Test-taking 
strategy 
- Language Takeaway: Unit 
review 
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3 3 Unit 2: All about me (cont.)  

- Grammar: Questions with be  
- Reading: E-pal messages  

- Culture: English around the world  
- Pronunciation: Intonations in questions  
- Conversation Takeaway: Talking about 
likes and dislikes  

Unit 2: All about me! 
- Start: An international school 
- Vocabulary: What’s your 
nationality? 
- Listening: What’s your job? 
- Vocabulary: More jobs 
- Grammar: Questions with be 
- Pronunciation: Intonation in 
questions 

4 4 Unit 2: All about me (cont.)  
- Writing Takeaway: Writing an e-pal 
message  
- Test Takeaway: Understand words from 
context  
Unit 3: Tell me about your day  
- Start: What time do you have math 
class?  

- Listening: Teresa’s daily routine  
- Vocabulary: Daily activities  

- Grammar: Simple Present  

Unit 2: All about me! (cont.) 
- Reading: E-pal message 
- Culture: English around the 
world 
- Conversation Takeaway: 
Talking about likes and dislikes 
- Supplementary materials: Oral 
topics for the end-of-term exam 
- Language Takeaway: Unit 
review 

5 5 Unit 3: Tell me about your day (cont.)  
- Reading: Daily routines across the world  
- Song: Hard life  
- Pronunciation: Third-person singular 
s/es ending 
- Conversation Takeaway: Using time 
expressions 
- Writing Takeaway: Writing a 
description of your daily routine  
- Test Takeaway: Listen for the main 

ideas  

Unit 3: Tell me about your day 
- Start: What time do you have 
math class? 
- Conversation Takeaway: Using 
time expressions 
- Listening: Teresa’s daily routine 
- Vocabulary: Daily activities  
- Grammar: Simple present 

6 6 Unit 4. Let’s go shopping  

- Start: What’s your favourite store  
- Listening: It’s next to the book store  
- Vocabulary: Places to go and things to 

buy  
- Grammar: There is/There are  
- Reading: A news story  
- Culture: Shopping times around the 
world  

Unit 3: Tell me about your day 
(cont.) 

- Reading: Daily routines around 
the world 
- Writing Takeaway: Writing a 
description of your daily routine 
- Song: Hard life 
- Language Takeaway: Unit 
review 
- Supplementary materials: Unit 3 

7 7 Unit 4. Let’s go shopping (cont.)  
- Pronunciation: Reduction of there 
is/there 
- Conversation Takeaway: Asking for 

help in a store  
- Writing Takeaway: Writing a 
description of shopping habits  
- Test Takeaway: True/False questions  
Unit 5. My family  

- Start: Meet my family  
- Listening: Who’s that in the photo?  

Unit 4: Let’s go shopping 
- Listening: It’s next to the 
bookstore 
- Vocabulary: Places to go and 
things to buy 
- Grammar: There is/there are 
- Reading: A news story 
- Supplementary materials: Oral 
topics for the end-of-term exam 
- Writing Takeaway: Writing a 
description of shopping habits 

8 8 Unit 5. My family (cont.)  
- Vocabulary: Who’s he? What’s he like? 
- Grammar: Possessive adjectives and 
possessive pronouns  
- Reading: My social network page  

- Song: My second family  

- Pronunciation: The sound /i/ his and /i:/ 

Unit 5: Family 
- Start: Meet my family 
- Listening: Who’s that in the 
photo? 
- Vocabulary: Who’s he? What’s 
he like? 
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he’s  
- Conversation Takeaway: Making formal 
and informal introductions 

- Grammar: Possessive adjectives 
and possessive nouns 
- Language Takeaway: Unit 
review 
- Reading: My social network 
page 

9 9 Unit 5. My family (cont.) + Review  
- Writing Takeaway: Writing a 
description of you and your family 
- Test Takeaway: Prepare for a listening 
activity 

- Writing Takeaway  
- Test Takeaway  
- Review  

Unit 5: Family (cont.) 
- Song: My second family 
- Supplementary materials: Unit 
4, unit 5 
- Out-of-textbook activity: 
Instructions on how to perform in 
the oral exams 

 

6.2. Ms. Nhan’s beliefs about interest promotion 

The teacher was found to follow these principles when performing teaching behaviours 

to increase students’ interest: 1) Making learning comprehensible, 2) Making learning relevant 

to students, 3) Boosting students’ involvement, 4) Drawing students’ attention, 5) Examining 

students’ needs/ interests, 6) Bringing comfort to students, 7) Enhancing the novelty of 

contents/ activities. 

Among those principles, she reported in the first interviews about general beliefs that 

her core beliefs were the two first principles above. Data from later lesson-specific interviews 

also confirms this (as demonstrated through Table 6.2 below, the principle of making learning 

comprehensible received the highest frequency of micro-strategies used, followed by the 

principle of making learning relevant to students).  

For ‘making learning comprehensible’, she believed it facilitated students’ acquisition 

of information and, in turn, heightened their learning interest. For ‘making learning relevant to 

students’, she reported that, because the course time did not allow her to do others, she used 

only two strategies: 1) introducing the course objectives and values to students and 2) sharing 

with them stories about her past successful and unsuccessful students as regards their 

consciousness of the importance of learning this course and their investment in learning it. 

Nevertheless, data from observations showed that she also used several others (see Table 6.2). 

Other principles or macro-strategies revealed by her were boosting students’ 

involvement, drawing students’ attention, investigating students’ personal needs and interests, 

bringing comfort to students, and providing novel contents/activities. Further details on micro-

strategies associated with the above principles are provided in Table 6.2 below. 
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Table 6.2. Interest-promoting strategies that Ms. Nhan believed in 

Notes: In this table, ‘GB’ means general belief, ‘LS’ means lesson specific, (*) indicates that the strategy was sometimes believed and sometimes disbelieved 

by Ms. Hong as interest-promoting, TE means teaching experiences, SSE means self-study experiences, LE means learning experiences, N/A indicates the 

information was not available because either the teacher did not remember the sources of those beliefs or the researcher did not have chances to ask about it. 

 
Macro-strategies 

(MaS) 

Disclosed 

occasions for 

MaS 

Micro-strategies (MiS) Disclosed 

occasions for 

MiS 

Transferred into practice or not? Sources 

of beliefs  

1. Making learning 

contents 

comprehensible  

LS interview 5 1. Dividing knowledge into small 

portions  

LS interview 2 Yes, Lessons 2, 4, 6, 9 TE 

2. Providing prompts during Ss’ 

performance 

LS interviews 1, 

5 

Yes, Lessons 1, 4, 5, 6, 7 TE 

3. Giving additional knowledge to 

compensate for Ss’ lack of knowledge  

LS interviews 1, 

4, 5 

Yes, Lessons 1, 4, 5, 8 TE 

4. Using visuals to illustrate learning 

contents  

LS interview 3 Yes, Lessons 3, 7 Other LE 

5. Devising formulas to help Ss 

understand knowledge easily & 

systematically 

LS interview 3 Yes, Lessons 1, 3, 5, 8 Other LE 

2. Making learning 

contents/ 

activities relevant/ 

meaningful to Ss’  

GB interview 1 

LS interview 4 

6. Making Ss understand the value of the 

course to their future 

GB interview 1 Yes, Lesson 1 N/A 

7. Relating the cultural knowledge learnt 

in the lesson to the cultures of Ss’ 

country 

LS interviews 1, 

4   

Yes, Lessons 1, 4, 8 SSE 

8. Relating learning contents to Ss’ 

exams  

LS interviews 3, 

7 

Yes, Lessons 3, 4, 5, 6, 7, 9 TE 

9. Making the knowledge learnt relevant 

to Ss’ knowledge & experiences  

LS interviews 7, 

8 

Yes, Lessons 2, 8 

Not in Lesson 7 (uncooperative Ss) 

Not in a situation in Lesson 8 (T 

forgot to tell Ss to bring a photo) 

TE, SSE 

3. Boosting Ss’ 

involvement 

LS interviews 1, 

3 

 

10. Calling Ss to give performances LS interviews 1, 

2 

Yes, Lessons 1, 2, 3, 4, 5, 6, 8 SSE 

11. Organizing games to create 

competitiveness 

LS interviews 6, 

9 

No (she did not try doing) Other LE  

12. Organizing field trips and outdoor 

activities 

GB interview 1 No (due to the fixed syllabus)  N/A 
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13. Drawing Ss’ attention (*): 

Checking Ss’ reactions to random 

questions about knowledge learnt in the 

lesson  

LS interview 1 Yes, Lesson 1 SSE 

14. Drawing Ss’ attention (*): Waking 

up Ss by saying encouraging words  

LS interview 2 Yes, Lessons 1, 2, 9 N/A 

15. Varying voices volumes, pitches & 

body positions from a passive to an 

active manner   

LS interviews 4, 

6 

Yes, Lessons 2, 4, 6, 7 TE 

4. Examining Ss’ 

needs/interests 

GB interview 1 16. Conducting a survey to help 

establish suitable learning topics and 

contents 

GB interview 1 No (due to the fixed syllabus)  N/A 

5. Bringing comfort 

to Ss  

LS interviews 3, 

6 

17. Using humour in teacher talk  LS interview 3 Yes, Lesson 3 SSE, TE 

6. Enhancing the 

novelty of 

contents/activities 

LS interview 7 18. Using eye-catching visuals  LS interview 7 Yes, Lessons 3, 7 SSE 

19. Organizing pre-listening guessing 

activities 

LS interview 2 Yes, Lessons 2, 4, 5 N/A 
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As seen from the table, most of her beliefs were transformed into practices, except 

micro-strategies 11, 12, and 16 that were not applied in any lesson. For micro-strategy 11 

concerning organizing games, she said she learnt it from her young colleagues but had never 

tried doing it. For micro-strategy 12 concerning organizing field trips and outdoor activities and 

micro-strategy 16 about conducting a survey to help establish suitable learning topics and 

contents, she could not use them due to the fixed syllabus in Faculty A. Instead, she could only 

supplement the syllabus with some extra relevant activities while keeping the syllabus contents 

to deliver the right knowledge for the students’ tests and examinations. 

Moreover, micro-strategy 9 regarding making the knowledge learnt relevant to students 

was sometimes employed and sometimes not. In Lesson 7, her inability to implement this 

strategy originated from students’ uncooperativeness. In Lesson 8, she intended to let them use 

a photo of their family for practicing describing it, but she forgot to tell them in advance to 

bring it. 

Apart from these strategies, the remaining ones were used at least once in the nine 

lessons. However, no strategy was seen being applied systematically throughout every lesson.  

Remarkably, micro-strategies 13 and 14 involving ‘drawing students’ attention’ were 

believed by her as interest-promoting, but some other micro-strategies involving ‘drawing 

students’ attention’ were not. This shows an inconsistency in her belief system. Her reason was 

that her interest-promoting practices were situational and context-dependent.  

 

For me, promoting students’ interest is not the primary goal. The main goal is to deliver 

knowledge and see whether students understand the problem and are able to do exercises and 

take the tests. And to achieve that goal, it depends on each activity. If this activity is OK, so I 
don’t make them interested anymore; I don’t focus on interest stimulation at that time. But there 

are things that are meant to create a happy atmosphere; my purpose at that time is to stir up 
interest. That’s why you can see that there are some inconsistent ones. Still the same action, for 

one time, is to promote interest, but for other times, not to promote interest. 
(Translation, Lesson 8 specific interview)

 

6.3. Sources of Ms. Nhan’s beliefs 

Data from interviews disclosed that the origins of Ms. Nhan’s beliefs were her self-

study and teaching experiences, followed by her other learning experiences.  

In the following excerpt, she emphasised the great contribution of her self-study and her 

teaching experiences in shaping her beliefs. 

 
 

Researcher: What sources of information do you usually rely on to learn about the issues of 
students’ interest? 

Ms. Nhan:  Whenever I learn, I read about general human psychology, from mentality to 
actions, I draw the lessons myself, and I build up my beliefs. 

Researcher:  So, which are the main sources of information you usually rely on? 
Ms. Nhan:  The knowledge that I read about human psychology in general. 
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Researcher:  Is it from your self-study or your study at schools/universities? 
Ms. Nhan:  No, I read it myself. 
Researcher: Yes, can you recount a certain past experience that influenced your current 

view about students’ interest? Was there anything happening in your past that 
influenced your current view on students’ interest? 

Ms. Nhan:  No, now I can’t remember anything (...) it’s mainly from the knowledge I have 
read by myself and synthesised from my teaching experiences as well. (…) 
The university course about teaching methodology also taught me some 
methods, but I don’t remember much. These are all the occasions that I gained 
the knowledge from, and no training course yet about interest. (...) Well, I also 
learn from my friends and colleagues. They told their stories, and I also shared 
my stories, and from there, I learnt something. 

   (Translation, interview 2 about general beliefs, emphasis added) 
 

 

Another source of her beliefs was her university learning experiences. She acquired the 

knowledge in the courses about English teaching methodology and from her observations of 

her past teachers’ instructional behaviours. However, these were immemorial experiences that 

she could not tell if her specific beliefs were shaped from this source. Lastly, her colleagues’ 

practices also contributed to the formation of her beliefs (e.g., her belief in micro-strategy 12 – 

‘Organizing games to create competitiveness’ in Table 6.2 above) 

 

Ms. Nhan:  I don’t usually organise games in my lessons, but when I observed lessons of 

young teachers, I saw they organise games. That is also a way to increase 

interest. 
(Translation, Lesson 6 specific interview) 

 

Researcher:  Is there anything else about raising students’ interest that you haven’t shared 
yet? Like your thoughts, the methods you follow, or whatever interest-

enhancing issues? 
Ms. Nhan:  (...) I saw young teachers normally integrate games into lessons, but I haven’t 

tried it yet. Organising it at the beginning of each part is also good. 

(Translation, Lesson 9 specific interview) 

 

6.4. Factors in transferring Ms. Nhan’s beliefs into practices 

 Table 6.2 shows that, while a large proportion of Ms. Nhan’s beliefs were reflected in 

her practices, many were not. This section presents further reasons for those matches and 

mismatches between her beliefs and practices, as revealed through the teacher background 

questionnaire and post-lesson interviews. Generally, the obstructing factors she had in 

promoting students’ interest far outnumbered the supporting factors. 

 Four groups of hampering factors were found:  

1) student factors - bad attitude, uneven levels;  

2) course factors - big class roster, low frequency of teacher-students contact, 

insufficient course length, fixed syllabus, improper textbook content design;  

3) other contextual factors - inappropriate lesson time, unacquainted students, and bad 

weather; and 

4) the teacher factor – her mood.  



 

 148 

For example, the following excerpt shows how her students’ lack of cooperativeness 

and uneven English levels prevented her from conducting her interest promotion plan.  

 

I intended to divide them into two or four teams, but I didn’t see their cooperativeness. Those 

from the back slept all the time. That’s why I did not do that anymore. 
… 

As for these students, … if I want to make them work, I have to classify them into several 

levels... Although this class is already level 0, there are many who must be at a negative level, 
a little less as they even can’t pronounce basic words. So they have to be in a separate group. 

Actually, the students’ levels in this class are not even. 

(Translation, Lesson 4 specific interview, emphasis added) 

 

Also, the low frequency of teacher-students contact (once per week) and the insufficient 

time length for this language course (15 lessons of 150 minutes) required her to carefully trade 

off interest promotion with an increased number of activities against contents delivery to 

prepare students for their exams. The fixed syllabus constrained her variation of learning 

contents/activities to suit different classes. The inappropriate content design of the main 

coursebook also obstructed the systematic organisation of activities and delivery of relevant 

contents as highlighted in the following extract. 

 

About the textbook? (...) I don’t find it interesting. Because the number of activities is small, 

(…) sporadic, very petty, it is difficult for me to attract students’ attention and make them 

interested. Sometimes it is at a point; then I have to move to another not very relevant in terms 
of skills, so organizing activities is also a bit difficult. For this, I often have to prepare lessons 

first and gather relevant parts to make more seamless activities (…). I think it will be easier for 

students to grasp the knowledge. Take the grammatical sections, for example. Although the 

phenomenon is still the same, it is divided into many tiny items. 
 (Translation, Lesson 8 specific interview, emphasis added) 

 

Other contextual elements such as lesson time in the early afternoon when students 

normally fall asleep and disadvantageous weather also caused students’ bad learning mood and 

low level of interest in learning. Additionally, being unacquainted with most of the other 

students of mixed majors in her English classes, the students tended to be reluctant to talk and 

interact when assigned to work in pairs/groups. Sometimes the teacher’s mood affected her 

behaviours. Even when it was good, seeing students’ uncooperativeness, she could not devote 

effort in organizing activities enthusiastically to stimulate their interest. Despite considering it 

as her weakness, she believed interest promotion required two-way cooperation. 

Next, the supporting factors concerned three of her personal factors and one external 

factor. Her long-term teaching experiences helped increase her ability to recognise students’ 

mentality and interest through their appearance, from which she could produce responsive 

stimuli. Her high sense of responsibility drove her to teach lessons that brought students certain 

results and to stimulate their interest. Her closeness to students, easygoingness, and 
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approachability partially eased her interest-enhancing procedures because these characteristics 

could bring comfort to her students. Only one external factor was found as favourable. As this 

course was compulsory and administered under the university’s rules and regulations, the 

students themselves found it an obligation to learn and therefore learn somehow consciously.  

 

6.5. Ms. Nhan’s practices 

An overview picture of Ms. Nhan’s interest promotion practices was that, with her focus 

on delivering the course programme, she applied the strategies to make learning 

contents/activities comprehensible most frequently. Despite that, she still employed a range of 

other strategies to make learning meaningful to students, foster students’ learning involvement, 

and enhance the novelty of learning. Among factors affecting interest, she drew primarily on 

adjusting learning contents/activities (two object-specific factors) and her instructional 

behaviours (one contextual factor), and hardly ever on students’ personal factors (e.g., their 

existing personal interests) to promote their interest. She usually adjusted textbook activities to 

make them more suitable for the class or skipped the activities that she thought would not work. 

Particularly, those adaptations were conducted in terms of depth and difficulty of knowledge, 

the scale of students’ participation (one or many students participating), and the mode of 

students’ participation (individual or group work). However, she rarely included out-of-

textbook contents/activities in the observed class because of the students’ limited learning 

attitudes and ability. 

6.5.1. Making learning objects comprehensible 

 In accordance with her teaching principle that concentrated on delivering 

comprehensible learning materials, Ms. Nhan employed a number of strategies that could be 

grouped into 1) pre-activities comprehension support, 2) comprehension support during 

activities, and 3) knowledge comprehension support. 

 First, she provided the students with pre-activities comprehension support. Sometimes, 

she taught the language knowledge that would appear in upcoming tasks (e.g., teaching how to 

read email addresses, dates, and years to prepare for a listening task involving such 

information). Sometimes, she gave them prompts to solve learning tasks. For instance, before 

asking them to write sentences describing objects in their bedroom using “There is/are…”, she 

asked them to list some objects in Vietnamese and in English. She then confirmed the 

vocabulary in English. 

Second, she regularly gave comprehension support during activities. For listening, she 

always offered them extra times to listen to answer questions. Also, when checking answers, 
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she gradually played and paused the CD for a short utterance and gave explanations. For writing 

and speaking, she frequently went around the class to provide assistance when necessary. For 

grammatical/language use sections, she regularly provided out-of-textbook relevant knowledge 

to compensate for students’ lack of knowledge. To clarify language rules, she usually gave 

examples, made generalisations, and devised formulas to help the students understand 

knowledge more easily and systematically.  

Third, for knowledge comprehension support, when recognizing interrelated parts, 

instead of teaching them at intervals according to the textbook sequence, she rearranged and 

taught them in combination to help the students follow the logic of knowledge in a seamless 

flow. A perfect example was in Lesson 8: following the grammar section about possessives on 

page 54, she skipped the successive page about reading and asked the students to turn to page 

62 and do exercises about this grammatical point. Also, she occasionally used visuals to 

illustrate learning contents. Figure 6.2 below provides an out-of-textbook world map she used 

to explain about countries mentioned in Lesson 3 and out-of-textbook pictures illustrating the 

meanings of the prepositions mentioned in Lesson 7.  

 

Figure 6. 2. Ms. Nhan’s use of visuals to illustrate learning contents 

 

 
 

6.5.2. Making learning objects meaningful to students  

 Conforming to her principle of making learning meaningful to students, she also did a 

number of teaching procedures to raise students’ awareness of the utility value of learning 

contents, to relate contents to students’ knowledge and experiences, and to relate the cultures 

of English speaking countries to those of students’ country. 

 First, to accentuate the value of learning contents, Ms. Nhan conducted a brief course 

introduction in the first lesson in which she emphasised the course’s goals and significance to 
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the students’ language acquisition, graduation, and future careers. In later lessons, she related 

learning contents to the students’ future examinations by instructing them about the mid-term 

test speaking questions of the same topic as the lesson topic or by asking them to do a reading 

task with sample talks about the topic included in the test.  

 Second, Ms. Nhan usually related learning contents to the students’ knowledge and 

experiences. For example, after teaching vocabulary about months, she asked them life-related 

questions such as “What month is your birthday?” or “What’s your favourite month?”. After 

this activity, she also showed out-of-textbook images related to special dates normally of 

students’ concern and asked them to say the corresponding dates.  

 Third, she sometimes related learning contents to the cultures of the students’ country. 

For example, when dealing with a vocabulary exercise about words of family, she checked the 

meanings of the words and asked the students to say addressing words used in different regions 

in Vietnam (see extract 6.1 below). 

 

Extract 6.1: Relating learning contents to students’ culture and mother tongue 

----------------------------------------------------------------------------------------------------------------- 

Ms. Nhan:  (Sits at her desk) Cousins? What does it mean? Like your mum and his/her mom 

are sisters, or your dad and his/her dad are brothers, so you and he/she are 

cousins. Do you have any cousins? 

Ss: Yes. 

…. 

Ms. Nhan:  The word “aunt”, cô/dì, in fact, the ways to address people in Vietnamese are 

rather complicated, personal pronouns. For example, older sisters of mom, in 

most regions, are called…? In your hometown, what do we call them? 

Ss: (Speak more loudly) “Bác”. 

Ms. Nhan: “Bác”, right? In some regions, it is also called “bá”. Is there anyone in here 

who also uses the word “bá”?  

Ss: (Some Ss answer) Yes. 

Ms. Nhan: Yes, right. But in my village, people also call them “già”, older sisters of mom 
are called “già”. 

Ss: (Discuss a bit more loudly) 

Ms. Nhan: So what about younger sisters of mom? What is the popular way of addressing? 

Ss: (Speak loudly) “Dì”. 

Ms. Nhan: Yes, younger sisters of mom are called “dì”. It is popular.  
… 

Ms. Nhan: Younger sisters of dad? 
Ss: (Many Ss answer) “Cô”. 

Ms. Nhan: (Towards a student who wants to say a different word) Is it “o”? Your hometown 

(people) use the word “o”? 

S: Yes. 

Ms. Nhan: (Still sits at her desk) How is “o” used? It is used to call either older or younger 
sisters of dad (…) So, you see, the personal pronouns in Vietnamese are so 

complicated. So when we translate the word “aunt”, for example, it depends on 

the situation and on the region, right? 

----------------------------------------------------------------------------------------------------------------- 

(Edited extract from Lesson 8, translation in italics, Vietnamese in double quotation marks) 
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6.5.3. Boosting students’ learning involvement  

Ms. Nhan conducted many actions to encourage the students to involve in learning. 

Those actions could be viewed in three groups: drawing on peers’ effects, using available 

English using/learning opportunities, and drawing students’ attention. 

First, she drew on peers’ effects to raise the interest and participation of the whole class. 

Sometimes she called the students to deliver model performances. Sometimes she organised 

collective activities such as asking the whole or each side of the class to chorus in practicing 

pronunciation or to express their ideas. Extract 6.2 below shows a situation when she asked the 

whole class for their clues about the reading answers.  

 

Extract 6.2: Drawing on peers’ effects: Organizing collective activities  

----------------------------------------------------------------------------------------------------------------- 

Ms. Nhan:  (Sits at her desk) Now the first exercise, the first question, “approximately” 

means “about”, now 340 million or 340 billion, which one do you choose? 

(Towards Ss on her right side) The whole of this side, a representative, give me 

an answer please, A or B? 
Ss: (Ss on her right side) A 

Ms. Nhan: Answer A. And that number is read as...? 

Ss: Three hundred and forty million. 

Ms. Nhan: OK. So the whole of the other side. (Towards a student in the first row of her 

left side) Oh, sorry, what’s your name? 

S: My name’s Huy. 

Ms. Nhan:  Huy. Now, Huy, help me to lead the students on your side. So do you agree with 

the answer of the other side? 
S:  Yes. 

Ms. Nhan: Yes. So where do you find the information for what you said 340 million? What 
line? 

Ss: (Many Ss speak out their ideas) 

Ms. Nhan: Now, Huy’s side, let me know what line. 

S: Line 6 from the top down (other Ss also speak out loud) 

Ms. Nhan: Line 6. Read line 6 for me, please, Huy. 
S: (Read aloud line 6) About 340 million people speak English as their first 

language. 

Ms. Nhan: First language. And question number 1 has the answer A. How about question 

2, “English is a first language in about…country”? 

Ss: 36 

Ms. Nhan: (Towards Ss on her right) Now this side, do you agree to 36? 

Ss:  Yes 

Ms. Nhan:  (Towards Ss on her left) What about the other side? Your answer is 16 or 36? 

Ss: 36. 

Ms. Nhan: And both sides agree. So, where is the information? 

Ss: Line 2 

Ms. Nhan: Line 2 from the top down. (Towards Ss on her right side) Now this side, please 
give the evidence for the answer “36 countries”.  

Ss: (Read aloud line 2) English is a global language. It is the first language in about 

36 countries. 

Ms. Nhan: (Still sits at her desk) OK. Line 2 from the top down, and B is the correct answer. 

-----------------------------------------------------------------------------------------------------------------  

(Edited extract from Lesson 4, translation in italics) 
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One thing to add is that she allocated such idea-raising opportunities across the class to 

ensure equity among students. To add more examples, in another speaking activity, she called 

on different student pairs from different rows and sides of the class to give a performance.  

Second, she took advantage of available opportunities for the students to use/learn 

English. Sometimes she acted as their partner in making conversations using the knowledge 

learnt in the lesson. Sometimes, she asked them to do out-of-textbook tasks in class (e.g., a 

group work activity in which students were required to take turns to be a secretary, an 

interviewer, and an interviewee to conduct a talk about their favourite activities). On another 

occasion, after checking listening answers, she showed on the slide a list of numbers indicating 

times mentioned in the transcripts, pointed to each number, and asked the students to read them 

aloud.  

Third, drawing students’ attention was done deliberately through various tactics. Ms. 

Nhan occasionally checked the students’ reactions to random questions about knowledge learnt 

in the lesson, for example, by writing on the board some dates, pointing randomly to a date, and 

asking them to pronounce it quickly. When seeing their lack of interest, she woke them up by 

saying encouraging words (e.g., “Be fresher! Why you look so upset!”, “Come on, how to greet 

in Vietnamese, don’t be reluctant to say it out”.). Moreover, she made use of her voice and 

movement to change her manner from passive to active to attract the students’ attention (e.g., 

raising her voice and changing her position from sitting to standing up). 

6.5.4. Enhancing the novelty of learning objects 

Although this macro-strategy was not applied frequently in Ms. Nhan’s lessons, some 

micro-strategies associated with it, such as distinguishing the linguistic and cultural differences 

between English and students’ mother tongue, using eye-catching visuals, and awakening 

students’ curiosity were witnessed. For example, to enhance the novelty of English as compared 

to Vietnamese in terms of name orders, she gave examples of full names in the two languages 

and asked the students to tell the first name and last name in those examples. To highlight the 

special features of English numerical systems, she showed a table containing cardinal numbers 

(on the left) and ordinal numbers (on the right), and pointed out and taught the pronunciations 

of the ending letters ‘st’, ‘nd’, and ‘th’. Concerning using eye-catching visuals, when teaching 

a pre-listening activity, she replaced the plain blurred images of the personal items included in 

the textbook with the colourful ones she found (see Figure 6.3 below). 
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Figure 6. 3. Original black and white images vs. coloured images replaced by Ms. Nhan 

 

           
 

Another strategy used by Ms. Nhan to increase the novelty of learning contents was 

awakening the students’ curiosity about upcoming contents. For example, before letting the 

students listen to a song entitled “Hello”, she asked them to guess the song contents after 

pointing out the keywords appearing in the song: “hello”, and “goodbye”. 

 

6.6. Effectiveness of Ms. Nhan’s interest-promoting practices 

 This section looks at the teacher’s success in stimulating her students’ interest from the 

views of the observer-researcher, the students, and the teacher herself.  

6.6.1. Observer’s and students’ evaluation 

 To investigate the success of Ms. Nhan’s interest promotion practices, I examined her 

students’ reactions through field notes, questionnaires, and interviews. 

First, the field note data uncovered that most of the researcher’s comments on the 

students’ behaviours were among these phrases: “⅓ (or ¼) Ss pay attention/ participate/ 

answer”, “Ss are not interested in listening and following the instructions”, “no one/ only 

several Ss listen(s)/ answer(s)”, “several Ss look up to the slide”, “Ss are sleepy and languid”, 

and “Ss mostly sit inactively and quietly”. Even there was a special occasion when the teacher 

asked the students, “Today the weather is cool, so you are not sleepy, aren’t you?” and three-

fourths of them replied they would be sleepier, showing their lack of interest in that lesson. 

Although students’ silence has been well viewed as a form of participation (e.g., exchanging 

written notes, processing an answer to a question) (Bao, 2014a, p. 156), if the whole class were 

in silence most of the lesson time, it should hardly be the signal of their participation. 

Accordingly, this suggests a modest level of Ms. Nhan’s effectiveness in interest promotion. 

Second, a student questionnaire was administered at the end of each observed lesson. A 

similar teacher questionnaire was also administered at the same time. Table 6.3 below shows 

the results from 53 students’ responses in comparison with Ms. Nhan’s responses. 
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Table 6. 3. Student and teacher questionnaire results for Ms. Nhan’s lessons 

 

Lessons Students’ score Ranking Teacher’s score Ranking 

1 3.99 1 3.68 1 

2 3.93 3 3.33 2 
3 3.98 2 2.73 8 
4 3.91 4 3.20 4 
5 3.86 8 3.13 5 
6 3.91 4 2.97 6 
7 3.77 9 3.23 3 

8 3.87 7 2.52 9 

9 3.89 6 2.81 7 
Overall  3.90  3.07  

 

 As can be seen, the students had a rather high level of interest in Ms. Nhan’s lessons at 

3.90 out of 5. This reveals her relatively great success in enhancing students’ situational 

interests. A detailed analysis of the students’ ratings on different features of the lessons based 

on the results for every item in the student questionnaires (see Appendix 14) showed that the 

meaningfulness of the lessons was the most highly evaluated by them (see items 7, 8, 13, 14, 

and 18 in Appendix 14). In fact, the teacher was also seen to perform many teaching actions 

that helped enhance this feature of the lessons (as presented in section 6.5.2).  

The third source of data was students’ interviews, which were conducted after the 

completion of questionnaire administration. For each lesson, three students were invited for a 

short interview to comment on the lesson, and in all, 14 students participated, with several of 

them contributing twice. A summary of their evaluation in comparison with Ms. Nhan’s self-

evaluation was composed in Table 6.4 below. 

 

Table 6. 4. Ms. Nhan’s self-evaluation and students’ evaluation (based on interview data) 

 

Note: N/A means that time was not allowed for asking Ss to give a rating; L stands for 

‘lesson’; T stands for ‘teacher’. 

 
Ls Ss’ 

rating  

Their reasons T’s 

rating 

Her reasons 

1 S1: N/A - L: interesting knowledge of “to be” & other verbs, 

help S1 practice listening & speaking skills 

- T: pacing L moderately, giving involvement 

opportunities 

- But difficult listening parts 

60 – 

65% 

- Ineffective T-

S interaction 

- Ss in the first 

rows seemed to 

be interested 

(focused eyes, 

showed their 

knowledge), 

but Ss at the 

back made her 

depressed: 

could not 

follow L 

despite easy 

knowledge 

S2: N/A - L: helping S2 improve pronunciation, moderately-

paced 

- T: enthusiastic, approaching Ss directly to teach & 

correct mistakes; combining using slide show & calling 

Ss to perform; providing S2 chances to communicate 

with peers 

- But rather difficult listening sections  

S3: N/A - L: useful contents & activities, moderately-paced 

- T: enthusiastic; offering S3 chances to be called on & 

communicate with peers 
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- But rather difficult listening sections 

2 S1: N/A - Lesson: helpful, having both difficult & easy sections, 

diverse & interesting activities, moderately-paced 

- T: enthusiastic, understandable 

- But few learning involvement opportunities 

60% Though T made 

an effort, Ss did 

not show their 

interaction as T 

had expected. 

(maybe due to 

unfavourable L 

time – early 

afternoon) 

S2: N/A - L: useful contents, vocabulary, help S2 improve skills;  

- T: enthusiastic, approaching Ss directly to give further 

instructions; giving satisfying learning opportunities 

- But rather dull learning atmosphere, some 

incomprehensible task requirements & listening 

contents  

S3: N/A - L: helpful 

- T: pacing L moderately 

- But some incomprehensible parts, dull atmosphere, 

few learning involvement opportunities for S3 

3 S4: 70-

80% 

- L: helping S4 to review some knowledge 

- T: rearranging textbook sections to make them 

compatible, frequently going down to Ss’ area & 

interacting with Ss 

- But some old learning contents & S4’s lack of 

vocabulary  

60-70% Though 

learning 

activities were 

not diverse & T 

was not active 

due to her 

tiredness, the 

topic was more 

approachable, 

making Ss 

more interested 

S5: 75-

80% 

- L: helpful 

- T: grouping interrelated sections to teach, making 

them understandable; inspiring, interacting well with Ss 

- But S5’s disliked topic, the difficult listening part  

S6: 60-

70% 

- L: comprehensible, helping S6 revise knowledge and 

improve the speaking skill & be more confident in 

communicating 

- T: interacting well with Ss, jovial; pacing L 

moderately 

- But old contents, S6’s disliked topic & lack of 

vocabulary 

4 S4: 75% - L: providing reading strategies, the interesting topic 

- T: dedicated, coming to individual rows to give 

instructions, using tactics to attract Ss’ attention  

- But some incomprehensible & improperly held 

activities 

50% T felt that there 

was no special 

thing in L & 

Ss’ 

participation 

was limited. Ss 

from the back 

mainly fell 

asleep. 

S5: 80% - L: the interesting & familiar topic, helpful contents, 

not too many new words, diverse activities 

- T: comprehensible, friendly, coming to individual 

rows to check Ss’ performances, arranging learning 

sections logically, giving satisfying learning 

opportunities 

- But difficult reading part (many new words) 

S6: 75-

80% 

- L: the familiar topic of hobbies, diverse activities 

- T: detailed instructions, coming to Ss directly; pacing 

L moderately, giving satisfying learning opportunities 

- But some difficult parts  

5 S7: 70-

75% 

- L: novel contents, new vocabularies, linked sections 

- T: comprehensible instructions with good intonations 

- But limited instructions on exam-related speaking 

sections 

50 – 

55% 

Ss did not 

acquire the 

knowledge 

delivered & did 

not participate 

as well as T 

expected   

S8: 75% - L: interesting, fun, novel contents; new vocabularies 

- T: good instructions 

- But T cared mostly for outstanding Ss 

S9: 50-

55% 

- L: some easy activities  

- But some old & incomprehensibly delivered contents 

6 S7: 50% - L: easy contents, including an interesting song 

- T: easily comprehensible 

65% T did not hold 

any special 
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- But S7 was tired, sleepy, did not pay attention to L activities for 

promoting 

interest, but Ss’ 

reactions & 

participation 

were better 

than in 

previous Ls  

S8: 45% - T: good instructions 

- But uninteresting & difficult L except the song 

section; fast listening section; dull atmosphere; S8 was 

sleepy  

S9: 50% - But many old learning contents; dull atmosphere; 

blurred textbook images; difficult listening contents; T 

called on Ss infrequently; S9 was sleepy 

7 S10: 

30% 

- L: interesting topic & vocabulary about personal life 

- T: good instructions, enthusiastic  

- But S10 was not attentive, some incomprehensible 

parts; dull atmosphere, fast-paced L 

30 – 

35% 

T based on Ss’ 

limited 

interaction & 

eye contact 

with her S11: 80-

90% 

- L: interesting topic, helpful vocabularies; easy 

activities  

- T: good instructions 

- But some fast-delivered parts, no games/ fun activities 

S12: 

60% 

- L: S12’s favourite topic of shopping 

- T: detailed instructions 

- But S12 was sleepy & tired; dull atmosphere, slowly-

paced L, few learning involvement opportunities 

8 S10: 

80% 

- L: useful vocabularies & contents, relevant to S10’s 

life 

- T: letting Ss do activities intensively, calling Ss to 

perform  

- But S10 was tired, T’s  unattractive talk  

N/A - Ss were 

almost sleepy  

- Ss’ uneven 

English levels 

S11: 60-

70% 

- L: the interesting topic of family 

- T: comprehensible instructions 

- But few communication practice chances  

S12: 

40% 

- L: some attractive images, many learning 

opportunities 

- But the uninteresting topic, fewer interactions than 

previous Ls; too easy tasks, few helpful vocabularies for 

S12; S12 was sleepy; too slowly-paced L; a dull 

atmosphere 

9 S13: 

80% 

- L: relevant to exams 

- T: gentle, easy-going 

- But some fast-delivered & incomprehensible parts 

N/A Ss still did the 

exercises 

because they 

were relevant 

to exams 
S14: 

50% 

- L: new vocabularies & knowledge necessary for 

exams 

- T: easy-going, friendly, creating realistic situations, 

detailed instructions, approaching struggling Ss directly 

- But many difficult parts  

S15: 

60% 

- L: helping S15 practice listening skills   

- T: approaching struggling Ss & giving further 

instructions  

- But L was mainly for Ss to do exercises, no interactive 

activity; T was rather strict & called Ss too frequently 

All 65.5% 

(3.28/5) 

(*)  

 57.1% 

(2.86/5) 

(*) 

 

(*) The students’ ratings for lessons 1 and 2 were missing; thus, the overall average score for the students’ rating was calculated 

by dividing the total of average scores of individual lessons by 7 rather than by 9. Both of the averages in percentage were 

converted to the point on a scale of 5 for comparing with the scores from questionnaires.  

 

 All in all, the interviewed students showed their moderate interest in Ms. Nhan’s 

lessons, with their average rating being 65.5%, or 3.28 out of 5. The factors reported as 



 

 158 

positively driving them interested in the lessons were mainly lesson-specific (e.g., topics and 

learning contents) and teacher-specific (e.g., her characteristics and teaching behaviours).  

Regarding her characteristics, most of them thought that she was enthusiastic, easy-

going, and friendly, which contributed to their interest in the lessons. This was compatible with 

her self-awareness of the advantage of having these personalities in interest promotion. 

  Concerning her behaviours, the students realised that she did several strategies to 

support their comprehension and involvement. In particular, many evaluated that she gave 

rather detailed and comprehensible instructions and even directly approached individuals 

struggling to understand her instructions to give further explanations and correct their mistakes. 

Furthermore, she was reported as not depending solely on the slides to give long talks but 

combining her short talks intermittently with calling students to give performances. Some of 

them recognised that she let them do activities rather intensively and generated realistic 

situations and questions for them to practice. In other words, she created chances for them to 

engage mentally and physically in learning and show their ability and knowledge. 

 However, the students expressed their disinterest in some parts/facets of the lessons and 

offered relevant suggestions. For listening, most of them found it difficult to catch sounds, 

understand listening contents, and answer questions. While acknowledging she already let them 

listen several times and provided the answers, some still wanted to have more chances to re-

listen. Many recommended she let them listen for one or two times, then read the transcripts 

herself as it would be easier for them to catch her sounds. Another idea was she could show the 

transcript and let them read it to find the information for the answers. One also proposed asking 

them which parts of the listening file they wanted to re-listen, then focusing on those parts only. 

Regarding activity types and practice opportunities, they preferred activities allowing 

them to practice communicating in English and preparing for exams rather than making them 

listen to the teacher talk, do exercises, and check answers only. Such activities could be 

discussions and games, combined with the use of bonus points, which could bring them a 

livelier learning atmosphere. Despite admitting that inappropriate learning time, i.e., in the early 

afternoon, drove them sleepy, many complained about the dull atmosphere in Ms. Nhan’s 

lessons. Also, one wanted to have chances to practice speaking using vocabulary learnt in the 

lessons. 

 

Researcher:  What do you think about the learning activities today? 

S11:  I think she should organise some games, like group activities and discussions 

for  students to communicate with each other in English, to create a happier 
and more exciting atmosphere. Otherwise, I felt the classroom atmosphere was 

sometimes a bit quiet. 

(Translation, Lesson 7 specific interview with S11, translation in italics) 
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In fact, data from field notes also supports those points by the students. Despite her 

employment of various strategies to engage students in learning, as analysed in section 6.5.3, 

Ms. Nhan was noted by the researcher-observer as having some teaching behaviours 

unfavourable for an interesting learning environment. Explicitly, she sat at her desk most of the 

time, talked softly and unenergetically, let the students sit and listen most of the time, and gave 

them limited opportunities to participate in active and lively activities. On many occasions, she 

talked excessively, allowed restricted time for the students to work on their own, and checked 

answers/performances shortly after she asked them to do an exercise/task.  

There were other issues the students shared their thoughts on. For difficult sections due 

to new vocabulary, the interviewed students wanted the vocabulary to be taught before they did 

the activities (e.g., by using translations to make them understand meanings or organizing 

games requiring them to come to the board and write as many words of a topic as they could).  

Additionally, some wanted the teacher to use more Vietnamese in instructions. Another would 

like her to give more examples separately to less capable individuals to clarify knowledge. The 

lessons were also commented as occasionally fast delivered, preventing the students’ 

comprehension and catch-up ability. Moreover, the teacher was observed by one student to 

focus mainly on outstanding students. 

 

 Researcher:  What do you think about her teaching behaviours? 
S8:  I think she teaches well, (…) but because there are a few outstanding students, 

she only focused on them. Even though we had a lot of words that we did not 

understand, she did not cover the whole class yet. I wish she could ask some 

other students because when those outstanding students talked to her, the 

others did not understand what she and they were talking about.  
(Translation, Lesson 5 specific interview with S8) 

 

This comment concerns the inequitable assistance to students’ learning process, as 

mentioned by Bao (2021). This researcher called for a change in beliefs and pedagogical 

practices of teachers who neglect introverted, reflective students to avoid pedagogical 

exclusivity and negative treatment towards such students.  

In short, the students’ reactions disclosed through field notes, questionnaires, and 

interviews indicated a moderate level of interest in Ms. Nhan’s lessons. According to the 

interviews, the main effects on their interest came from some lesson-specific features and 

instructional behaviours. The behaviour mentioned by most of them was her detailed and 

generally comprehensible delivery of knowledge and task instructions. This aligned with her 

teaching principle aiming at delivering knowledge and completing the required teaching 

programme rather than promoting students’ interest.  
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6.6.2. Ms. Nhan’s self-evaluation 

The teacher’s self-rating scores through the questionnaires and interviews for the 

success of her interest promotion, as shown in tables 6.3 and 6.4, were 3.07 and 2.86 

respectively. Thus, her scores were well lower than those of the students (3.90 and 3.28), their 

real level of interest. This indicates her underestimation of her success in stimulating interest.  

The reason for this underrating could not be her lack of confidence, given her absolute 

teacher efficacy in interest promotion (100%) expressed in the first interview. Rather, one 

reason could be because Ms. Nhan evaluated the lesson features based on her own, not her 

students’ perspectives. For example, regarding the novelty of learning objects, it could be her 

repeated experiences with such objects that drove her to see them as old. However, the learning 

objects were, in fact, novel to her students. Table 6.5 illustrates the difference between her and 

her students’ judgment on the novelty and relevance features of the lessons.  

 

Table 6. 5. Ms. Nhan’s and her students’ evaluation of the novelty of learning objects 

(based on questionnaire data) 
 

 

Questionnaire items Students’ 

evaluation 

Ms. Nhan’s 

evaluation 

In this lesson, the language-related contents (e.g., verb tenses, parts of  

speech, passive voice, indirect questions, prefixes, suffixes, etc.) were… 

3. Novel to the students. 3.46 2.63 

7. Relevant to the development of the students’ future life and career. 4.10 1.33 

In this lesson, the non-language-related contents (e.g., topics and themes  

such as cultures, politics, education, business, economics, etc.) were… 

9. Novel to the students. 3.48 1.56 

13. Relevant to the students’ daily life and the development of their future 

life and career. 

4.07 2.00 

In this lesson, the learning tasks and activities were… 

15. Varied and novel to the students. 3.50 1.56 

 

The post-lesson interviews also revealed that her view on the lesson features differed 

from the students’. For example, for Lesson 4, while she said that there was no special thing in 

this lesson, three interviewed students pointed out some special elements such as the interesting 

and familiar topic of hobbies and diverse activities.  

Another reason could be that she based her evaluation on not only students’ behaviours 

such as facial and eye expressions, attention, and participation but also her personal factors. 

Such factors were her mood (e.g., inactive), health status (e.g., tiredness), and her teaching 

strategies/intentions (e.g., holding no special activities for interest promotion).  
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6.6.3. Further investigations on specific lessons 

To find out if there were any distinctive features in the interest promotion practices in 

the most interesting lessons (Lessons 1 and 3) and the least interesting ones (Lessons 5 and 7), 

as shown by Table 6.3, an elaborate examination of these lessons was conducted. Table 6.6 

below provides a synthesis of all the strategies applied in the nine lessons with a focus on those 

four lessons. A similar table for the other lessons is also provided in Appendix 18. 

 

Table 6. 6. Strategies employed in Ms. Nhan’s most and least interesting lessons 

Note: In this table, (V) means that the lesson used the corresponding strategy 

 
Purposes  Strategies Used in the most 

interesting lessons 

Used in the least 

interesting lessons 

Lesson 1 

(3.99) 

Lesson 

3 (3.98) 

Lesson 

5 (3.86) 

Lesson 

7 (3.77) 

1. To enhance the 

comprehensibility 

of learning 

contents/ activities 

1. Pre-activities comprehension 

support: Pre-teaching things such as 

language knowledge and task 

dealing strategies 

V   V  

2. Comprehension support during 

activities: Offering Ss extra 

opportunities to expose to English 

materials 

V V   

3. Knowledge comprehension 

support: Dividing knowledge into 

small portions for easier 

explanation  

    

4. Knowledge comprehension 

support: Providing additional 

knowledge to compensate for Ss’ 

lack of knowledge 

V  V   

5. Knowledge comprehension 

support: Generalizing & devising 

formulas to clarify language rules 

V V V   

6. Knowledge comprehension 

support: Giving examples to clarify 

language rules 

V V V   

7. Comprehension support during 

activities: Providing prompts & 

guides during Ss’ performance  

V  V  V V 

8. Knowledge comprehension 

support: Teaching interrelated 

textbook parts in combination 

 V  V  V 

9. Knowledge comprehension 

support: Using visuals to illustrate 

learning contents 

 V   V  

2. To make 

learning contents/ 

activities relevant 

to Ss 

10. Increasing the values of 

learning: Conducting an 

introduction about the goals & 

significance of the learning course 

V    

11. Increasing the values of 

learning: Relating learning contents 

to Ss’ exams 

 V  V  V  
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12. Relating the cultures of English 

speaking countries to those of Ss’ 

own country 

    

13. Making learning relevant to Ss’ 

knowledge & experiences 

V V    

3. Boosting Ss’ 

learning 

involvement 

14. Using available English 

using/learning opportunities: 

Acting as a partner with Ss to help 

them practice English 

V    

15. Using available English 

using/learning opportunities: 

Asking Ss to do out-of-textbook 

tasks  

  V   

16. Drawing attention: Checking 

Ss’ reactions to random questions 

about the knowledge learnt  

V    

17. Drawing attention: Waking up 

Ss by saying encouraging words 

  V   

18. Drawing attention: Making use 

of changed voice and 

movement/body positions  

   V  

19. Drawing on peers’ effects: 

Calling on Ss to give performances/ 

answer questions 

V  V  V   

20. Drawing on peers’ effects: 

Organizing collective activities  

V V   

4. To enhance the 

novelty of learning 

contents/activities 

21. Distinguishing linguistic & 

cultural differences between 

English & Ss’ mother tongue 

V    

22. Using eye-catching visuals: 

Replacing black & white blurred 

textbook images with colourful 

ones 

 V   V  

23. Evoking students’ curiosity by 

organizing guessing activities 

  V   

5. To provide 

comfort to Ss 

24. Using humour in teacher talk  V    

Total strategies 

used and 

frequencies of use 

 13 & 15 10 & 10 9 & 9 7 & 8 

 

The investigation uncovered that lessons 1 and 3 received the highest numbers of 

strategies. Specifically, 13 out of 24 strategies were applied, and 15 interest-promoting teaching 

behaviours were exhibited in Lesson 1. The figures for Lesson 3 were 10 and 10. Moreover, 

these lessons were close to the beginning of the semester, the time when students might still 

retain a positive mood and energy for learning. This factor and the teacher’s interest-stimulating 

behaviours above could contribute to the greatest level of students’ interest in these lessons.  

Conversely, Lessons 5 and 7 had only limited uses of interest promotion behaviours 

(nine and eight respectively). Also, the interviewed students reported that in Lesson 5, the 

teacher mostly cared for outstanding students and that the learning atmosphere in Lesson 7 was 

rather dull. These factors could be the reasons for these lessons being the least interesting.  
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In summary, despite the effect of other factors, this investigation into the four 

outstanding lessons displays a distinctive opposition – the most interesting lessons used the 

largest numbers of interest-stimulating strategies, and the least interesting lessons used the 

smallest numbers. This once more reiterates the significance and the powerful effects of 

applying appropriate interest-promoting strategies.  

 

6.7. Case summary 

Ms. Nhan believed in a number of principles and associated strategies to promote 

interest: increasing the comprehensibility, meaningfulness, and novelty of learning 

contents/tasks and fostering students’ learning involvement. There were cases when 

inconsistent intentions behind the same teaching behaviours were witnessed, i.e., for the same 

strategy, sometimes she used it for boosting students’ interest, sometimes she did not. 

As regards her practices, not all, but most of those strategies she believed in were seen 

to be employed in her lessons. Also, no strategy was witnessed being used systematically 

throughout every lesson. Her difficulties in interest promotion procedures originated from her 

personal factors, student factors, and teaching condition factors. Her core belief about interest 

promotion – enhancing the comprehensibility of learning contents/activities, was transferred 

the most regularly into practices through her use of micro-strategies involving comprehension 

support before and during students’ performances. Other used strategies include making 

learning contents relevant to students, drawing students’ attention, and drawing on peers’ 

effects. Nonetheless, she primarily exploited object-specific and context-specific factors such 

as learning contents/activities and teacher behaviours, not person-specific factors such as 

students’ personal interests. 
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CHAPTER 7: MS. THANH – A KNOWLEDGE TRANSMITTER 

WITH FOCUS ON TEACHING FOR EXAMINATIONS 

 

This chapter examines the fourth case study of Ms. Thanh. The sections of this chapter 

and the types of data used in each section are similar to those in the previous chapters. In 

general, this senior, experienced teacher was found to have a central belief in making learning 

contents/tasks comprehensible to students to promote interest while preparing them for their 

examinations. This belief was also reflected most clearly in her practices.  

 

7.1. Ms. Thanh’s profile 

Ms. Thanh was a senior teacher in Faculty A, and at the time of this study, she was 

holding the position of Head of Department and Deputy Head of Faculty. Her pathway to 

becoming an English teacher was not straightforward but contained several fascinating turning 

points. First, the reason for her to become a teacher was not her choice but because of the 

national situation at the time she graduated from high school. At first, she sat an exam for the 

bachelor of math teacher education at the government’s assignment. After that, she was sent to 

Russia to study literature in Russian and came back to Vietnam to teach Russian at the 

university. However, upon the Renovation Scheme (Doi Moi) starting in 1986, all Russian 

language programmes were ceased and replaced by English language programmes. She 

consequently studied for another degree of bachelor of English to become an English teacher. 

She later continued her study with a master’s programme in Linguistics. While working as an 

English teacher, she found it reasonably fine; in other words, she did not like or dislike it.  

Ms. Thanh had a relatively clear view about the nature of interest. She believed interest 

was connected to the state of enjoyment and was triggered by a curiosity about the subject or 

when it matched personal interests and tendencies. Also, interest was influenced by a number 

of person-specific, object-specific, and context-specific factors. Stating that interest could be 

identified through students’ positive attitudes and actions, she also showed her relatively high 

level of teacher efficacy at 80% as to diagnosing students’ interest in a lesson. While believing 

that interest was essential in enhancing learning processes and results, she thought it would be 

better and more advantageous for her to enhance students’ motivation than their interest. 

Learning motivation for her referred to one’s intention to learn to achieve the goal (e.g., pass 

the examinations). Interest, however, meant enjoyment and required longer processes and 

greater efforts to be developed. Thus, her teacher efficacy as to promoting interest was rather 

modest at 60%.  

Up till the time of the study, she had been teaching a huge number of classes. Her 

participation in this study involved her teaching an English 2 class. Figure 7.1 below provides 
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further information on this class and the types of data collected from her and her students.  

 

Figure 7. 1. Ms. Thanh’s observed class and related data 

Observed class 

 

 Data collected  

 

• Ss No.:35 - 43 

• Type: general English 2 

• Entry-exit levels: Below A2 - B1 

• Graduation level: B1 

• No. of observed lessons: 9 

• Lesson duration: 2.5 hours 

• Physical settings: Air-

conditioned, well-lighted 

classroom; slide projectors; 

board, CD player, loudspeakers; 

stuffy & cramped classroom 

preventing Ts’ & Ss’ movements; 

Wi-Fi Internet for Ts only 

 • Nine end-of-lesson teacher interviews 

(interviews 1 & 2 about general and lesson-

specific beliefs & practices; subsequent lesson-

specific interviews) (totally 04h14m15s) 

• Video recordings of nine lessons (2.5 hours 

each) 

• Field notes during observations 

• Nine end-of-lesson student interviews (totally 

02h05m19s) 

• One focus group discussion interview with the 

teachers (20 mins) 

• End-of-lesson student & teacher questionnaires 

for 9 lessons 

• One background teacher questionnaire 

 

 Table 7.1 below provides information on the learning contents and activities of the nine 

lessons. As can be seen, she delivered the lessons relatively far behind the plan in the syllabus. 

It was partly because during the lessons, she sometimes had to resolve other duties related to 

her managerial positions. Also, in later lessons, time was partly allocated for out-of-textbook 

activities to help the students prepare for their mid-term and end-of-term exams.  

 

Table 7. 1. Information about Ms. Thanh’s observed lessons 
 

Note: The contents and activities of these lessons were based on the last five units of the book 

“Takeaway English 2” by Loveday et al. (2012) and supplementary materials composed by 

the teachers in Faculty A 
 
 

Week Observed 
lesson  

English 2 syllabus  Contents and activities delivered by 
Ms. Thanh 

1 N/A Unit 6: Good luck, bad luck  
- Start: Good luck and bad luck 
customs 
- Listening: A lucky man 
- Vocabulary: Expression with get 
- Grammar: Review: simple past 
- Reading: A lucky thief 
- Culture: Lotteries around the world 
- Pronunciation: Did + subject 

N/A 

2 1 Unit 6: Good luck, bad luck (cont.) 
- Conversation Takeaway: Responding 
to good news and bad news 
- Writing Takeaway: Writing a story 
about luck 
- Test Takeaway: Test-taking strategy 

Unit 6: Good luck, bad luck (cont.) 
- Revision: Retelling the story in the 
previous listening section: A lucky man 
- Vocabulary: Expressions with get 
- Grammar: Review: simple past 
- Reading: A lucky thief 

3 2 Unit 7: My favourite things 
- Start: Things people collect 
- Listening: What do you collect? 

Unit 6: Good luck, bad luck (cont.) 
- Reading: A lucky thief (cont.) 
- Culture: Lotteries around the world 
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- Vocabulary: Vocabulary building 
- Grammar: Present perfect 

- Pronunciation: Did + subject 
- Conversation Takeaway: Responding 
to good news and bad news 

4 3 Unit 7: My favourite things (cont.) 
- Reading: Enthusiastic collectors 
- Song: Do you have a heart? 
- Pronunciation: Sentence stress in the 
present perfect 
- Conversation Takeaway: Talking 
about things you like 
- Writing Takeaway: Writing a 
descriptive essay 
- Test Takeaway: Test-taking strategy 

Unit 6: Good luck, bad luck (cont.) 
- Homework check 
- Test Takeaway: Test-taking strategy 
- Language Takeaway: Unit review 

Unit 7: My favourite things 
- Start: Things people collect 
- Listening: What do you collect? 
- Vocabulary: Vocabulary building 

5 4 Unit 8: Memorable experiences 
- Start: Feelings 
- Listening: A childhood memory 
- Vocabulary: Accidents happen! 
- Grammar: Past continuous and 
simple past 
- Reading: Experiences to remember 
- Culture: Stories and culture 
- Pronunciation: Vowel sounds  
- Conversation Takeaway: Reacting to 
a story 

Unit 7: My favourite things (cont.) 
- Grammar: Present perfect 
- Reading: Enthusiastic collectors 
- Song: Do you have a heart? 
- Pronunciation: Sentence stress in the 
present perfect 

6 5 Unit 8: Memorable experiences 
(cont.) 
- Writing Takeaway: Writing a story 
about a memorable experience 
- Test Takeaway: Test-taking strategy 

Unit 7: My favourite things (cont.) 
- Conversation Takeaway: Talking about 
things you like 
- Writing Takeaway: Writing a 
descriptive essay 
- Test Takeaway: Test-taking strategy 
- Language Takeaway: Unit review 

Out-of-textbook instructions on mid-
term tests 

Unit 8: Memorable experiences 
- Start: Feelings 

7 6 Unit 9: I love chocolate 
- Start: Made with chocolate 
- Listening: A dessert recipe 
- Vocabulary: Cooking instructions 
- Grammar: The passive voice 
- Reading: All about chocolate 
- Song: I drink coffee, I drink tea 
- Conversation Takeaway: Making, 
accepting, and declining offers 
- Pronunciation: Word stress in three-
syllable words 

Unit 8: Memorable experiences (cont.) 
- Listening: A childhood memory 
- Vocabulary: Accidents happen! 
- Grammar: Past continuous and simple 
past 
- Reading: Experiences to remember 

8 7 Unit 9: I love chocolate (cont.) 
- Conversation Takeaway Making, 
accepting, and declining offers 
- Writing Takeaway: Writing an 
encyclopedia entry 
- Test Takeaway: Test-taking strategy 

Unit 8: Memorable experiences (cont.) 
- Culture: Stories and culture 
- Pronunciation: Vowel sounds  
- Conversation Takeaway: Reacting to a 
story 
- Test Takeaway: Test-taking strategy 
- Language Takeaway: Unit review 

Showing an out-of-textbook video 
about tones in English 

9 8 Unit 10: How can we help? 
- Start: In need of help 
- Listening: A service trip 
- Vocabulary: Ways to help 
- Grammar: Object pronouns 
- Reading: The recycled goats 
- Culture: Charitable organisations 
around the world 

Showing an out-of-textbook video 
about the PET exam (an exam format 
borrowed for the students’ mid-term 
speaking test) 

Unit 9: I love chocolate! 
- Start: Made with chocolate 
- Listening: A dessert recipe 
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- Pronunciation: Vowel sounds /ʌ/ up, 
/ʊ/ put, and /ɪ/ busy 

- Vocabulary: Cooking instructions 
- Grammar: The passive voice 

10 9 Unit 10: How can I help? (cont.) 
- Conversation Takeaway: Making 
requests and excuses 
- Writing Takeaway: Writing a plan to 
help others 
- Test Takeaway: Test-taking strategy 

Unit 9: I love chocolate! (cont.) 
- Reading: All about chocolate 
- Song: I drink coffee, I drink tea 
- Conversation Takeaway: Making, 
accepting, and declining offers 
- Writing Takeaway: Writing an 
encyclopedia entry 
- Test Takeaway: Test-taking strategy 
Showing an out of textbook video 
about part 3 of the PET exam, or Part 
2 of the mid-term test 

 

 

7.2. Ms. Thanh’s beliefs about interest promotion 

In the initial interviews about her general beliefs, the teacher self-reported that her 

central principles for promoting interest were integrating stories into lessons to create laughter, 

applying encouraging methods to make students learn and become more confident, and helping 

students see the practicality of learning. However, later lesson-specific interviews showed that 

her core beliefs turned out to be making learning comprehensible. To realise this, she said that 

she prepared general lesson plans in advance, but after the first contacts with a class, she would 

adapt those lesson plans in detail to respond to most of the students’ English abilities.  

In addition, she disclosed her beliefs in other principles, such as making learning 

meaningful and novel to students, boosting their involvement in learning, and bringing laughter 

to her lessons. Further details on interest-promoting strategies Ms. Thanh believed in are 

provided in Table 7.2 below.
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Table 7. 2. Interest-promoting strategies that Ms. Thanh believed in 

Notes: In this table, ‘GB’ means general belief, ‘LS’ means lesson specific, TE means teaching experiences, LE means learning experiences, 

N/A indicates that the information was not available either because the teacher did not remember the sources of those beliefs or because the 

researcher did not have chances to ask about it. 
 

Macro-
strategies 
(MaS) 

Disclosed 
occasions 
for MAS 

Micro-strategies (MiS) Disclosed occasions for 
MiS 

Transferred into practice or not? Sources 
of 
beliefs 

1. Bringing 
comfort to Ss 

LS 
interview 
3 

1. Encouraging Ss to speak out their ideas 
without being afraid of making mistakes 

LS interview 2  Yes, Lessons 2, 6, 8 LE 

2. Raising joking questions/comments  LS interviews 2, 9 Yes, Lessons 2, 8, 9 LE 

3. Relating learning contents to Ss’ 
experiences/knowledge 

LS interviews 1, 4 Yes, Lessons 1, 3, 4, 5, 7, 8 TE 

4. Making learning relevant to exams LS interviews 2, 7, 8, 9 Yes, Lessons 2, 5, 7, 8, 9 TE 

3. Making 
learning 
contents/tasks 
comprehensible 

LS 
interviews 
1, 3, 6 

5. Explain task requirements/questions 
carefully to make sure Ss understand  

LS interviews 1, 3, 6 In most lessons 
 

LE 

6. Making Ss see the connection of contents 
in different parts 

LS interviews 3, 6 Yes, Lessons 3, 6 TE 

7. Pre-teaching things such as task dealing 
strategies & speaking ideas 

LS interviews 1,  2, 4, 6 Yes, every lesson LE 

8. Using visuals to illustrate contents  LS interviews 3, 5, 6, 9 Yes, Lessons 3, 5, 6, 9 LE 

9. Helping Ss learn from their and peers’ 
mistakes 

LS interview 4 
 

Yes, in Lesson 4  
Not in another situation in Lesson 
4 (limited time) 

TE 

5. Boosting Ss’ 
learning 
involvement  

GB 
interview 
1 

10. Providing chances for them to self-
discover knowledge before confirming it 

LS interviews 1, 7 
 

Yes, Lessons 1, 6, 7 
 

TE, LE 

11. Letting Ss practice imitating foreigners’ 
voice/ways of idea expressions  

LS interviews 3, 4, 6, 7 Yes, Lessons 3, 4, 6, 7 N/A 

12. Organizing out-of-textbook 
exercises/tasks to encourage Ss to practice 
using English  

LS interviews 1, 2, 3, 4 In most lessons 
Not in Lesson 6 (Ss’ limited ability) 
Not in Lesson 9 (Ss’ lack of 
knowledge & limited time) 

TE, LE, 
teacher’s 
book 

6. Making 
contents/tasks 
novel to Ss 

GB 
interview 
1 

13. Comparing cultures & emphasizing the 
novelty of foreign cultures  

LS interviews 1, 2, 8 Yes, Lessons 1, 2, 8 TE, LE 

14. Using warm-up activities  LS interviews 1, 3, 4, 5, 6; 
GB interview 2 

Yes, Lessons 3, 4, 5 
Not in lessons 1, 6 (limited time & 
Ss were uneager) 

TE, LE, 
teacher’s 
book 

15. Using eye-catching visuals LS interview 3 Yes, Lessons 3, 6 LE 
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As displayed in Table 7.2, all of Ms. Thanh’s beliefs were reflected in her practices at 

least once. However, there were cases when micro-strategies 9, 12, and 14 could not be applied. 

For micro-strategy 9 - ‘Helping students learn from their and peers’ mistakes’, in Lesson 4, she 

intended to ask the students to give examples about confusing grammatical points and correct 

their likely made mistakes, but she could not do that due to the limited time. For micro-strategy 

12 - ‘Organizing out-of-textbook exercises/tasks to encourage students to practice using 

English’, in Lesson 6, she had prepared a game to make the students list accidents they usually 

had in life, but she had to ignore it due to students’ limited language ability that would take 

time. In Lesson 9, she was about to conduct a task requiring the students to debate about drinks, 

but seeing their lack of knowledge about the topic and inadequate time left, she postponed this 

task. Considering micro-strategy 14 - ‘Using warm-up activities’, in Lesson 1, she prepared 

some curiosity-raising questions for the warm-up to make the students tell their own stories 

about bad luck and good luck. She was not able to do that, however, due to the students’ lack 

of eagerness and restricted time for waiting for their readiness while they were shy and 

unconfident. Similarly, in Lesson 6, to make the students curious about listening contents, she 

intended to let them write their own story about a childhood memory based on her suggested 

keywords before listening, but the time left did not allow. 

The last column of Table 7.2 above also discloses information about the sources of her 

beliefs, which are discussed in detail in the next section. 

 

7.3. Sources of Ms. Thanh’s beliefs 

Through post-lesson interviews, her teaching and learning experiences were found to 

exercise the greatest influence on her beliefs, followed by her children’s stories about their 

learning, the teacher’s book for the course she was teaching, and her colleagues.  

Her elaborate explanation for these origins of beliefs is provided in the excerpt below. 

She thought that she learnt many strategies to stimulate interest from the pedagogical methods 

supplied in her university courses, but she could not remember them. Instead, she could 

remember her teaching experiences and knowledge learnt from more recent training courses. 

 

I think (…) mostly from accumulated teaching experiences and from when I was in the 

classroom as a student. Actually, I don’t remember much when I was a student, but from other 

courses later when I was already a teacher, I learnt from two perspectives. First, I was a learner 
and second, I looked at how the teacher did so that I could learn for myself as a teacher as well. 

(Translation, interview 2 about general beliefs) 

  

In addition, she occasionally obtained information and formed her belief from her 

children’s stories about their learning. They at times talked about their interesting lessons or 

courses and the factors making them interested. Also, she learnt from her colleagues through 

observing their lessons. The guidance of the teacher’s book was another source for her beliefs 
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in using warm-up activities to boost students’ involvement (see micro-strategy 14 in Table 7.2). 

 

7.4. Factors in transforming Ms. Thanh’s beliefs into practices  

As discussed earlier, while all of the strategies the teacher believed in as interest-

promoting were reflected in her teaching behaviours, there were occasions when her intentions 

could not be realised. This section discusses unfavourable and favourable factors uncovered 

through the teacher background questionnaire and post-lesson interviews. 

 The following unfavourable factors were found: 

1) Course factors – large-sized classes, insufficient teacher-students contact time, fixed 

syllabus, and frequently changed graduation requirements; 

2) Her personal factors – a big number of classes, heavy job responsibilities, and age; 

3) Student factors – lack of their personal English learning interest, poor English 

ability, bad learning attitude, and limited life experiences; and 

4) Teaching conditions – lack of necessary equipment and low-quality coursebooks. 

For example, the following extract indicates her complaint about large-sized classes and 

her insufficient time that prevented her from preparing diverse contents/activities that cater to 

students’ various individual factors (e.g., interests, backgrounds, learning goals, and language 

abilities). Sometimes, due to the lack of time caused by heavy duties from her multiple job 

positions, including Head of Department and Deputy head of Faculty A, she had to borrow 

other teachers’ readily prepared lesson plans that might not be in line with her desire in 

promoting interest.  

 

I thought that promoting students’ English learning interest means promoting individuals’ 
interest, (...), not collective interest. (...) So in a group, I can only use a few things. One is 

organizing games, right? (...). But among 50, 60 students, there are also students who are not 

necessarily interested in that. Instead, some are interested in songs, for example, so sometimes 
I include songs with a good melody that can stimulate them. Then that would be difficult to 

promote the whole class. Of course, if you have time and conditions to prepare, you can 

alternate this and that. As of now, I have not been able to do much; I only sometimes create fun 

in class to make students more interested in learning than let them be bored. 

(Translation, end-of-Lesson 7 interview) 
 

The effect of her age was also a negative factor. At the time of this study, Ms. Thanh 

was a senior teacher approaching retirement, and she said this entailed a level of inertia. When 

being tired, she might quit her intention to conduct something interesting and teach students to 

help them meet the university’s requirements rather than increase their real English interest and 

ability. This was contrary to what she did when she was a young novice and energetic teacher.  

Some student factors also adversely affected her practices. For these students, English 

was not their main course, and their predominant learning purpose was to pass the course. 

Sometimes, she wanted to arouse their curiosity, but they seemed to be listless. Also, most 

students had a rural low-income family background; their experience/knowledge about many 
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daily life issues such as collection and film, accordingly, was limited. This had a negative effect 

on the way she taught lessons about these topics, which were popular in general English classes.  

For learning-teaching facilities, the teacher revealed that despite the improvement of 

physical classroom conditions (e.g., projectors, Wi-Fi, and air conditioning), equipment that 

facilitates language education processes (e.g., sticky boards and flexible chairs and tables) were 

not supplied. About the coursebook, because the students could not afford to buy a coloured 

one, they received it in a black and white version of physically low quality. This required her 

to spend more time finding coloured images to substitute for the plain images in their book. 

However, some of the factors mentioned above had positive effects on her interest-

promotion practices as well. She admitted that repeatedly delivering a high number of the same 

lessons allowed her to reflect on the techniques she applied in different classes and to draw on 

experiences. Also, being a senior teacher entailed a wealth of experiences, which guided her 

teaching practices. Other positive aspects were that in her classes, students had a relatively 

equal level, and no international student was present. Moreover, the teacher’s book offered 

well-guided warm-up activities and helped save her lesson preparation time.  

 

7.5. Ms. Thanh’s practices 

 Observation data revealed that the teacher used a wide assortment of strategies to 

increase students’ interest. The strategies for assisting students’ comprehension were witnessed 

the most regularly, followed by the strategies that made learning relevant to students and that 

spurred students’ involvement. Some other less frequent groups of strategies, such as bringing 

students comfort and enhancing the novelty of learning materials were also seen. Among factors 

affecting interest, she relied mainly on such object-specific elements as learning contents/tasks, 

occasionally on such contextual elements as her talk and manners, and barely on person-specific 

factors such as students’ individual interests. However, such teacher factors were seen to have 

mostly adverse effects on students’ interest. 

 

7.5.1. Enhancing the comprehensibility of learning objects 

 Ms. Thanh’s lessons deployed a variety of strategies to make learning comprehensible 

to students: 1) knowledge comprehension support, 2) pre-activities comprehension support, and 

3) comprehension support during activities. 

 

7.5.1.1. Knowledge comprehension support 

 Firstly, for teaching vocabulary and grammar, she often gave detailed examples and/or 

devised generalised formulas to clarify rules. For instance, she not only gave the meanings in 

the students’ mother tongue but also provided detailed examples for each use/meaning of the 

words and involved students’ in the meaning decoding and explanation. Following is an excerpt 

in which she used various examples to help the students understand the meanings of ‘accident’. 
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Extract 7.1: Giving detailed examples to clarify vocabulary meanings  
----------------------------------------------------------------------------------------------------------------- 
Ms. Thanh:  (Sits at her desk) Now continue, VOCABULARY: Accidents happen! 

Accident, what does it mean? 
Ss: (Some Ss express their ideas) 
Ms. Thanh:  Yeah, can you explain in English? The thing that’s pleasant or unpleasant? 

Pleasant or unpleasant? 
Ss: Not… 
Ms. Thanh: Unpleasant. Happen expectedly or unexpectedly? Expected means what? – 

Look forward to, right? So unexpectedly or expectedly? Is that expectedly? 
Ss: No. 
Ms. Thanh: Alright. So who can give me a definition in English?  
Ms. Thanh: (Shows on the slide and reads) An unpleasant event that happens unexpectedly. 

Now have you had any accidents? Yes, or no? Yes, or no? Any accidents? 
Ss:  Yes. 
Ms. Thanh: Yes, of course. There are a lot of accidents every day. Accidents here we don’t 

necessarily think about anything big like a car crash or motorbike accidents but 
can just be cut your finger, drop your telephone 

Ss: (One S says) drop a telephone 
Ms. Thanh: Now, for example, who can list some accidents?... Accident means what, means 

things that are unpleasant or happen unexpectedly, right? For example, I lost 
my wallet, lost money, is also an accident, right? What else?... Drop my 
glasses, break glasses. Is that an accident? 

Ss:  Yes. 
Ms. Thanh: Yes. What else?  
Ss: (Express their ideas silently)  
Ms. Thanh: Drop plates when washing up…? What? Drop plates when washing up dishes. 

That’s also an accident, right? All unexpected things are accidents, right? 
Ss:  Yes. 
Ms. Thanh: What else? Fail an exam. Is it an accident? 
Ss: Yes. 
Ms. Thanh:  (Laughs gently) That’s just because we don’t want to learn, so we fail. What 

else? Why do we have only few things to talk about? (Shows on the slide more 
examples and explains) Fall and break a leg. Play football and broke a leg, 
right? Tear your jeans on something sharp. What is “tear”? Tear, right? What 
is “sharp”? Sharp, right? (…) Drop a phone in water, so it doesn’t work. Drop 
a glass and break it. Drop a glass. What does it mean? 

Ss: Mirror… glasses… 
Ms. Thanh: Mirror? Eyeglasses? Is a glass called eyeglasses? No, despite the same word, 

but eyeglasses have two sides. Is there anyone who wears one-sided eyeglasses? 
Ss: (Laugh gently) 
Ms. Thanh: (Laughs gently) People will not say one side or two sides, but glasses are 

always in the plural. Glasses in a plural form, not in a singular form. And glass 
means crystal, then it is uncountable. And “a glass” is definitely a cup. 

Ss: Cup. 
Ms. Thanh: And glasses we even don’t know if it is eyeglasses or cup because cups in a 

plural form is also glasses. 
Ms. Thanh: (Still sits at her desk, shows on the slide another example - car accident and then 

asks Ss which of the above examples are about serious accidents) 
------------------------------------------------------------------------------------------------------------------ 

(Edited extract from Lesson 6, translation in italics) 

  

Another example was after giving examples to explain different meanings of ‘get’, she 

gave a formula on the slide, which reads ‘get’ + adj -> ‘become’ and ‘get’ + a place -> ‘reach, 

arrive’. Also, concerning a sample conversation about hobbies, she extracted some expressions 

and generalised them into structures to teach how to talk about hobbies (see figure 7.2). 
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Figure 7. 2. Ms. Thanh’s use of examples and generalisation to clarify language rules 

 

Sample conversation Extracted examples Generalisation 
 

 

• I’m really into music. 

• My favourite singer is 

Elvis. 

• I am an avid collector 

of Elvis memorabilia. 

• I’m really a big fan of 

music too. 

• I’m very interested in 

musical instruments, 

especially guitars. 

• I fell (fall) in love with 

guitars after seeing my 

first rock concert. 

• I have been hooked 

ever since. 

• S be into 

smth. 

• My favourite 

N is … 

• S be an avid 

N. 

• S be a big 

fan of smth. 

• S be 

interested in 

smth. 

• S fall in love 

with smth… 

• S be hooked 

on smth.   

 

 

Secondly, to help the students perceive knowledge thoroughly, she connected learning 

contents in different parts. Sometimes she revisited contents in previous lessons through a new 

task or connected one latter part of a lesson to a preceding part. For instance, concerning the 

adjectives of feelings learnt in the preceding lesson, she started a new lesson with the question 

“How do you feel now?” to create a chance for the students to review those vocabularies. 

Similarly, before starting the section Grammar about past simple and past continuous, she 

reminded the students of the story about a character in the preceding listening activity and asked 

them a few questions using these two tenses to introduce their usages (see extract 7.2). 

 
 

 

Extract 7.2: Connecting learning contents in different parts   

--------------------------------------------------------------------------------------------------------------- 

Questions and 

answers shown on 

the slide 

 

• Who was Tim 

with? 

His sister. 

• Where was he? 

On a bridge. 

• What was he 

doing? 

He was walking on  

the bridge. 

• What happened? 

He fell into the river. 
 
 

 
 

--------------------------- 

Ms. Thanh:  (Sits at her desk) Now we move to Grammar, Past 

continuous versus simple past. Now we retell about Tim 
a bit, do you still remember Tim? (Shows on the slide 

and reads) Who was Tim with? Do you remember? 

Ss: Yes. 
Ms. Thanh: Yes. (Shows on the slide and reads) His sister. Where 

was he? 

Ss: (One student expresses her idea out loud) On a bridge. 

Ms. Thanh: One a bridge. What was he doing? 

Ss: (Some Ss express their ideas out loud)  

Ms. Thanh: We think right about he was walking on the bridge? Yes, 

he was walking on the bridge. What happened? 

Ss: (Some Ss express their ideas out loud)  

Ms. Thanh: (Still sits at her desk) Yes, he fell into the river. So here 

we see that he was walking, and he fell into the river. So 
was walking, then fell down. So here we use past 

continuous and past simple 

-------------------------------------------------------------------------------- 

(Edited extract from Lesson 6, translation in italics) 
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Thirdly, in cases of complex learning contents (e.g., reading passages, song lyrics, and 

grammatical points), she translated them from English to the students’ mother tongue and/or 

used visuals as illustrations. For example, in Lesson 3, to help the students distinguish the 

information about each of the two characters in the listening file, she showed the answers on 

two sides with images of the corresponding characters (see Figure 7.3).  

 

Figure 7. 3. Ms. Thanh’s use of visuals to illustrate learning contents 

 

 

 

Fourthly, she predicted language phenomena that might cause confusion and expounded 

carefully. Concerning “got engaged” and “got married”, for instance, seeing that these were 

frequently confused phrases due to differences between Vietnamese and Western marriage 

cultures, she explained carefully by comparing and contrasting these cultures and stressing that 

while Vietnam does not have the custom of getting engaged, Western countries do. Similarly, 

regarding ‘were’ and ‘was’ used in the simple past tense, she reminded that they were only 

function words, not denotation words that meant ‘đã’ in Vietnamese as the students usually 

thought.  

7.5.1.2. Pre-activities comprehension support 

To do this, she usually clarified requirements and questions by explaining the key 

vocabulary and interpreting the meaning of the questions carefully. She also pre-taught things 

such as vocabulary, task dealing strategies, and idea developing strategies. For pre-teaching 

vocabulary, for instance, before letting the students read the text entitled “COLLECTING… A 

family affair”, to make them aware of the vocabulary possibly appearing in the text, she 

provided three groups of words of family members and asked them to select the irrelevant word 

in each group. For reading strategies, she instructed the students to decide keywords in 

questions and find similar keywords in the text to locate the needed information. 
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7.5.1.3. Comprehension support during activities 

To assist the students’ comprehension during activities, she used a number of other 

strategies. One was helping them learn from their own and their peers’ mistakes. For example, 

when calling on students to conduct a sample conversation, upon their completion, she 

corrected some common pronunciation mistakes in front of the whole class. Next, she regularly 

offered the students extra opportunities to expose to English materials (e.g., replaying listening 

files several times so that they could grab needed information). In addition, she was seen several 

times showing students evidence for the answers to exercise/task questions (e.g., showing 

listening transcripts with underlined keywords related to the answers). She also went around 

the class to ensure that the students performed tasks as required and provided assistance when 

needed. 

7.5.2. Enhancing the meaningfulness of learning objects  

Ms. Thanh’s interest promotion practices also concerned her use of three groups of 

strategies that increased the meaningfulness of learning materials: 1) emphasizing the 

importance of learning, 2) making learning relevant to students’ future exams, and 3) making 

learning relevant to students’ knowledge and experiences. 

First, seeing students’ main learning purpose was to pass exams, she often stressed the 

significance of learning contents/tasks for their exams. For example, before asking them to 

practice performing a conversation in pairs, she explained that doing this activity was essential 

for the mid-term speaking test, which also involved pair work.  

Second, she also made learning relevant to exams by creating tasks that were 

similar/related to exam tasks or providing knowledge and strategies needed for the tests. For 

instance, concerning a task requiring arranging pictures in the order of events described in a 

text, she further asked them to practice describing the pictures, which would be a task in their 

later exam. To prepare the students for their exams, she showed videos from a foreign source 

that demonstrated four parts of a standardised speaking test, and that provided instructions on 

how to perform in the test. When showing the videos, she paused them at points to add her 

explanation (see extract 7.3 below concerning those procedures in Lesson 8). 

 

Extract 7.3: Providing students with knowledge/strategies needed for their exams and 

emphasizing the significance of learning contents/activities 

----------------------------------------------------------------------------------------------------------------- 

Ms. Thanh:  (Sits at her desk, shows on the slide a video providing detailed instructions on 

how to perform in a speaking test, then pauses it to add her explanation) So you 

have to be hard-working, practice spelling. The mid-term test and the end-of-
term test will ask about the spelling of either your name or your surname. 

Ss: Only several Ss look up to the slide and listen. 
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Ms. Thanh: (Continues to sit at her desk, plays the video, then pauses it to add her 

explanation) Yes, this is a frequently-made mistake, that is, we often learn by 

heart some samples, then we try to speak fast and softly, right? But if we speak 
slowly, loudly, and clearly, both audible and sound like we speak naturally, not 

from memory. 

Ss: Only several Ss look up to the slide and listen. 

Ms. Thanh: (Continues to sit at her desk, plays the video, then pauses it to add her 

explanation) So if you don’t understand anything from the question, we can ask 
it to be repeated. And asking for a repetition of the question is to make you give 

the right answer, even if it is not well-said, but it must be right. Also, when you 
ask for repetition, the teacher tends to speak more slowly and clearly.  

Ss: Only several Ss look up to the slide and listen. 

Ms. Thanh: (Continues to sit at her desk, plays the video, then pauses it to add her 

explanation) So if we have something to speak, that’s more natural, but in case 

we don’t, we should invent some ideas that are easy and interesting to talk 
about. Now we continued to watch the following comparison. 

Ss: Only several Ss look up to the slide and listen. 

Ms. Thanh: (Continues to sit at her desk, plays the video, then pauses it to add her 

explanation) Is that right that this is a response that we often have: I like 

studying English because I like it. And we will not expand that I like to 
communicate…, right? So that’s not interesting. So this question, we should 

bear in mind because it is frequently met, even in the mid-term test or end-of-

term test as the graduation exit exam. 
Ss: Only several Ss look up to the slide and listen. 

Ms. Thanh: (Continues to sit at her desk, plays the video, then pauses it to add her 

explanation) Yes, that’s simple, right? But it is much more interesting. And it is 

not necessarily songs, can be movies, can be I can communicate with 

foreigners when I go abroad, and so on. So we should try to learn, to speak and 

when we speak much, we will be familiar. But if we just answer for the sake of 

answering, it is boring. 
Ss: Only several Ss look up to the slide and listen. 

Ms. Thanh: (Continues to sit at her desk, plays the video, then pauses it to add her 

explanation) Yes, so we have some things to note, speak in full sentences, we 

should speak slowly, do not need to rush. Extra information, we can add more 

information. I see that some students also can apply this technique; they talked 
about their city and added some ideas like the oldest city. So, it depends, we 

can add information like that. Obviously, the listener can feel that (…) 
Ss: Only several Ss look up to the slide and listen. 

Ms. Thanh: (Continues to sit at her desk) So that’s about part 1 of the speaking test. In fact, 

for the mid-term test, performing in this way is beyond the requirements. The 
mid-term test is very simple, just asking about names, ages… [and some more 

basic information], not as many questions as in this video, but this is a general 
requirement that you expand ideas as much as possible. The reason why I 

prepared you carefully for this mid-term test of English 2 is that I want to 

prepare you for the exit exam. I don’t know if later you will revise for that exit 
exam, but just consider these are early preparations for you. All the videos and 

files I already sent you. So if the mid-term test has only a few questions and you 
can cover them; but you should re-watch these videos and practice later for the 

exit exam. Even if you attend extra classes for the exam, it is not as good as you 

really practice yourselves. Right? No one can ensure you will pass; we have 
even four skills. But actually this skill, speaking, is the easiest to learn as you 

can learn faster the familiar topics. I see that your marks for other skills are 
very low, listening and writing marks, very low (…)  

(Ms. Thanh continues her talk for two minutes and a half and then stops this topic to move on 

to the start of a new textbook unit.) 

------------------------------------------------------------------------------------------------------------------  

(Edited extract from Lesson 8, translation in italics) 
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In the extract above, Ms. Thanh not only provided and explained the test-performing 

strategies, but also accentuated the significance of learning to do them well. However, one 

striking feature is that she showed the videos and talked extensively without breaks or time at 

the end for the students to think and apply the knowledge into practice. This issue is discussed 

further in the coming section about her practices of boosting students’ involvement. 

Third, the teacher also made learning contents relevant to the students by raising 

questions about their knowledge and experiences. For example, to start the unit about 

memorable experiences, she raised such questions as “Do you have childhood memories?” and 

elicited students’ responses by providing structures such as “It was...” and “When I was 

small…”. When teaching about the meanings of ‘get’, she raised some life-related questions 

using ‘get’ such as “How many messages do you get a day?” and “How often do you get 

clothes?”. Before starting a grammar section about the present perfect tense, to introduce this 

tense in combination with reviewing the simple past tense, she asked them about their latest 

holiday and about the contents learnt in the lesson before the holiday (see extract 7.4 below).  

 

Extract 7.4: Connecting lessons to students’ personal factors 

----------------------------------------------------------------------------------------------------------------- 

Ms. Thanh:  What did you do in the past national independence holiday? 

Ss: (One student speaks out loud) Sleep. 

Ms. Thanh: (Laughs gently) Sleep is not wrong. That is two days ago, or that means you 

have to say ‘slept’, not ‘sleep’, right? So ‘sleep’ is not right. What else? What 

else? Apart from eating and sleeping. 
Ss: (Express their ideas silently) 

Ms. Thanh: Did you go home? 

Ss: Some Ss say ‘yes’, and some Ss say ‘no’. 

Ms. Thanh: Did you have any problem with traffic? Any problem with traffic? 

Ss: Some Ss say ‘yes’, and some Ss say ‘no’. 

Ms. Thanh: When did you come back to our university? 

Ss: One student says ‘yesterday’. 

Ms. Thanh: Was the traffic crowded? 

Ss: One student says ‘no’. 

Ms. Thanh:  OK. Now let’s continue. Where did we finish last time? We have already 

finished Reading?  

Ss: No. 

Ms. Thanh: Not yet? We have just started? Have we just started? 
Ss: No, didn’t. 

Ms. Thanh: Didn’t start. Have we mentioned Grammar? 
Ss:  Not yet. 

Ms. Thanh: Now, [we start] Grammar: Present perfect. 

------------------------------------------------------------------------------------------------------------------  

(Edited extract from Lesson 4, translation in italics) 

 

7.5.3. Boosting students’ learning involvement  

Ms. Thanh’s lessons also employed many strategies to stimulate students’ involvement: 

using available English using/learning opportunities, boosting students’ brainstorming and deep 

thinking processes, and drawing on peers’ effects.  
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First, a regularly used strategy was taking advantage of available opportunities for 

students to use/learn English. Peculiarly, she made use of listening files for them to practice 

imitating foreigners’ voices and ways of expression. Also, she many times added out-of-

textbook activities that allowed students to discover or practice using English. For example, 

regarding the topic of shopping, she organised a vocabulary and knowledge checking game by 

presenting a list of objects and another list of brand names, then asking the students to arrange 

the brand names into the right group of objects and add more brand names if they could.  

Second, she boosted the students’ brainstorming and deep thinking processes by 

providing them chances to self-discover knowledge before confirming it. For example, instead 

of giving word meanings in Vietnamese, she provided a list of meaning explanations in English 

and asked the students to match them with the corresponding vocabularies, and corrected the 

answers gradually. Additionally, she let them guess word meanings by giving examples for 

each meaning and asking for their opinions before she stated the right meaning.  

Third, Ms. Thanh was seen to draw on peers’ effects to attract students’ involvement. 

Sometimes she organised collective activities (e.g., asking the class to practice pronunciation 

in chorus). At other times, she called on students to give performances/ answer questions. She 

also repeated loudly noteworthy ideas she recognised when going around to monitor the class 

(e.g., the fun idea of collecting wives in a lesson about collections). Sometimes she provided 

examples of peers’ capable performances (e.g., a student performing well in a speaking test - 

spoke naturally and confidently without recalling learnt-by-heart sample sentences).  

Nevertheless, despite her above efforts to encourage the students to participate in her 

lessons, her talk took up most of the class time. This was seen obviously in the earlier provided 

extracts in which her words overwhelmed the conversations, and the students barely said 

anything. This led to reduced time for students to work on their own. Also, in many situations, 

the students were not allocated time to do the exercises or think about her questions, but the 

answers were provided straight away (see Episode 7.1 below for an example). These behaviours 

could adversely affect her students’ interest, because as discussed in the literature review, one 

interest-holding element is that learning involvement chances are offered. 

 

Ms. Thanh’s extensive talk that left limited opportunities for students’ practice 
 

Episode 7.1: 

1:20 pm 

T sits at her desk and starts the section ‘Writing a descriptive essay’. T instructs Ss to specify 

words used to describe things, which correspond to categories of sight, sound, smell, taste, and 

touch. T explains each category, but T does not wait for Ss to give their ideas. T gives suggested 

words simultaneously by showing on the slide words corresponding to those categories. 

After that, T still sits at her desk and asks Ss to read a passage to find out the words 

describing things and arrange them into those categories. After one minute, T asks if Ss have 

finished the exercise. Ss seem to want to have more time. T asks Ss to give their answers right away. 

T deals with one answer at a time by asking Ss to give their answer, reading out loud by herself each 

sentence in the passage, and eliciting Ss to say the words.  
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7.5.4. Bringing comfort to students 

While believing that making students comfortable could raise their interest, she 

transferred this belief into practice by bringing fun and encouraging students’ confidence.  

As for bringing fun, she used humour in her talk by raising joking questions or 

comments. For example, she drew on the two meanings of ‘boil’ in Vietnamese - ‘luộc’ and 

‘đun’ to make a joke. First, she asked, “How do we translate ‘boil water’ into Vietnamese?”. 

Upon the students’ answer ‘đun nước’, which is a proper translation, she gave a joking response: 

“I thought that it is ‘luộc nước’, isn’t it?” (‘luộc’ normally collocates with a word denoting an 

object, not a liquid). Ms. Thanh’s use of humour in her talk to enliven her classroom was similar 

to what was described by Petraki and Nguyen (2016), who declared that most Vietnamese 

university EFL teachers made attempts to use humour in classrooms and some preferences of 

humour types were humorous comments and jokes. For more vivid examples of how she 

incorporated humour in her talk, episode 7.2 and episode 7.3 are provided below.   

 
 

Ms. Thanh’s use of humour in her talk 

  

Episode 7.2: 

2:05 pm 

T asks the whole class, “How will we ask?”. T is referring to the first situation, “You 

find a purse in a restaurant” in a textbook task asking Ss to work with a partner and talk 

about the questions ‘What would you do in these situations?’. T turns her face towards some 

Ss in the first rows on her right side who are expressing their idea, and T says, “What would 

you do if you…found, right? We have to change to past simple: if you found a purse in a 

restaurant. Now what would you do?”  

Again, T turns her face towards those Ss who seem to want to raise ideas. Those Ss 

say their ideas, and T says, “I would give the restaurant manager or the receptionist. Now, 

the second sentence, you find a lot of money on the street, how should we form the 
question?” Some Ss raise their ideas. Simultaneously, T says, “What would you do if you 

found a lot of money on the street. Now, what would you do?”  

One male student says, “I would keep”. T laughs and comments on his idea “That 

student knows only the word ‘keep’, so he says ‘keep’ all the time. I would keep the money”. 

T continues to laugh for a while. About two-thirds of the Ss laugh gently. 

 

Episode 7.3: 

1:15 pm 

T sits at her desk and asks Ss, “Do you believe in those things?”. T is referring to 

the anecdotes mentioned in the reading text ‘Urban Legends’. T retells those untrue stories, 

and when she says, “someone once put a wet cat in a microwave oven to dry it”, she asks, 

“Have anyone tried it?”. About two-thirds of the Ss laugh out loud but not really delightedly.  

 

Apart from creating fun, Ms. Thanh also raised the students’ confidence. She several 

times encouraged them to speak out their ideas without fear of making language mistakes and 

to give positive comments on extraordinary ideas. For example, concerning the unreal 

conditional sentence type and the question “What would you do if you found a lot of money on 

the street?”, when one student said that “I wouldn’t return the money because it is very 
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important”, she commented that this idea, despite going against the grain, was also fine. She 

said so to signal that any opinion was welcomed as long as the students could speak their minds.  

However, sitting still at her desk most of the time was her outstanding behaviour while 

going around the classroom and using body language were barely seen, as demonstrated 

through the earlier extracts and episodes. Her voice was in a low and even tone as well. Her 

lessons were delivered apathetically with restricted clear-cut transitional signals between 

sections and in a dreary atmosphere. All these things indicate an inactive teaching manner.  

 

7.5.5. Enhancing the novelty of learning objects 

 This principle was demonstrated through the teacher’s following performances: 

comparing cultures, provoking students’ curiosity, and using eye-catching visuals. 

First, she compared the cultures of English-speaking countries and of the students’ 

country and emphasised the novelty of the foreign cultures. For example, on the topic of food, 

she told a funny story about how a Western visitor had a Vietnamese meal by applying his 

Western way. Among three salty dishes supposed to be served simultaneously, he thought one 

to be the ‘starter’, one the ‘main course’ and one the ‘dessert’ and commented that the dishes 

in that order were appropriately, insufficiently, and overly seasoned with salt. This story helped 

make this dining manner and these cuisine vocabularies engraved in the students’ minds.  

Second, she sometimes increased the novelty of learning contents by provoking the 

students’ curiosity through guessing activities. For example, before letting them read a text 

about films with details about frogs, she asked them some questions about the films and frogs 

and made them guess and be curious to read to check if their answers were correct. 

Third, the teacher used eye-catching visuals by replacing the textbook’s black and white 

images with colourful ones having the same contents. Figure 7.4 below displays replacements 

Ms. Thanh did for Lesson 3 (top) and Lesson 6 (down).  
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Figure 7. 4. Ms. Thanh’s replacement of blurred textbook pictures with coloured ones 

 

 
 

 

 

 

 

 

7.6. Effectiveness of Ms. Thanh’s interest promoting practices 

 This section looks at the teacher’s success in stimulating her students’ interest from 

the views of the observer-researcher, the students, and the teacher herself.  

7.6.1. Observer’s and students’ evaluation 

To examine if Ms. Thanh’s interest-promotion practices worked well, I examined her 

students’ reactions through field notes, student questionnaires, and student interviews.  

First, the observer-researcher’s notes on the proportion of the students’ attention or 

participation in her teaching procedures were mostly one-third only. Moreover, many notes 

describing their disinterest were taken (e.g., “Ss were not interested in listening and following 

the instructions”, “no one/ only several listen/ answer”, and “most of the Ss do not do/perform 

until T comes to them”). This suggests a modest level of her success in interest promotion.  

Second, the students’ opinions were sought through end-of-lesson questionnaires. A 

similar teacher questionnaire was administered. Table 7.3 below shows the results from 43 

students’ responses in comparison with the teacher’s response. 
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Table 7. 3. Student and teacher questionnaire results for Ms. Thanh’s lessons 

 

Lessons Students’ score Ranking Teacher’s score Ranking 

1 3.77 9 4.42 5 
2 3.90 8 4.80 1 
3 3.97 6 4.48 4 
4 3.99 2 4.65 2 
5 3.98 4 4.23 8 
6 3.99 2 4.26 7 
7 3.97 6 4.06 9 
8 4.04 1 4.55 3 

9 3.98 4 4.39 6 
Overall  3.96  4.43  

  

 As shown in Table 7.3, Ms. Thanh’s students gave an overall score of 3.96 out of 5 for 

their interest level in her lessons. This figure indicates that she was relatively successful in 

promoting students’ interest. A detailed analysis of the students’ ratings on different lesson 

features based on the results for every item in the student questionnaires (see Appendix 15) 

showed that the meaningfulness of the lessons was the most highly rated (see items 7, 8, 14, 

and 18 in Appendix 15). In fact, the teacher was also seen to perform many teaching actions 

that helped enhance this lesson feature (as presented in section 7.5.2).  

To be more rounded in drawing a conclusion,  I examined another data source, student 

interviews. The interviews were done with 18 students, with each of them participating at most 

twice and with a maximum of three students per interview. In total, 26 responses commenting 

on the lessons were collected. A summary of these students’ evaluations in comparison with 

Ms. Thanh’s self-evaluation is contained in Table 7.4 below.  

 

Table 7. 4. Ms. Thanh’s self-evaluation and students’ evaluation (based on interview data) 

Note: N/A means that time was not allowed for asking Ss to give a rating; L stands for 

‘lesson’; T stands for ‘teacher’. 

 
Ls Ss’ 

rating  
Their reasons T’s 

rating 
Her reasons 

1 S1: N/A - L: novel learning contents, providing English 
communication practice opportunities; moderately-paced 
- T: creating T-S interaction  
- But boring reading texts & easy comprehension questions 

60% - Ss were not 
really quiet, 
but inactive, 
unhappy 

S2: N/A - L: interrelated contents, interactive activities 
- But old grammatical contents, slowly-paced lesson 

S3: N/A - L: interactive activities, satisfying involvement 
opportunities 
- T: enthusiastic, raising interesting questions 

2 S1: 40% - L: interesting listening section  
- But evenly-paced L made S1 sleepy, boring reading texts  

55% - Too big 
room 
- Rain, 
thunderstorm 
- T’s 
tiredness 
- Lots of 
reading texts  

S2: 60% - L: helpful knowledge, interactive activities 
- But S2 lost concentration due to her personal business 

S3: 50% - L: moderately-paced 
- T: raising questions to create learning opportunities  
- But S3 lost concentration due to his sleepiness 
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3 S4: 50% - L: moderately-paced, novel contents 
- T: enthusiastic, considerate, giving Ss learning 
opportunities 
- But difficult listening part, S4 had a bad mood 

 
65% 

Ss did not 
have the 
hobby of 
collection 

S5: 80% - L: help revise knowledge, interesting sample conversation 
about expressing feelings, moderately-paced 
- T: giving practice opportunities 
- But T talked most of L time, having a boring teaching 
style probably due to her age, confusing reading part  

S6: 80% - L: the novel topic of collection, comprehensible 
- But T did not encourage Ss to participate, little interaction 
with Ss, not having a lively style; few learning 
opportunities; a tense atmosphere 

4 S7: 80% - L: new vocabularies & knowledge, novel topic, good 
song, lively discussion about the reading text; moderately-
paced; reasonable practice opportunities  
- But T had a strong local accent, gave sometimes 
undetailed & sometimes too detailed instructions  

75% - Ss’ active 
participation 
- Convivial 
atmosphere 

S5: 90% - L: very helpful, a lot of new vocabularies & knowledge 
about well-known brands; moderately-paced 
- But T had an inaudible voice; delivered a dry lesson with 
few interactions & opportunities for Ss to speak 

5 S8: 80% - L: comprehensible, interesting grammatical sections & 
speaking sections about hobbies 
- T: enthusiastic 
- But S8’s lack of vocabulary; S8 did not like T’s voice; 
little T-S & S-S interaction  

50% Both T & Ss’ 
moods were 
not good. T 
had to deal 
with 
administratio
n work at the 
same time, 
which 
interrupted L 

S9: 75% - L: helping S9 learn new knowledge, revise old one, 
discuss things with peers, prepare for the mid-term test 
- T: close to Ss, giving Ss satisfying learning opportunities 
- But S9 lacked vocabulary & did not like T’s 
pronunciation 

S10: 
60% 

- L: the practical topic of feelings & discussion about 
memories, useful vocabularies & grammatical knowledge; 
diverse activities; moderately-paced; satisfying learning 
opportunities 
- T: enthusiastic, easy-going, comprehensible instructions 
- But some difficult parts  

6 S9: 70% - L: practical grammatical knowledge & topic of memories; 
pronunciation practice opportunities; useful vocabularies 
- But S9 liked a more lively L & disliked T’s pronunciation 

65% T’s mood & 
Ss’ were 
better than in 
the previous 
L, but Ss did 
not perform 
as well as T 
expected 

S11: 
65% 

- L: helpful & interesting learning contents about childhood 
memories, about past tenses 
- But S11 wanted more fun games/competitive activities   

S7: 90% - L: interesting topic, useful new vocabularies about 
memories & accidents, good speaking practice 
opportunities, revised knowledge about past tenses 
- But insufficient preparation time for the speaking activity, 
S7 wanted to have more fun activities 

7 S12: 
70% 

- L: plentiful activities; the interesting topic of memories & 
useful learning contents related to the coming exam 
- T: enthusiastic 
- But T had an inaudible voice & allowed insufficient time 
for Ss to think before giving answers, the difficult listening 
part  

60% Unfavourable 
L time (early 
afternoon)  

S13: 
80% 

- T: giving warm-up questions, interacting with Ss, coming 
to Ss to give speaking prompts, comprehensible 
instructions 
- But difficult listening part, S13 preferred T to ask Ss to 
stand up in speaking activities instead of letting them sit & 
practice  

S14: 
50% 

- L: familiar topic, helped S14 learn grammatical 
knowledge 
- But unsatisfying learning opportunities, insufficient 
practice/preparation time, fast-paced L with few examples, 
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few chances for Ss to work on their own; T had an 
uninteresting voice & failed to attend to individual Ss 

8 S13: 
60%  

- L: S13’s favourite topic; mostly comprehensible  
- But difficult listening part, fast-paced L, no opportunities 
for Ss to work in pairs & practice speaking  

75% Daily life 
topic, which 
was suitable 
for Ss & 
made it easier 
for Ss to talk 
about 

S14: 
40%  

- L: familiar daily life topic, helpful contents about how to 
extend conversations, new sentence structures 
- But insufficient practice time for Ss, uninteresting 
activities  

S15: 
35% 

- L: familiar topic, interesting matching vocabulary 
exercise 
- But T only sat at her desk, delivered what she prepared on 
the slide, & had little interaction; difficult listening part, 
unsatisfying learning opportunities 

9 S16: 
50% 

- L: practical contents about test-taking tips & introductions 
about the upcoming speaking exam 
- But T was not as enthusiastic, took unequal care of Ss, & 
gave little instruction on making, accepting, & declining 
offers; S16’s disliked topic 

70% - T: tired 
from teaching 
too many 
classes the 
day before, 
lacked time to 
create games/ 
activities  
- But Ss 
participated 
in doing the 
assigned tasks  

S17: 
50% 

- L: the favourite topic of chocolate, coffee & helpful 
contents about the upcoming speaking test 
- But not fun learning activities; long reading text; T 
interacted with Ss less than usual  

S18: 
70% 

- L: the interesting topic of chocolate; amusing song; 
helpful section about making, accepting & declining offers 
- But T had little interaction with Ss, did not hold fun 
games or group activities, had a flat voice & an old 
teaching style 

All 64.1% 
(3.21/5) 
(*) 

N/A 63.9% 
(3.2/5) 
(*) 

N/A 

(*) The students’ ratings for Lesson 1 were missing; thus, the overall average score for the students’ rating was calculated by 

dividing the total of average scores of individual lessons by 8 rather than by 9. Both of the averages in percentage were 

converted to the point on a scale of 5 for comparing with the scores from questionnaires.  
 

On the whole, the interviewed students revealed a moderate level of their interest at 3.21 

out of 5. Except for three interviews when students were not asked for their overall rating and 

two others with a rating of 35% and 40%, the remaining received a score of equal or above 

50%. The positive reasons for the students’ interest were associated with primarily object-

specific factors and occasionally teacher-specific factors. Particularly, favourite topics and 

practical learning contents were among the top rationales. However, while these factors were 

basically fixed, teacher-specific factors could be flexible, thus should be an issue of more 

concern. Only several positive teacher factors were mentioned by some students: being 

enthusiastic in delivering the lessons and giving comprehensible instructions.  

Despite those compliments, the students mentioned a number of matters they wanted to 

be improved. Outstandingly, a majority wanted teacher-student and student-student interactions 

to be enriched through games or group work activities, which could also create a lively and fun 

learning atmosphere. Also, they preferred to have increased learning involvement opportunities 

and suggested the teacher hold more activities and call upon students more regularly to perform 

tasks or answer questions. One student detailed that when organizing pair/group work activities, 

the teacher should clearly assign tasks for each pair/group, then ask them to perform in front of 
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the class. Moreover, instead of leaving the students unattended, she should go around the class 

to monitor and encourage their work. This student also wanted her to take closer care of 

individual students and provide them more chances to work on their own.  

 

S14:  Uninteresting was because of her teaching method. She didn’t let students work 
much. The students’ working time was short, and then she continued to talk. 

Researcher:  If you were the teacher, what would you do to make students more interested? 
S14:  I will hold, for example, group activities, like arranging students at 1 or 2 tables 

into a group for doing a topic, then coming to the board to perform in front of 

the whole class. Then it’s time for her to correct the group’s mistakes and ideas, 
and other groups will learn from that experience. Moreover, she should care 

for students more and make students talk more. 
(Translation, Lesson 7 specific interview with S14) 

 

Concerning her teaching style, the students considered it old and not lively and found 

that she had many inactive behaviours such as sitting at her desk and delivering one-way talk 

most of the time.  

 

Researcher:  What do you think about the teacher’s instruction? 
S6:  The teacher’s instruction was not very exciting. The class was quite quiet. The 

teacher needs to be more active, more lively, and find more positive things for 

students to discuss in the lessons. It could also be because the class was quite 
crowded, the teacher could not follow each person closely. 

     (Translation, Lesson 3 specific interview with S6) 

 

The teacher’s voice was another problem. Those who mentioned it felt that her voice 

was flat and featured a strong local accent, making it inaudible and unattractive. Teacher voice 

has been confirmed to play a critical role in language teachers’ relationship with students as 

students can realise teachers’ lack of enthusiasm through their tired voice (Maley, 2000). 

Next, some students complained about the difficulties of learning contents/tasks and 

suggested some relevant solutions. For listening, many of them wanted the teacher to read the 

transcript instead of playing the CD to ensure the slow speed and clear pronunciation for them 

to recognise the sounds. For reading, some wanted vocabulary to be taught before they started 

reading the text. 

 

S3:   I felt least interested in the reading part because I see myself as bad at reading. 

Researcher:  If you were the teacher, what would you do? 

S3:   I would let students write new words and then read. 
Researcher:  I saw that the teacher also wrote some new words, ‘doctor’ for example. 

S3:  I mean, let students write on the board, or in the previous lessons, the teacher 

could write on the board and then ask students to study at home, then the next 

day the reading part would be better. 

Researcher:  Ah, let students learn new words in advance.  
S3:   Yes, students would study the reading passage better in the next lesson. 

(Translation, Lesson 1 specific interview with S3) 
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Some other issues were that the teacher should provide background knowledge before 

teaching a new section to make learning contents comprehensible. To bring fun, they suggested 

the addition of out-of-textbook knowledge and stories. Some students also complained about 

time arrangements. While some parts were slowly paced, others were fast. Time for teacher talk 

far outweighed time for students’ work as well.  

Most of those negative comments on her teaching behaviours and manners were also 

backed by observation data, as analysed previously about her interest-promoting practices.  

In summary, data from field notes, questionnaires, and student interviews hints that Ms. 

Thanh achieved moderate success in stimulating students’ interest in her lessons. Positive 

factors mentioned by the interviewed students were primarily object-specific such as topics of 

their preferences and learning contents/activities useful for their exam and life. However, 

teacher factors were evaluated as supportive only a modest number of times when the students 

complimented her enthusiasm and comprehensible instructions. Instead, some negative factors 

such as the insufficient provision of learning opportunities, limited interaction, and inaudible 

voice were prominent among teacher factors that affected students’ interest.  

 

7.6.2. Ms. Thanh’s self-evaluation 

 As seen from Table 7.3, the teacher’s rating on students’ interest in her lessons through 

questionnaires was at 4.43 out of 5, which was well higher than the students’ real level of 

interest at 3.96. This shows her overestimation of her success in stimulating students’ interest. 

When the scores given by the teacher and the students for each aspect of the lessons (contents, 

tasks/activities, learning involvement opportunities, students’ overall interest, effects of the 

lesson on students’ English learning interest) were compared, no crucial distinction was found.  

 The average figure she gave for her effectiveness in interest promotion through post-

lesson interviews, nevertheless, was humbler at 3.20 (as presented in Table 7.4). Possibly, when 

interviewed face-to-face, through specific interview questions, she had chances to reflect on 

her lessons in detail and might make stricter evaluations. These evaluations matched her 

confidence level (teacher-efficacy) at 60% in promoting students’ interest. 

Table 7.4 shows that her evaluations were based on students’ factors, learning objects, 

and contextual factors. Those student factors were attitudes (e.g., active, happy, uproarious, 

positive), personal variables (e.g., hobbies, mood), participation (e.g., active), and performance 

(e.g., well). Learning objects including learning contents (e.g., the proportion of sections about 

each of four language skills – reading, writing, listening, speaking in a lesson) and learning 

topics (e.g., daily life) were mentioned. Context-specific factors were learning atmosphere (e.g., 

quiet, convivial), learning conditions (e.g., weather, room size, lesson time), and teacher factors 
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(e.g., health conditions, mood, other duties). Thus, her mood could have influenced her 

evaluation of students’ interest. 
 

7.6.3. Further investigations on specific lessons 

 To find out if there were any distinctive features in the interest promotion practices in 

the most interesting lessons (lessons 8, 4, and 6) and the least interesting ones (lessons 1 and 2) 

as shown by table 7.3, an elaborate examination of the strategies used in these special lessons 

was conducted. Table 7.5 below provides a synthesis of all the strategies she applied in the nine 

lessons with a focus on those five lessons. A similar table for the other lessons is also provided 

in Appendix 19. 

 

Table 7. 5. Strategies employed in Ms. Thanh’s most and least interesting lessons 

Note: In this table, (V) means that the lesson used the corresponding strategy. 

 
Purposes  Strategies Used in the most interesting 

lessons 

Used in the least 

interesting lessons 

Lesson 

8 (4.04) 

Lesson 4 

(3.99) 

Lesson 

6 (3.99) 

Lesson 

2 (3.90) 

Lesson 

1 (3.77) 

1. To enhance the 

comprehensibility 

of learning 

contents/activities 

1. Knowledge 

comprehension support: 

Predicting language 

phenomena that may 

cause Ss confusion & 

expounding carefully 

     

2. Knowledge 

comprehension support: 

Giving detailed 

examples to clarify 

language rules 

  V V V V 

3. Knowledge 

comprehension support: 

Devising formulas to 

clarify language rules 

V    V 

4. Knowledge 

comprehension support: 

Using visuals to 

illustrate contents  

  V   

5. Knowledge 

comprehension support: 

Making Ss see the 

connection of contents 

in different parts 

  V V   

6. Knowledge 

comprehension support: 

Translating complex 

contents into Ss’ mother 

tongue 

 V V   

7. Pre-activities 

comprehension support: 

Clarifying 

requirements/ questions  

V  V  V V V V 
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8. Pre-activities 

comprehension support: 

Pre-teaching things 

such as task dealing 

strategies, idea 

developing strategies & 

vocabulary 

V  V V V V V V V V 

9. Comprehension 

support during 

activities: Helping Ss 

learn from their & 

peers’ mistakes 

 V    

10. Comprehension 

support during 

activities: Offering 

extra opportunities to 

expose to English 

materials  

V V V V V  

11. Comprehension 

support during 

activities: Showing 

evidence from learning 

materials to explain for 

the answers to 

questions/exercises 

V      

12. Comprehension 

support during 

activities: Providing 

prompts & guidance 

during Ss’ 

performances 

 V  V V  

2. To enhance the 

practicality & 

meaningfulness of 

learning 

contents/tasks  

13. Increasing the 

values of learning: 

Making learning 

relevant to Ss’ exams 

V  V  V  V  

14. Increasing the 

values of learning: 

Emphasizing the 

importance of 

contents/activities 

V  V   

15. Making learning 

relevant to Ss’ 

knowledge & 

experiences 

V V V V    V 

3. To boost Ss’ 

involvement in 

learning 

16. Using English 

using/learning 

opportunities: Asking 

Ss to do out-of-

textbook tasks 

V V V V V V V 

17. Using English 

using/learning 

opportunities: Making 

use of materials for 

teaching certain skills 

as materials for 

teaching other skills 

 V V   

18. Stimulating 

brainstorming & deep 

thinking processes: 

  V   V  
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Giving Ss chances to 

self-discover 

knowledge before 

explaining further  

19. Drawing on peers’ 

effects: Calling Ss to 

give model 

performances/ answer 

questions 

 V  V  V V  V V 

20. Drawing on peers’ 

effects: Repeating 

loudly Ss’ noteworthy 

performances 

     

21. Drawing on peers’ 

effects: Organizing 

collective activities 

V  V  V    

22. Drawing on peers’ 

effects: Giving 

examples of capable Ss 

     

4. To bring 

comfort to Ss 

23. Using humour in 

teacher talk 

V V    V  

24. Raising Ss’ 

confidence: 

Encouraging Ss to 

express their ideas 

without fear of making 

mistakes 

V   V V   

5. To enhance the 

novelty/specialty 

of learning 

contents/activities 

25. Comparing & 

contrasting the cultures 

of English speaking 

countries & Ss’ country  

V    V  

26. Using eye-catching 

visuals: Replacing 

black & white blurred 

textbook images with 

colourful ones 

  V   

27. Evoking Ss’ 

curiosity by organizing 

guessing activities 

V  V   V   

Total strategies 

used & 

frequencies of use 

 14 & 18 13 & 17 14 & 17 12 & 14 10 &12 

  

 The figures from Table 7.5 present an interesting fact that the numbers of strategies used 

and frequencies of use in the most interesting lessons were only marginally greater than those 

in the least interesting lessons. In other words, no major distinction was seen between the 

teacher’s interest-promoting practices in the most and least interesting lessons. Instead, two 

other underlying reasons were identified.  

First, through students’ interviews, the textbook learning topics and contents of the three 

most interesting lessons were found to positively affect their interest while those of the other 

two least interesting negatively. Particularly, cooking, the topic of Lesson 8 was considered by 

both the interviewed students and the teacher to be familiar to the students, enabling their 
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generation of ideas to contribute to the lesson. Also, Lesson 8 offered the students practical 

knowledge for their upcoming speaking exam. Brands, the topic of Lesson 4 was seen by the 

interviewed students as novel, and the lesson provided them with plenty of new words. 

Childhood memories, the topic of Lesson 6 was obviously relevant to students, helping them 

recall their past events and thus, supporting their ideas generation and arousing their learning 

involvement. Meanwhile, the topic of Lessons 1 and 2 was Good luck, bad luck, which was a 

more abstract topic that could hardly be of students’ interest, and the contents of Lesson 2 were 

imbalanced in terms of skills taught due to an excessive inclusion of reading texts.  

Second, learning conditions were also a significant contributor. Data from the post-

lesson interviews and field notes revealed that the teacher and students showed good mood and 

attitudes in Lessons 4, 6, and 8. In contrast, the beginning of Lesson 1 involved some 

administration work, such as textbook distributions. In Lesson 2, due to a technical issue, the 

class had to move to a new room that was too large; also, they were interfered with by the noise 

from the rain and thunderstorm. All these adverse factors could badly affect the students’ 

concentration and interest in Lessons 1 and 2. 

In conclusion, integrated into Ms. Thanh’s most interesting lessons were not only her 

utilisation of interest stimulating strategies but also other object-specific and context-specific 

elements such as learning contents/topics and learning conditions that helped whip up students’ 

interest. This finding suggested that single efforts by the teacher to employ interest-promoting 

strategies may be insufficient. Rather than that, an effective approach must be more 

comprehensive: drawing on synthetised groups of interest-affecting factors.  

 

7.7. Case summary 

 Forming her beliefs primarily from her teaching and learning experiences, Ms. Thanh 

had a conception that interest was essential in students’ learning processes and should be 

promoted through applying the principles of making learning contents/activities 

comprehensible, relevant, and novel to students; encouraging students’ involvement; and 

bringing fun to students. All of these beliefs were transferred into practices. Also, she had a 

central belief in the principle of ‘making learning comprehensible’ and used it most frequently. 

To promote students’ interest, she exploited object-specific factors (e.g., learning contents and 

activities) and contextual factors (e.g., opportunities for students to use/practice English and 

peers’ effects) considerably and successfully. However, she hardly used students’ personal 

factors (e.g., their personal interests) and her use of teacher factors mostly had negative effects 

on students’ interest. 
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CHAPTER 8: GENERAL FINDINGS AND DISCUSSIONS 

 

In the previous chapters, I presented results from the four case studies of individual 

teachers as to their beliefs about interest promotion, sources of their beliefs, factors affecting 

the transfer of beliefs into practices, their interest-promoting practices, and the effectiveness of 

those practices. From that, I identified two prominent teaching approaches: actively promoting 

interest while delivering knowledge by the less experienced teachers and intensively delivering 

knowledge with less focus on interest promotion by the experienced. To recap on each case, 

the first is about Ms. Hoa, a young, less experienced teacher possessing a lively teaching style 

that well assisted her interest promotion. The second is the story of Ms. Hong, another young, 

less experienced teacher, who was dedicated to self-designing activities to boost students’ 

interest. The third and fourth tell the stories of the two senior, experienced teachers, Ms. Nhan 

and Ms. Thanh, who heavily focused on knowledge transmission rather than interest 

stimulation.  

From those case studies, this chapter provides a synthesis and discussion of general 

findings with specific reference to each research question of this thesis.  

1. What are teachers’ beliefs about promoting learners’ interest in learning English? 

2. What are the primary sources for such beliefs? 

3. How do teachers promote students’ interest in learning English? 

4. What are the matches and mismatches between these beliefs and practices? Why do 

those matches and mismatches exist? 

 

8.1. What are teachers’ beliefs about interest promotion? 

This study brought to light three critical findings concerning teachers’ beliefs about 

interest promotion.  

First, data from post-lesson interviews about general and lesson-specific beliefs 

revealed that each teacher had their own central interest promotion principle(s). Particularly, 

Ms. Hoa believed that ‘bringing comfort’, ‘boosting students’ involvement’ and ‘enhancing the 

comprehensibility of learning objects’ were the three critical principles. Ms. Hong’s core 

principle was ‘boosting students’ learning involvement’, especially through pair/group work 

activities. Ms. Nhan’s and Ms. Thanh’s frequently borne in mind principle was ‘making 

learning contents/activities comprehensible to students’. All of the teachers also believed in a 

number of other principles and strategies associated with those principles. Together all the 

strategies believed by them could be categorised into 1) bringing comfort to students, 2) 

enhancing the novelty of learning objects, 3) enhancing the comprehensibility of learning 
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objects, 4) making learning meaningful to students, and 5) boosting students’ involvement.  

The second finding was the discrepancy between the teachers’ self-reported beliefs and 

their actual beliefs. Specifically, while in the initial interviews about general beliefs, some of 

them reported having certain core principles, data from later lesson-specific interviews revealed 

that their central beliefs turned out to be different (e.g., Ms. Hong and Ms. Thanh), or included 

not only the reported one but also other beliefs (e.g., Ms. Hoa). This incongruence strengthens 

the point by many researchers that teachers themselves sometimes cannot express their beliefs 

(Duffy & Anderson, 1984; Le, 2011). 

The third finding was that sometimes teachers’ beliefs were inconsistent. This was seen 

clearly in the cases of Ms. Hong and Ms. Nhan. These teachers sometimes said ‘yes’ and 

sometimes said ‘no’ when repeatedly asked over nine lesson-specific interviews about whether 

some strategies could promote students’ interest. Regarding inconsistency in teacher belief 

systems, in answering an interview by Birello (2012), Simon Borg, a leading researcher in 

language teacher cognition, stated that this phenomenon was not unusual and gave this example 

and explanation:  

 

There are teachers who say it is important to get learners to discover grammar for 

themselves but it is also important for me to cover the curriculum quickly so there is a 

tension there between a belief in the need for efficiency and another belief. So these 

tensions tend to arise simply because of the very nature of belief systems, they are 

almost naturally disposed to a certain amount of inconsistency that reflects the 

complexity of teacher cognition. (p.91) 

 

Thus, it is normal that some teachers in this study showed their inconsistent beliefs. 

However, in that interview, Borg also suggested researchers investigate how different subsets 

of beliefs work and coexist and suggested teacher educators make teachers aware of this. For 

the teachers in this study, one problem found in their inconsistent beliefs was that, for some 

occasions, while they did not directly claim a strategy as interest-promoting, they said that 

strategy was for another purpose. This, in fact, could have an effect on raising students’ interest 

(as in the case of Ms. Hong, clarifying task requirements could increase the comprehensibility 

of learning tasks and in turn, raise students’ interest). This problem concerns theoretical 

knowledge about interest promotion. One reason for this problem might be because the teachers 

were not trained exclusively about interest and interest promotion; their knowledge about these 

matters was mainly obtained from their self-study and their past teachers’ practices. Thus, this 

may suggest that a professional training course for the teachers is essential in providing them 

with knowledge about expert theories of interest promotion.  
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8.2. What are the primary sources for such beliefs? 

Data from the background questionnaire and interviews for individual cases revealed 

that the shaping of the teachers’ beliefs about interest promotion involved interaction of a wide 

range of personal and contextual factors, namely teacher education programmes and courses, 

self-study, emotional experiences during learning processes, in-service professional 

experiences, students’ feedback, working conditions, and their children’s stories about their 

learning. This confirms that teachers’ beliefs are not only personally but also interpersonally 

constructed (Felbrich, Kaiser, & Schmotz, 2014). 

First, the individuals reported that their undergraduate and graduate programmes and 

later professional training courses provided theoretical and practical knowledge related to 

interest promotion. Also, during their teacher education programmes, they made judgments of 

their teachers’ pedagogical practices and learnt from the good teaching behaviours. Thus, pre-

service education was found in this study to have crucial effects on shaping their beliefs.  

To date, there have been two streams of opposing views on the effects of pre-service 

teacher education programmes on teachers’ beliefs. On the one hand, some researchers declared 

that those programmes generate no change, and if any, at a restricted level only in student 

teachers’ beliefs (Peacock, 2001; Tang, Lee, & Chun, 2012). For example, results from a 

longitudinal study by Peacock (2001) showed no critical changes in the beliefs about SL 

learning of 146 trainee ESL teachers during their three-year programme. On the other hand, 

various researchers affirmed that those programmes critically affect pre-service teachers’ 

beliefs. For example, according to Mansfield and Volet (2014), pre-service teachers’ 

engagement in structured group activities in their teacher education programme could cement 

and broaden their beliefs about classroom motivation. Also, pre-service teachers’ beliefs about 

good teaching were found to change as a result of their school experience, including 

observational fieldwork and teaching practicum as part of their teacher education programme 

(Ng, Nicholas, & Williams, 2010). In such a context, the finding above of this study supports 

the notion that pre-service teachers’ beliefs are susceptible to change due to their learning 

experiences in teacher education programmes.  

Second, this study also found that the teachers’ knowledge from their self-study (e.g., 

reading books and reading from EFL-related websites) was also significant for forming their 

beliefs. However, while Ms. Thanh appreciated the detailed guidance of the teacher’s book for 

warm-up activities, Ms. Hoa found it sophisticated and irrelevant to her students. This reveals 

that teacher’s books are not always reliable. 

Third, emotional experiences during learning processes were another source of 

teachers’ beliefs (as in the case of Ms. Hoa). Equating such emotional experiences of hers to 
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those of her students, she believed in certain teaching procedures that could stimulate or 

decrease students’ interest. This shows a nexus between teachers-as-a-learner’s emotions and 

cognition in the way that emotions “embody changes in an individual’s action readiness”, which 

is the “action-regulating function” of emotions as defined by Holodynski (2013, p.11). More 

elaborately, through this function of emotion, the person changes their readiness for action 

towards either conducting or inhibiting an action or readiness for changing relationships with 

the environment. Golombek and Johnson (2004) also argued that teacher emotion and teacher 

cognition have an interwoven connection, which propels them to seek mediational tools to help 

them to externalise their experience. 

Fourth, the teachers’ in-service professional experience was another personal source of 

information for their beliefs. All of the cases acknowledged that they relied considerably on 

their own teaching experience to consolidate their beliefs. Especially for Ms. Thanh, the most 

senior teacher, her learning experiences from her teacher education programmes were not fresh 

enough for her to recall them clearly. Her interest promotion practices, thus, mainly depended 

on her teaching experiences and her in-service training courses. This suggests the necessity of 

continuous training of teachers to update them of new theories and methodologies in their 

educational fields and get them to reflect on their beliefs and practices (Alijanian, 2012). In 

addition to their own teaching experiences, by observing their colleagues’ lessons, through their 

colleagues’ sharing their lessons and students, and by attending seminars (mostly in Faculty A), 

the teachers also gained valuable information about interest promotion. 

Fifth, as for students’ feedback, the study highlights that embarrassing memories 

involving students’ direct in-class complaints about teaching can fundamentally transform 

teachers’ beliefs. As in the case of Ms. Hong, such a situation once happened to her and changed 

her belief from ignorance to conscious thoughts of designing interesting learning activities. 

Students’ feedback was also identified as one of three top sources of changes in teachers’ beliefs 

by Richards, Gallo, and Renandya (2001). These authors commented on their finding that “It is 

not hard to understand how teachers learn and then change based on student feedback. Since 

they are with them most of the time, teachers often view their students as their best source of 

feedback” (p. 52). Other researchers also affirmed the role of students’ feedback in making 

teachers reconsider their teaching to either strengthen their positively evaluated behaviours or 

overcome their identified weaknesses (Gaertner, 2014; Lai & Schildkamp, 2013). 

Sixth, working conditions were also found to affect the teachers’ conceptions of interest 

promotion. Those factors were the fixed exam-driven syllabus, the examination system that 

followed the format of PET (Cambridge Preliminary English Test), and the students’ limited 

language proficiency and learning expectations, mainly for passing the courses. While 
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affirming that promoting students’ interest fostered knowledge delivery, they stated clearly that, 

with considerations of these circumstances, their main purposes were to deliver knowledge, 

complete the sections guided in the syllabus, and help students achieve good exam results rather 

than stimulate their interest. This powerful influence of these institutional factors in shaping 

teachers’ beliefs was also highlighted in some studies (e.g., Le, 2011). 

Seventh, another noteworthy finding was the effect of social background factors in the 

teachers’ personal lives on their beliefs. As in the case of Ms. Thanh, through her children’s 

stories about their teachers’ interesting lessons, she could obtain ideas about interest promotion 

and add them to her beliefs.  

In conclusion, this study found that teachers’ beliefs resulted from an interplay between 

two systems.  One was personally constructed and associated with their diverse accumulated 

learning and teaching experiences, and the other was socially constructed and associated with 

their working and personal life contexts. 

 

8.3. How do English teachers promote students’ interest in learning English? 

8.3.1. Teachers’ interest-promoting behaviours 

Through notes taken during nine observations for each teacher and through video 

recordings of those observed lessons, each of their teaching behaviours was examined carefully 

as to whether they were interest-promoting according to the literature review. The majority of 

strategies applied by Ms. Hoa was to give students comfort, enhance their involvement 

(especially through boosting teacher-student and student-student interaction), and enhance the 

comprehensibility of learning materials; by Ms. Hong, they were to foster students’ 

involvement, especially through pair/group work games; and by Ms. Nhan and Ms. Thanh, they 

were to enhance the comprehensibility of learning contents/activities. More generally, the less 

experienced teachers focused on providing learning involvement opportunities while the 

experienced teachers focused on increasing students’ comprehension.  

Also, on the whole, all the teachers drew barely on students’ personal factors (e.g., 

personal interests), occasionally on contextual factors (e.g., students’ mood, teacher talk, peers’ 

effects), and frequently on object-specific factors (e.g., learning contents/activities).  

Below is a synthesis of five categories of all strategies the teachers applied in their 

lessons for interest promotion. The first category, bringing comfort to students, in fact, can be 

an interest-promoting principle in that it draws on students’ psychological conditions in the 

learning circumstance, which is one contextual factor affecting students’ interest (Tin, 2016). 

More explicitly, the comfort given can help reduce or eliminate adverse psychological emotions 
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in learning such as awkwardness, timidity, and inferiority. This encourages students to learn, 

perform tasks, and express themselves in their most natural manner. The last four categories 

are in line with the literature about principles of interest enhancement as below: 

• Ensuring the ‘novelty’ of learning contents/activities (Silvia, 2008a). 

• Ensuring the ‘comprehensibility’ of learning contents/activities (Silvia, 2008a). 

• Ensuring the ‘meaningfulness’/’relevance’ of learning contents/activities (Mitchell, 

1993; Hidi & Renninger, 2006; Jack & Lin, 2014, Tomlinson, 2012). 

• Providing ‘involvement’/’engagement’ opportunities to students (Hidi & Renninger, 

2006; Mitchell, 1993; Tomlinson, 2012).  

 

Category 1: To bring comfort to students 

Strategy 1. Performing in a friendly and caring manner. 

Strategy 2. Giving encouragement.  

Strategy 3. Using humour in teacher talk. 

Strategy 4. Creating fun through games. 

Strategy 5. Raising students’ confidence: Encouraging students to express their ideas without 

fear of making mistakes. 

 

Category 2: To enhance the novelty of learning objects 

Strategy 6. Taking advantage of a loophole in the logic of students’ answers to add 

interestingness to vocabulary learning.  

Strategy 7. Portraying English as an interesting language. 

Strategy 8. Using extraordinary ideas in task instructions to enhance the novelty of tasks. 

Strategy 9. Skilfully structuring contents of teacher talk to create effect, climax, and surprise. 

Strategy 10. Uncovering surprising ideas about grammar only after mistakes happen. 

Strategy 11. Comparing and contrasting cultural/linguistic features to emphasise the novelty of 

the foreign culture/language. 

Strategy 12. Creating new activities in each lesson. 

Strategy 13. Using eye-catching visual aids: Designing attractive slides. 

Strategy 14. Using eye-catching visual aids: Replacing textbook black and white images with 

colourful ones. 

Strategy 15. Adding novel factual information about learning objects. 

Strategy 16. Evoking students’ curiosity in learning by organizing guessing activities. 

Strategy 17. Exercising novel teaching methods. 
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Category 3: To enhance the comprehensibility of learning objects 

Strategy 18. Pre-activities comprehension support: Explaining and stressing task requirements.  

Strategy 19. Pre-activities comprehension support: Modelling performance to help students 

understand how to do the task. 

Strategy 20. Pre-activities comprehension support: Pre-teaching things such as vocabulary, 

pronunciation, background and language knowledge, and task dealing strategies. 

Strategy 21. Comprehension support during activities: Providing prompts and guidance during 

students’ task performances. 

Strategy 22. Comprehension support during activities: Offering students extra opportunities to 

expose to English materials. 

Strategy 23. Comprehension support during activities: Helping students learn from their and 

peers’ mistakes. 

Strategy 24. Comprehension support during activities: Showing evidence from learning 

materials to explain answers to questions/exercises. 

Strategy 25. Knowledge comprehension support: Dividing knowledge into specific parts for 

easier explanations. 

Strategy 26. Knowledge comprehension support: Predicting phenomena in learning tasks that 

may cause students confusion and explaining them carefully. 

Strategy 27. Knowledge comprehension support: Teaching interrelated textbook parts of 

knowledge in combination. 

Strategy 28. Knowledge comprehension support: Making students see the connection of 

contents in different parts of the book. 

Strategy 29. Knowledge comprehension support: Giving detailed examples to clarify language 

rules. 

Strategy 30. Knowledge comprehension support: Generalizing and devising formulas to clarify 

language rules. 

Strategy 31. Knowledge comprehension support: Using comparison to make knowledge 

memorable and understandable. 

Strategy 32. Knowledge comprehension support: Providing additional knowledge to 

compensate for students’ lack of knowledge. 

Strategy 33. Knowledge comprehension support: Using visuals to illustrate learning contents.  

Strategy 34. Knowledge comprehension support: Using hand gestures to assist students’ 

comprehension. 

Strategy 35. Knowledge comprehension support: Translating complicated contents into 

students’ mother tongue. 
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Category 4: To make learning objects relevant to students 

Strategy 36. Including in teacher talk slang and topics popular among students.  

Strategy 37. Connecting learning contents to students’ knowledge and experiences. 

Strategy 38. Relating the cultural knowledge learnt to the cultures of students’ country. 

Strategy 39. Increasing the values of learning: Conducting an introduction about the goals and 

significance of the learning course. 

Strategy 40. Increasing the values of learning: Making learning relevant to tests/exams. 

Strategy 41. Increasing the values of learning: Giving bonus points. 

Strategy 42. Increasing the values of learning: Emphasizing the importance of learning 

contents/activities.  

Strategy 43. Tailoring textbook contents/tasks to make them more meaningful to students. 

 

Category 5: To boost students’ learning involvement 

Strategy 44. Creating teacher-student interactions: Incorporating understanding checking 

questions during instructions.  

Strategy 45. Creating teacher-student interactions: Creating a convergence between teacher talk 

and students’. 

Strategy 46. Creating student-student interactions: Organizing pair/group work activities. 

Strategy 47. Organizing project-based learning activities. 

Strategy 48. Stimulating brainstorming and deep thinking processes: Asking students to give 

comments/suggestions or raise questions to performing students. 

Strategy 49. Stimulating brainstorming and deep thinking processes: Posing questions during 

instructions before confirming information. 

Strategy 50. Drawing attention: Asking attention-seeking questions. 

Strategy 51. Drawing attention: Setting times to let students perform tasks with concentration. 

Strategy 52. Drawing attention: Reminding students of the remaining time to complete tasks. 

Strategy 53. Drawing attention: Echoing performing students’ words.  

Strategy 54. Drawing attention: Acting in a fresh and active teaching manner. 

Strategy 55. Drawing attention: Checking students’ reactions to random questions about the 

knowledge learnt.  

Strategy 56. Drawing attention: Waking up students by saying encouraging words. 

Strategy 57. Drawing attention: Making use of changed voice and movement/ body positions. 

Strategy 58. Using available English using/learning opportunities: Acting as a partner with 

students to help them practice English. 
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Strategy 59. Using available English using/learning opportunities: Stepping up students’ oral 

production in class. 

Strategy 60. Using available English using/learning opportunities: Encouraging students to 

speak in English in class as much as possible.  

Strategy 61. Using available English using/learning opportunities: Encouraging students to 

have English communications with other people in outside class environments. 

Strategy 62. Using available English using/learning opportunities: Asking students to do out-

of-textbook tasks inside and outside class. 

Strategy 63. Using English using/learning opportunities: Making use of materials for teaching 

certain skills as materials for teaching other skills. 

Strategy 64. Drawing on peers’ effects: Giving examples of capable students. 

Strategy 65. Drawing on peers’ effects: Calling on students to give model performances/ answer 

questions. 

Strategy 66. Drawing on peers’ effects: Repeating loudly students’ noteworthy performances. 

Strategy 67. Drawing on peers’ effects: Organizing collective activities. 

Above are all the interest-promoting strategies seen to be employed by the four teachers. 

Further details on the number of strategies used by each teacher are presented in Table 8.1.  
 

 

Table 8. 1. Use of interest-promoting strategies by the four teachers 

 

 Less experienced teachers Experienced teachers 

Ms. Hoa  Ms. Hong Ms. Nhan Ms. Thanh 

No. of strategies used in 

nine observed lessons 

33 32 24 27 

No. of strategies used & 

frequencies of use in the 

most interesting lesson 

22 & 26 22 & 27 13 & 15 14 & 18 

 

No. of strategies used & 

frequency of use in the 

least interesting lesson 

10 & 10 12 & 12 7 & 8 10 & 12 

 

This table shows that among the 67 strategies above, Ms. Hoa employed 33, Ms. Hong 

32, Ms. Nhan 24, and Ms. Thanh 27 strategies in their nine observed lessons. The numbers of 

strategies used and the frequencies of use by Ms. Hoa and Ms. Hong in their most and least 

interesting lessons were also slightly higher than those by Ms. Nhan and Ms. Thanh. In general, 

the less experienced teachers applied a broader range of strategies. Also, information from 

Table 8.1 (together with information from Appendices 19, 20, 21, 22 about lessons other than 

the most interesting and least interesting ones) reveals an overall trend for all the teachers in 

which their most interesting lessons received the biggest numbers of interest-stimulating 
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strategies used while their least interesting lessons the smallest numbers. This reinforces the 

roles of teachers in applying appropriate strategies in stimulating students’ learning interest. 

 

8.3.2. Effectiveness of teachers’ interest-promoting practices or level of students’ interest 

 The success of each teacher’s interest promotion practices was examined by using end-

of-lesson student questionnaires (delivered to all students attending the lessons) and interviews 

(maximum three students per lesson and each student participating maximum two times). Table 

8.2 below demonstrates students’ interest levels based on each data source separately and on 

these sources in combination. The corresponding rankings of the teachers’ success are also 

included. 

 

Table 8. 2. Effectiveness of interest promotion practices by the four teachers 

 Less experienced teachers Experienced teachers 

Ms. Hoa Ms. Hong  Ms. Nhan Ms. Thanh 

Types of classes English 1 English 1 English 0 English 2 

Students’ interest levels 

by questionnaires 

4.09 

 

3.81 3.90 3.96 

Students’ interest levels 

by interviews 

4.06 3.52 3.28 3.21 

Students’ combined 

interest levels 

4.08 3.67 3.59 3.59 

Rankings (using 

questionnaire scores only) 

1 4 3 2 

Rankings (using the 

combined scores) 

1 2 3 3 

  

As shown by Table 8.2, all the teachers relatively successfully promoted their students’ 

interest. Ms. Hoa’s lessons received the highest score at 4.08, followed by Ms. Hong (3.67), 

and lastly, Ms. Nhan and Ms. Hong at the same score of 3.59. However, it would be unfair to 

compare their success by merely looking at these numbers. This is because aside from teachers’ 

pedagogical methods, as discussed elaborately in many previous sections, a number of other 

factors – person-specific, object-specific, and context-specific exert influence on students’ 

interest. In this study, the teachers taught in similar conditions, including large-sized classes, 

air conditioning systems, and Wi-Fi access for teachers only. However, one obvious object-

specific factor differing among them were the English course they taught and another obvious 

teacher factor was age. Therefore, it would be more judicious if comparisons were made with 

regard to these factors. Given such information, two comparisons were drawn: between two 

less experienced teachers and between two groups of teachers. In these comparisons, data from 

three sources: student questionnaires, observations, and student interviews were triangulated. 
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8.3.2.1. Comparison between two less experienced teachers 

The first comparison is between Ms. Hoa and Ms. Hong, who taught the same course, 

were in their late twenties, and had fewer than ten years of experience at Faculty A at the time 

of this study. The figures from both questionnaires and interviews, as shown in Table 8.2, 

indicate that Ms. Hoa achieved higher effectiveness in stimulating students’ interest. Reasons 

behind this difference in their levels of success need investigating.  

The first rationale involves their teaching styles and manners. While Ms. Hoa’s teaching 

behaviours were highly appreciated by her students as bringing them comfort, freedom, and 

fun, Ms. Hong was thought of by her students as being a strict teacher who failed to offer them 

fun and comfort during learning. Through observations, Ms. Hoa was seen to have friendly, 

intimate, caring, and encouraging teaching behaviours; in contrast, Ms. Hong’s way of 

addressing showed a distance from students, and her voice, body expressions, and talk showed 

an authoritative and serious teaching manner. This difference in their teacher-student 

interpersonal behaviours may explain why even though Ms. Hong applied as diverse strategies 

as Ms. Hoa to enhance the novelty, comprehensibility, meaningfulness of learning materials 

and to involve students in learning, her students’ interest level was lower than Ms. Hoa’s 

students’ interest level. It can be inferred that for interest promotion, comfort may be the first 

feeling students need to experience before any other judgments on learning objects (novelty 

and complexity, comprehensibility, meaningfulness) and before any involvement opportunities 

are given. 

In essence, the problem being discussed here is associated with the relationship between 

teacher interpersonal behaviour towards their students, or “the perceptions of students toward 

the behaviour of their teachers” (den Brok, Fisher, & Koul, 2005, p. 767) and students’ interest. 

Wubbels
 
and Brekelmans (2005) pointed out two important dimensions of interpersonal teacher 

behaviour: Proximity and Influence. Proximity refers to behaviours showing teachers’ 

interpersonal bonds and cohesion towards students (as featured in Ms. Hoa’s class), whereas 

Influence represents teachers’ behaviours emphasizing control over students (as featured in Ms. 

Hong’s class). To date, research about learning environments has witnessed incongruences in 

the results of studies on the connection between teacher interpersonal behaviour and students’ 

affective outcomes (i.e., enjoyment, interest, enthusiasm, etc.). According to den Brok, Fisher, 

and Koul (2005), results from several studies showed that Proximity had somewhat stronger 

effects than Influence on students’ attitudes towards science. However, a study by these authors 

in 2005 yielded a different result: Influence and Proximity appeared to be equally important in 

terms of effects on students’ enjoyment of primary science. Another study by van Uden, Ritzen, 

and Pieters (2014) revealed that Influence contributed more to behavioural engagement, while 

Proximity contributed much more to emotional engagement and slightly more to cognitive 



 

 202 

engagement than Influence. For the current study, it is evident that Proximity is superior to 

Influence in having positive effects on students’ interest.  

The second reason underlying the disparity in the effectiveness of the two less 

experienced teachers’ interest stimulation practices concerns Ms. Hong’s organisation of out-

of-textbook activities. Four among her nine observed lessons involved a group presentation 

activity occurring in about 30-45 minutes (one-fourth to one-third of the lesson time). As 

analysed in Chapter 5 about the effectiveness of her practices, this strategy was viewed by the 

interviewed students and herself as decreasing students’ interest due to the difficulty of this 

activity and of their peers’ presentation contents. In this case, the lack of one interest 

determinant (comprehensibility) can slacken the effect of other interest determinants 

(involvement opportunities) on students’ interest. Therefore, it is reasonable to infer that in 

interest promotion, a comprehensive approach that enhances all interest determinants – novelty, 

comprehensibility, meaningfulness of learning contents/ activities, and students’ involvement, 

must be adopted.  

8.3.2.2. Comparison between two groups of teachers 

The second comparison is between the two groups. The figures from the last row of 

Table 8.2 show that overall, the less experienced were superior to the experienced concerning 

interest promotion. Details on information from each source of data are discussed below. 

Through the channel of student questionnaires, from Table 8.2, no obvious distinction 

between the levels of success by two groups was seen. Ms. Hoa, one young, less experienced 

teacher, was ranked number one, and Ms. Hong, the other less experienced teacher, number 

four. Meanwhile, the experienced teachers ranked number two and number three. However, 

there were two possible reasons for this humbler success of Ms. Hong than that of the 

experienced teachers despite her application of a broader range of strategies. Firstly, while Ms. 

Hong taught English 1, Ms. Nhan taught English 0, and Ms. Thanh taught English 2. As 

required, students in English 0 had to pass the course to enter the official English programme 

through which their course marks were added to the cumulative points of their degree. 

Similarly, students in English 2 classes had to pass the course to meet the language requirements 

for their graduation. These special requirements might motivate students to take English 0 and 

English 2 more seriously and learn it harder than English 1. This, in turn, might generate their 

interest in learning these courses better than in learning English 1 as goals and interest are 

connected (Bergin, 2016). Secondly, as a cultural trait of Vietnam, people tend to show a 

respectful attitude towards other people of a high social status, age, or authoritarian position 

(Hunt, 2004) and give a biased evaluation of what they do, especially regarding their expertise-

related matters. It was likely that Ms. Nhan and Ms. Thanh’s students gave a generous rating 

on their lessons as they were advanced in terms of age and as many of Ms. Thanh’s students 
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knew that she was the Deputy head of Faculty A and Head of Department. 

When it comes to the other two data sources, the story turned different: the less 

experienced teachers were found to outperform the experienced ones.  

Through observations, the less experienced teachers’ lessons were seen in a lively 

atmosphere, as opposed to the humdrum atmosphere in the other teachers’ lessons. For Ms. 

Hoa’s class, the students laughed frequently and had attentive eyes towards the teacher and the 

board/slides. For Ms. Hong’s class, a considerable amount of students’ movement and 

discussion was observed during pair/group work activities. Meanwhile, the students in the 

experienced teachers’ classes mostly sat inactively and silently and had scarce responsive 

behaviours showing their attention and participation. Also, the overwhelming majority of field 

notes on students’ reactions in the young teachers’ lessons were positive, while in the senior 

teachers’ lessons were negative. Such comments, as already mentioned in the previous chapters, 

are restated in Table 8.3 below in two columns for comparison. 

 
 

Table 8. 3. The majority of observation field notes for less experienced teachers vs. 

experienced teachers 

The majority of observation field notes for young 

teachers 

The majority of observation 

field notes for senior teachers 

- “most Ss pay attention”, 

- “most/ ¾ Ss participate (exaltedly)”,  

- “most Ss do/perform”,  
- “most Ss look up and listen to T”,  

- “most Ss answer loudly”,  
- “very exaltedly”,  

- “¾ Ss follow T’s instructions and look at the book”,  

- “most Ss do eagerly”,  
- “Ss are active”,  

- “Ss/all groups do/prepare exaltedly”,  
- “Ss are excited”,  

- “all Ss do attentively”, 

- ⅔ Ss laugh”,  

- “Ss laugh a lot”,  

- “the whole class laugh out loud”,  
- “the whole class turn to watch the performing Ss”,  

- and “the whole class read out loud in chorus” 

- “⅓ (or ¼) Ss pay attention”,  

- “⅓ (or ¼) Ss participate”,  

- “⅓ (or ¼) Ss answer”,  
- “Ss are not interested in 

listening and following the 
instructions”,  

- “no one answers”,  

- “only several Ss listen/ 
answer”,  

- “several Ss look up to the 
slide”,  

- “Ss are sleepy and languid”,  

- and “Ss mostly sit inactively 

and quietly”. 

 

 

In addition, a large proportion of positive student feedback was given to the young 

teachers. Examples of compliments for Ms. Hoa were being humorous, energetic, cheerful, 

friendly; having fascinating talk; giving careful and explicit instructions; interacting frequently 

with students through both verbal and nonverbal expressions. Similarly, examples of 

compliments for Ms. Hong were organizing diverse interactive and engaging learning activities, 

being enthusiastic and dedicated, giving detailed instructions, offering satisfied learning 

opportunities, and having good pronunciation. In contrast, Ms. Nhan and Ms. Thanh received 

a number of negative remarks for giving students insufficient practice/preparation opportunities 
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and time and only several praises for their generally comprehensible instructions.  

On the whole, although one novice teacher was found to be less successful in stimulating 

students’ interest than the senior teachers based on data from student questionnaires, possible 

compensatory reasons (i.e., students’ different learning purposes, students’ biased response for 

teachers of a more advanced age and a higher position) were identified. Also, data from student 

interviews and observations conclusively proves the inexperienced teachers’ greater 

effectiveness in interest enhancement compared to their counterparts. Thus, in short, by using 

a more diverse array of interest-promoting strategies, the less experienced teachers could 

promote students’ interest better than the experienced teachers. This finding suggests a rounded 

use of principles; focusing on comprehension support only (as in the cases of the experienced 

teachers) did not work in enhancing their students’ interest. Instead, enhancing 

comprehensibility must be combined with fostering students’ involvement by giving them 

learning/practicing opportunities (as in the cases of the less experienced teachers). Also, this 

finding is not surprising given the country’s educational and cultural contexts detailed below.  

First, regarding the country’s English learning and teaching contexts, as discussed in 

the introduction chapter, through the launch of The National Foreign Languages Project 2008-

2020, a student-centred pedagogical approach was brought into sharp focus to stimulate 

students’ creativity and engagement in the learning process (Government of Vietnam, 2008). 

This policy has also enabled innovations in the English curriculum and teacher education.  

Relating this project to the current study, a coincidence is that the start of this project 

was also the start of the novice teachers’ bachelor’s programme. As a result, they received an 

innovative education that emphasised promoting students’ creativity and engagement. This 

contributed to their wealth of relevant knowledge and beliefs about these issues and these 

beliefs, in turn, led to an adoption of the student-centred approach into their practices. In this 

approach, students’ engagement, deep learning, and collaborative work are encouraged when 

they participate in a variety of activities (Honkimaki, Tynjala, & Valkonen, 2004; Weimer, 

2002), which enhances their learning interest.  

Meanwhile, for the experienced teachers, at the time they were conferred their 

bachelor’s and master’s degrees in English language teaching/ linguistics, the Renovation 

Scheme had not started. They were trained under the traditional educational system 

characterised as teacher-centred, with students being expected to be quiet, listen attentively to 

teacher talk, and participate in drills when told to (Dang, 2010; Trinh, 2005). Their experience 

in this approach focusing on knowledge transmission then transferred into their instructional 

practices as observed by the researcher. In this approach, the teacher dominates the classroom 

by carrying out most activities such as developing syllabuses, delivering instructions, 
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transmitting knowledge, and evaluating student learning, while the students make efforts 

mainly to record the information (Wright, 2011). Thus, students are passive recipients of the 

teacher’s expert knowledge (Barr & Tagg, 1995, p. 21), which can badly affect their learning 

interest.  

Second, regarding cultural contexts, Vietnamese teachers normally have concern for 

face loss and public image (Phan & Locke, 2016). This is more likely the case for teachers 

whose teaching experiences and quality have not been well established. It is possibly why they 

have a tendency to satisfy students and care about not only their learning results but also their 

emotions. As a result, they tend to show more interest-promoting behaviours than teachers 

whose teaching experiences and quality have been recognised. 

Thus, even though it is often said that with age comes wisdom, and that senior, 

experienced teachers tend to be more effective than young, less experienced teachers (e.g., 

Podolsky, Kini, & Darling-Hammond, 2019), this study found a reverse tendency. The above 

finding affirms the vital role of teachers in enhancing students’ interest (Krapp et al., 1992; Tin, 

2016; Yunita, 2017) through their application of interest-promoting strategies.  

8.3.3. Factors affecting the effectiveness of teachers’ interest promotion, or students’ 

interest 

Through 69 student interviewees’ comments on the lessons, three groups of factors 

influencing their interest: person-specific, object-specific, and context-specific were revealed.  

At a person-specific level, the study finds that limited background and English language 

knowledge (vocabulary), learning goals of passing exams only, and personal disinterest in 

learning English can be factors reducing students’ interest.  

At an object-specific level, the study indicates that interest-propelling elements for 

students can be favourite topics; novel, understandable, and relevant learning contents; and 

diverse interactive and engaging learning activities. However, difficulties, oldness, boringness 

of learning topics/contents, lack of interactive activities, and uniformity of activities can erode 

their learning interest.  

At a context-specific level, while a cheerful and lively voice was associated with high 

interest (as seen in Ms. Hoa’s class), a flat voice with a strong local accent could negatively 

affect their interest (as seen in Ms. Thanh’s class). In fact, teacher voice, if used effectively, 

was emphasised by Maley (2000) as making students “both more confident and more motivated 

to learn” (p. vii). Also, teachers’ clear, comprehensible, and detailed instructions and moderate 

pace of instruction delivery were appreciated while the imbalanced time division among lesson 

parts that resulted in both slowly and quickly-paced instructions were criticised. Additionally, 
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animated lessons with interaction and learning involvement opportunities for students were 

preferred over dull lessons full of one-way teacher talk and quiet and inactive tasks. Many other 

learning conditions were considered as reducing interest: teachers’ seriousness and old teaching 

style, inactive peers, bad weather, inappropriate lesson time, their bad health conditions, and 

personal businesses.  

At the same time, the study showed that there are several things teachers can do to 

prevent students from losing interest, as suggested by the interviewed students.  

To reduce the difficulty of listening activities, the students suggested several solutions: 

a) divide recordings into parts, b) give students repeated times to listen, c) read the transcripts 

after letting students listen for several times to ensure slow speed and clear pronunciation for 

them to recognise sounds, d) show transcripts and let students read transcripts to find the 

information for answering questions, e) ask students which parts of the listening file they want 

to re-listen then focus on those parts only.  

To reduce the comprehensibility of learning materials, the students recommended pre-

teaching vocabularies and background knowledge at the start of an activity and translating 

complex contents into students’ mother tongue. For instructions delivery, the students preferred 

instructions to be given in not only oral but also written forms. Concerning this, Sowell (2017) 

proposed a specific strategy that perfectly matches the above-mentioned recommendation by 

the students, who were EFL beginner learners: 

 
 

For learners who are more familiar with written text than oral input (such as false beginners in 

an English as a foreign language setting), you might write out instructions and display them 

with … a PowerPoint slide... This provides oral and written input at the same time and offers 

extra support until your students become accustomed to your instructions (p.13). 

 

For increasing interaction, the students suggested teachers hold pair/group work 

activities. For encouraging students’ participation, in addition to opportunities for the whole 

class, many students wanted individualised opportunities as well (e.g., calling them with a 

higher frequency to perform tasks or answer questions, clearly assigning tasks to each student 

or each pair/group of students, going around the class to monitor their performances). 

Regarding this, Bao (2021) accentuated that “teachers must be able to negotiate classroom 

participation structures and ensure that every learning style [even silent learning style] has a 

place to operate without forcing students to restrain themselves” (p.31).  
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8.4. What are the matches and mismatches between the teachers’ beliefs and practices? 

What are the reasons for those matches and mismatches? 

8.4.1. Matches and mismatches between teachers’ beliefs and practices 

Almost all beliefs by the four teachers were transferred into practices except for a few 

occasions due to hindering factors.  

When quantity is considered, for Ms. Hoa, among 29 strategies she believed as interest-

promoting, four were not seen being employed in any lessons, and one was used in some 

lesson(s) but not in some other lessons despite being planned. For Ms. Hong, all of the 30 

interest-promoting strategies she believed were witnessed. Among 19 strategies believed by 

Ms. Nhan, three were not employed any time, and one was sometimes transferred and 

sometimes not transferred into her actions. For Ms. Thanh, all of the 15 strategies she believed 

as interest-promoting were used at least once; however, three were sometimes not put into 

practice.  

As for the patterns of the strategies that were not used by the teachers either in all of 

their lessons or in some situations only, a synthesis is presented in Table 8.4 below. 

 

Table 8. 4. Interest-promoting strategies not put into practice by the four teachers 

Note: N/A means that the teachers either did not express their belief in the strategy or had no 

occasions when they could not apply the strategy. 

 
Principles Strategies by Ms. 

Hoa 

Strategies by 

Ms. Hong 

Strategies by Ms. 

Nhan 

Strategies by 

Ms. Thanh 

Examining Ss’ 

interests/needs 

Investigating Ss’ 

interest profile to 

adjust teaching 

contents  

N/A Conducting a 

survey to help 

establish suitable 

learning topics & 

contents  

N/A 

Increasing the 

comprehensibility 

of learning 

contents/activities 

Designing slides 

with few words but 

images illustrating 

relevant contents  

N/A N/A Helping Ss learn 

from their & 

peers’ mistakes  

Making learning 

contents/tasks 

relevant to 

students 

Relating learning 

to Ss’ psychology, 

knowledge, & 

experiences 

N/A Making learning 

relevant to Ss’ 

knowledge & 

experiences  

N/A 

Boosting Ss’ 

involvement   

- Assigning Ss who 

do not like 

speaking to a class 

with many Ss good 

at speaking 

- Letting Ss 

practice mimicking 

foreigners’ voice  

N/A - Organizing games 

to create 

competitiveness  

- Organizing field 

trips & outdoor 

activities  

- Using warm-up 

activities  

- Organizing 

out-of-textbook 

exercises/tasks 

to encourage Ss 

to practice using 

English 
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The table demonstrates that the strategies not employed either one or many times fell 

into four categories: 1) examining students’ interests/needs, 2) increasing the comprehensibility 

of learning contents/activities, 3) making learning contents/tasks relevant to students, and 4) 

boosting students’ involvement. Among them, the first category draws on students’ personal 

factors, the second and third draw on object-specific factors (e.g., learning contents/activities), 

and the last on contextual factors (e.g., English using/practicing opportunities, peers’ effects). 

 

8.4.2. Reasons for matches and mismatches between the teachers’ beliefs and practices 

A number of helping and hindering factors involving the transferring of the teachers’ 

beliefs into practices were uncovered through data from the teacher background questionnaire, 

teacher interviews, and observations. The negative elements by far outweighed the positive 

ones, and both types of elements involved three groups of factors: teachers’ personal factors, 

student factors, and teaching conditions.  

On the positive side, the following factors were found: teachers’ personal factors (e.g., 

passion for teaching, favourable inborn characteristics, and teaching experiences); well-

equipped facilities; teacher’s books with useful guides; equal level of students in a class; and 

students’ conscious attitude in learning due to the university’s rules and regulations.   

On the negative side, the number of factors was substantial. First, the study brings to 

light several personal elements, including teachers’ bad mental and physical conditions and 

insufficient time to study about interest promotion elaborately, to survey students’ learning 

ability, and to prepare and deliver lessons due to their personal family commitment and heavy 

load of job responsibilities. This is in agreement with the point raised in previous studies on the 

contradictory expectations involving domestic and professional roles in contemporary 

Vietnamese society’s cultural construction of womanhood. Those conflicts create pressure on 

women and curb their career advancement (e.g., Hoang, 2020; Schuler, Anh, Ha, Minh, Mai, 

& Thien, 2006).  

Second, this study also yields similar findings to those of many studies about the effect 

of adverse teaching environment factors (e.g., Borg, 2015; Liu & Gajaseni, 2021; Mansour, 

2009), including course factors and working conditions.  

Those course factors were large-sized classes, lack of in-class learning time, fixed 

syllabuses, improper and uninteresting coursebook contents, physically low-quality 

coursebooks, and frequently changed graduation English requirements. Among those factors, 

the two first mentioned were the most outstanding ones as all the teachers complained about 

them. Understandably, the large number of students in most Vietnamese classrooms (50-60 

students) in higher education institutions prevents teachers from implementing teamwork 

activities (Pham, 2010). If such a class is divided into groups of two to four students, an 

effective group size, as suggested by Johnson, Johnson, and Holubec (1994, p. 38), 10 to 12 

groups would be created and work simultaneously under a single teacher’s management. Thus, 
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being bound by the insufficient course time, teachers can hardly allocate an adequate level of 

care to each group, and class management can be a trouble for them. Consequently, many 

teachers may opt to quit their intention to apply such a teaching approach to increase students’ 

interest and focus on delivering necessary knowledge for students’ exams only.   

The teachers also faced a dearth of conditions necessary for language teaching and 

learning (e.g., Wi-Fi connection for both teachers and students, flexible chairs and tables and 

proper seating arrangement for easy movement, sticky boards, access to useful teaching 

resources, financial support for obtaining and distributing materials). Also, the teachers’ interest 

promotion practices were handicapped by some student factors (e.g., limited English levels, 

lack of personal interest in learning English, bad learning attitudes, poor family backgrounds 

with limited life knowledge/experience).  

Many of the above problems have been witnessed and claimed by EFL teachers in other 

tertiary institutions in Vietnam through a number of studies in the field (Hoang, 2020; Nguyen, 

Fehring, & Warren, 2015; Nguyenc, 2019). The above findings of this study about the effects 

of personal elements, student variables, and institutional factors on teachers’ performance 

contribute to the description of a comprehensive picture of EFL teaching circumstances in 

higher education contexts in Vietnam. 

 

8.5. Summary  

 This chapter has presented the general results from the four case studies in relation to 

each research question. As for teachers’ belief system, this study finds that there are central, 

more influential beliefs and peripheral beliefs (Green, 1971; Nespor, 1987; Phipps and Borg, 

2009). Also, in line with the framework for language teacher cognition by Borg (2015), this 

study yields the finding that teachers’ beliefs originate in and are shaped from a complex 

interaction among personal learning experiences, teaching experiences, and contextual factors. 

Additionally, though teachers’ beliefs are resistant to change (Nguyend, 2013; Skott, 2015), this 

study proves that they do change (e.g., as in the case of Ms. Hong, because of students’ 

feedback). Moreover, as teachers’ practices in this study immensely matched their beliefs, 

beliefs can be good indicators of behaviours (Calderhead, 1996; Lamb, 2017; Skott, 2015).    

In answering research question 1 about teachers’ beliefs and research question 3 about 

teachers’ practices, comparisons between less experienced and experienced teachers were made 

as part of the original research design. Opposite to the viewpoint that young teachers teach less 

effectively than senior teachers (e.g., Podolsky, Kini, & Darling-Hammond, 2019), this study 

indicates that by adopting a broader range and having greater frequencies of use of strategies, 

the young were more successful than the older in stimulating students’ interest. 

From these results and discussions, this chapter provides information for the next 

chapter – conclusions on the key findings and contributions of this study. 
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CHAPTER 9: CONCLUSIONS 

 

The previous chapter generalises and discusses the key findings of the study, with the 

categories being the research questions of this thesis. In this chapter, I will conclude the thesis 

by summarizing the key points, discussing the contributions of this study theoretically, 

methodologically, and practically, and acknowledging the limitations of this study. I will also 

make suggestions for future studies. I will then outline the implications for English language 

teaching, teacher development, and policymaking. The thesis concludes with a personal 

reflection. 

 

9.1. Summary of critical points 

 This study was designed to occur in the university context where I was working as an 

English teacher (in Faculty A) in relation to the national demand for English communication 

capacity. While a transformation in the ELT teaching approach has been seen from teacher-

centredness to learner-centredness to enhance learners’ English learning interest, engagement, 

and English competence, it has not been seen obviously in Faculty A. My motivations for this 

study originated from different rationales. First, from literature review and my learning and 

teaching experiences, I found out about the vital role of interest in learning (O’Keefe & 

Linnenbrink-Garcia, 2014; Renninger et al., 2002; Schiefele, 1991; Silvia, 2008b) and that there 

was a dearth of second language learning and teaching research into interest (Tin, 2016), 

especially teachers’ beliefs and practices about interest promotion. During my professional 

performances, I was cognisant of the students’ low level of interest in learning and English 

ability and curious about the interest- promoting beliefs and practices of my colleagues, many 

of whom denounced students themselves for their disinterest. Prompted by Pajares’s (1992) and 

Basturkmen, Lowewen, and Ellis’s (2004) views about teachers’ beliefs, I adopted a 

comprehensive approach and conducted a case study to investigate teachers’ beliefs and 

practices about interest promotion by using multiple instruments to collect verbal and written 

data from the teachers and their students. Those sources of data were artefacts (PowerPoint 

slides, lesson plans, curricula, syllabuses, documents on the university’s foreign language 

project, coursebooks), a teacher focus group discussion, classroom observations, student and 

teacher end-of-lesson questionnaires, student post-lesson interviews, and teacher post-lesson 

interviews. To check the feasibility and efficacy of the primary instruments - classroom 

observations and post-lesson teacher interviews, a pilot study was conducted before the main 

study took place in one semester with the participation of two young, less experienced teachers, 

two senior, experienced teachers and two hundred and three students. Upon data collection 
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completion, data analysis was carried out with reference to the literature review about interest 

and about teachers’ beliefs and practices to generate idea categories. Aiming to identify the 

teachers’ beliefs on interest promotion, their real interest promotion practices, and the 

congruence and incongruence between those beliefs and practices, my study yields the 

following primary findings. 

 

9.1.1. Major findings about teachers’ beliefs and practices regarding interest promotion 

The principal findings of this study about teachers’ beliefs and practices as to interest 

promotion can be summarised in the following points. 

First, as to the teachers’ beliefs, each of them held a number of beliefs about different 

methods and strategies to increase students’ interest and had their own central principle(s). 

Second, regarding the relationship between beliefs and practices, a vast congruence was 

generally seen though occasionally some beliefs were not transferred into actions due to various 

student factors, teaching conditions, and the teachers’ personal factors.  

Third, the teachers used a large number of specific strategies that conformed to those 

beliefs. While the less experienced teachers employed a broader range of strategies and focused 

on increasing students’ interaction and learning involvement, the experienced teachers focused 

on the comprehensibility of learning contents/activities. 

Fourth, all the teachers achieved effectiveness in promoting students’ interest, but the 

less experienced teachers were more successful than their experienced counterparts. 

Fifth, those beliefs were primarily shaped and complexly influenced by the knowledge 

and information the teachers gathered from a large group of factors, including:  

1) learning experiences during their pre-service and in-service teacher education 

programmes (their teachers’ good pedagogical practices, pedagogical knowledge offered in 

their programmes/courses) and their self-study (ELT books and websites, emotional 

experiences during learning processes); 

2) in-service professional own teaching experiences and shared experiences by 

colleagues through class observations, talks and seminars;  

3) workplace-related sources such as their students’ feedback, syllabuses, examination 

systems, and students’ language proficiency and expectations; 

4) social background factors around their personal lives (e.g., their children’s stories 

about their learning) 
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9.1.2. Major findings about interest-related issues 

The study shows that interest in English language lessons is shaped not only by students’ 

personal circumstances and the features of learning objects but also by the contextual factors 

of the lessons, especially teacher factors including teacher interpersonal behaviour, teaching 

style, and ways of activity organisation. Firstly, it is evident that teachers showing friendliness 

and intimacy to students (thus, bringing students comfort) can enhance students’ interest better 

than teachers showing dominance and authority over students. Second, an active, enthusiastic, 

humorous, and encouraging teaching style can spark interest, whereas an uncreative and 

sluggish teaching style featured with boring monologues can badly affect students’ interest. 

Thirdly, the activity organisation that allows for students’ interactions, practice, and learning 

involvement helps increase students’ interest, while the one that grants insufficient practice 

time, restricted interaction, and involvement opportunities cannot stimulate students’ interest. 

Concerning interest promotion, the findings of this study also indicate that the number 

of interest-enhancing strategies used in a lesson is proportional to the level of the interestingness 

of the lesson. This confirms the vital role of teachers in applying useful strategies to boost 

students’ interest. Also, lessons concentrating on enhancing the comprehensibility of learning 

contents/activities, without or with limited opportunities for interaction and involvement, were 

associated with a low level of students’ interest. Vice versa, lessons providing interaction and 

involvement opportunities but lacking comprehensibility were considered uninteresting to 

students. Thus, it can be inferred that lessons missing one interest determinant (i.e., novelty/ 

comprehensibility/ meaningfulness of learning objects/ students’ involvement) can weaken the 

influence of other interest determinants on students’ interest. This finding calls for an all-

inclusive approach that considers enhancing all those interest determinants when stimulating 

learners’ interest. 

 

9.2. Contribution of this study to the field of language teaching 

9.2.1. Theoretical contribution 

This study has two critical contributions related to two terms: ‘interest’ and ‘teachers’ 

beliefs’.  

First, given the dearth of investigations into ‘interest’ in second language teaching and 

learning (Tin, 2016), especially on teachers’ beliefs and practices about interest promotion, this 

study is one attempt to add to the literature on this significant strand. Specifically, it contributes 

to the existing knowledge in the field in that it explores the nature of interest in English language 

classrooms through various strategies that teachers use to promote students’ interest. Based on 
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students’ evaluation of the factors contributing to their interest such as the comfort they 

received from the teachers’ instructional behaviours, the value of learning contents/activities 

they perceived, and the knowledge they gained, this study consolidates that interest components 

include ‘affect’, ‘value’, and ‘knowledge’. At the same time, in the class where the teachers 

brought a great level of comfort to students, their interest level was higher than in other classes; 

thus, this study also points out that in constituting the interest of low-level students, the 

proportion and weighing of ‘affect’ are considerable. Additionally, this study confirms the 

following key interest determinants proposed by previous researchers: the ‘novelty’ and 

‘comprehensibility’ of learning objects, the ‘meaningfulness’/’relevance’ of learning objects, 

and ‘involvement’/’engagement’ opportunities for students. It also proposes the ‘comfort’ of 

students as a new determinant of students’ interest. 

Second, in this study, two types of teacher beliefs were discovered: teachers’ primary 

beliefs about interest promotion (e.g., their overarching principles that governed most of their 

behaviours and that entailed the frequent use of a number of strategies) and their minor beliefs 

(e.g., their beliefs about other strategies that they applied less frequently). This adds to the 

terminological differentiation that was done by several researchers (Green, 1971; Nespor, 1987; 

Phipps and Borg, 2009) who highlighted that in a belief system, some are core, directing a 

variety of applications, while others are peripheral.  

9.2.2. Methodological contribution 

 As this study involves the investigations into two abstract phenomena, ‘interest’ and 

‘belief’, great caution was exercised in designing the study, with a qualitative case-study 

approach being adopted. Research into teachers’ beliefs and practices in promoting motivation 

and interest has adopted various instruments to collect data: 1) questionnaire (e.g., Riconscente, 

2014), 2) interview (e.g., Lee & Lin, 2015), 3) observation (e.g., Wong, 2014), 4) focus group 

discussion (e.g., Unrau et al., 2015), 5) field note (e.g., Green, 2002), and 6) reflective writing 

paper (e.g., Fu, 2014). By employing the first five instruments in that order, this study brings 

about two critical methodological contributions: confirmation of the merits of the qualitative 

case-study approach and the applicability of research tools used in this study.  

9.2.2.1. Confirmation of merits of the qualitative case-study approach 

With data validity and reliability being achieved, this study confirms the following 

merits of a qualitative case-study approach.  

First, this approach allows researching things in their natural settings to construct and 

develop knowledge through human interactions in their social context (Denzin & Lincoln, 
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2011). In this study, teachers’ beliefs and practices, which are both personally and socially 

instructed (Felbrich et al., 2014; Kubanyiova & Feryok, 2015; Skott, 2015), were examined in 

their own normal teaching setting.  

Second, through a case-study approach, a phenomenon can be investigated in-depth; 

thus, a thorough understanding of the phenomenon can be achieved, and an insightful 

description of the phenomenon can be created (Hammersley, 2013; Thomas & Myers, 2015). 

The output of this study is comprehensive descriptions of what the teachers thought and did 

regarding interest promotion and the rationales underlying those thoughts and performances.  

Third, a qualitative approach allows checking data interpretations through triangulating 

the data from multiple sources (Creswell, 2013; Hammersley, 2013; Simons, 2009). The ample 

data obtained in this study was analysed and compared from different angles to ensure validity. 

For example, before conclusions about teachers’ beliefs were drawn, their answers in the focus 

group discussion and interviews about their general beliefs on interest promotion were 

triangulated with their answers in two other channels: 1) the background questionnaire, which 

included several questions about their beliefs, 2) the lesson-specific interviews about the 

reasons behind their specific observed actions, which also disclosed their beliefs. Similarly, the 

teachers’ practices were seen through not only classroom behaviours but also PowerPoint slide 

designs. Teachers’ beliefs can hardly be truly represented if questionnaire surveys are used as 

the only method of investigation (Lamb, 2017).  

9.2.2.2. Applicability of the research instruments used in the study 

The end-of-lesson questionnaires and interview questions in this study are highly 

applicable to other studies on similar issues for three reasons. First, the questions included in 

those instruments were established based on an elaborate review of the questions used in 

previous studies on teachers’ beliefs and practices about a similar term, ‘motivation’ and based 

on the literature review about ‘interest’. In other words, the contents of those questionnaire 

items and interview questions were theoretically and methodologically justified. Second, 

caution in using language to avoid jargon or technical lexical items was exercised to ensure 

participants’ right perceptions of the matters being asked. Third, critically important, most of 

the contents in the questionnaire and interviews were not context-specific. 

 

9.2.3. Practical contribution 

The current situation of the Vietnamese EFL public multidisciplinary university 

teachers’ beliefs and practices regarding interest promotion was uncovered due to the ‘everyday 
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generalisation’ (i.e., seeing links between people’s own experiences with what is described in 

a case study) (Thomas & Myers, 2015) that can be made through this case study. This 

description can be a base for designing language teacher education and professional 

development programmes. In addition, a large number of factors in the university’s teaching 

policies and conditions that impeded the teachers’ practices were brought to light, making it a 

valuable information source for policymakers to formulate new policies and adapt current 

policies so as to enable teachers’ interest promotion. 

Also, this study makes an important contribution to the field of language teaching. The 

beliefs and practices presented will be relevant for teachers in similar situations. They can 

consider those beliefs and practices as sources of information to find things that work for their 

lessons. 

 

9.3. Limitations of the study and suggestions for future research 

While paying contributions to some significant issues on teachers’ beliefs and practices 

concerning the nature of interest, this study is subject to limitations regarding the 

generalisability, participant recruitment, participant diversity, study scope, and data collection. 

The first limitation involves generalisability. As this is a case study with a small sample 

size, a statistical generalisation across all the universities in Vietnam about teachers’ beliefs 

and practices regarding interest promotion can hardly be obtained. However, with such detailed 

description, everyday generalisations can be made across universities with similar contexts and 

conditions (Thomas & Myers, 2015) in Vietnam, and perhaps, in other Asian settings. To 

generate a statistical generalisation, a direction of future studies could be investigations into the 

beliefs and practices of university English teachers on a regional or national scale with the 

participation of a large number of teachers in multiple tertiary institutions. 

Another limitation is related to the recruitment of colleagues as research participants. 

Although using colleagues as participants might put several issues at stake (such as 

voluntariness, privacy and confidentiality, and conflict of interest), various actions were taken  

to minimise all those issues. First, I attempted to protect participants’ privacy and 

confidentiality by using pseudo names for the participants and fictionalized names for the 

university and faculty to which the participants were affiliated, and by keeping data secure, 

confidential, and accessible to me and my supervisors only. Next, to mitigate any possible 

conflicts of interest, all information about the purposes of the study, the participants selection 

criteria, the research procedures, the participants' rights, and benefits were clearly explained 

and answered to their satisfaction. Choices were also given to the participants in terms of 

recordings of interviews and observations; times, places, and language of interviews. 
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Participants were also given a choice whether they would like to receive and modify the 

interview transcripts and whether they would like to receive a summary of research findings. 

Equally importantly, I did my best to obtain research validity and reliability so that the research 

results correctly reflected the reality,  in this case the teachers' beliefs and practices. To alleviate 

the involuntary participation, teachers were clearly informed that their participation or non-

participation would not affect their relationship with the faculty, their employment status in any 

way, as assured by the Dean of the Faculty, and their personal and work relationship to the 

researcher as their colleagues. Participants were also thoroughly informed of the purpose and 

procedure of the research through the Participant Information Sheet at initial contact and were 

asked to sign a Consent Form, clearly explaining their rights and freedom to withdraw.  

Regarding participant diversity, although I tried to recruit participants to ensure the 

balance between male and female teachers, among the four participating teachers, there was no 

male teacher. This was because the Faculty where the study took place consisted of only two 

male teachers who could not take part in this study. Future research can consider including this 

matter in their participant selection criteria to increase the richness of data through comparison 

between genders. 

As for the scope of this study, the nature of interest would be examined more 

comprehensively if this study investigates the effect of interest on language performance as 

well (e.g., by collecting the students’ end-of-semester marks). However, due to data collection 

time constraints and the confidentiality policy of the marks by the university, such data could 

not be obtained. Future studies can do this by choosing language classes where the issue of 

sharing marks/performance results is not strict (e.g., extracurricular/private classes).  

In terms of data collection procedures, several restrictions may have affected the quality 

of the data. For the post-lesson stimulated recall interviews with teachers, in many cases, time 

was not allowed for me to review the observation recordings to re-examine important episodes, 

to prepare carefully probing in advance, and to play the recording when interviewing. This was 

because most of the interviews were conducted during short breaks of around 20 minutes 

between the teachers’ observed lesson and another impending lesson. Sometimes if the 

interview could not be finished in one break, it was continued in another break. On the one 

hand, it was good that the teachers’ memory of the lessons was still fresh. On the other hand, I 

had to rely on my observation field notes about the teaching behaviours that I marked as 

important and on my memory to describe the circumstances and have the teachers reflect on 

them to enunciate their underlying thoughts and beliefs behind those behaviours. It is suggested 

that, if possible, future studies obtain participants’ teaching schedules beforehand and decide 

on the observation time that allows for adequate subsequent interviews. For this study, even 
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though I had the teachers’ schedule, carefully selected the lessons for observations, marked the 

observed teaching behaviours that were the worthiest of questions in advance, it was impossible 

to have enough time for many of the interviews because all the teachers had their tight timetable 

for job and family duties. 

 

9.4. Implications 

9.4.1. Implications for policymakers 

In response to the predicaments relating to teaching conditions the teachers met when 

promoting students’ interest, authorities and policymakers at different levels should take into 

account these factors to provide them with supportive environments. 

From a ministry level, frequently changing graduation English requirements after 

several years for various university training programmes is regarded as posing a challenge for 

teachers. If teachers have to continually establish new English programmes and courses and 

prepare new lesson plans, PowerPoint slides, and teaching materials for a wide range of English 

courses, it will be excessively time-consuming for them. Accordingly, caution should be 

exercised in issuing any new national English projects and guidelines so that stability in English 

courses and programmes can be obtained, allowing teachers to spend sufficient time and energy 

on preparing interesting and engaging lessons.  

From a university level, the matters of courses administration, support for female 

teachers in balancing family and work roles, and learning and teaching conditions management 

should be conscientiously considered.  

First, as for courses administration, large-sized classes, low frequencies of teacher-

students contact, insufficient course length and contact time per week, and time constraints for 

a lesson can be adverse factors for teachers by preventing them from focusing on individuals’ 

interests and needs. From this point, university policymakers can reflect upon their 

administration and management policies and procedures to make adjustments where possible.  

Second, this study provokes alarm among educational authorities at the adverse effects 

of burdens of having a heavy workload and family responsibilities for female teachers 

(especially young teachers with infants and older children) on Vietnamese teachers’ beliefs and 

practices, which have also been confirmed by some earlier studies (e.g., Phan & Locke, 2016). 

To help female teachers to reduce the potential pressure of fulfilling such dual obligations, 

offering flexible scheduling policies to allow for choices of working hours is perhaps one 

solution universities can adopt. By having a working schedule matching their personal 

circumstance, teachers can find quality time for learning to improve professional knowledge 

and for preparing lessons.  
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Third, a shortage of appropriate facilities and conditions for language teaching and 

learning is another problem. Thus, it is recommended that university authorities consider the 

following expectations by teachers: Wi-Fi connection for both teachers and students, flexible 

chairs and tables and proper seating arrangement for easy movement, sticky boards, reliable 

teaching resources, and financial support for accessing resources and for preparing teaching 

materials. If these arrangements cannot be made on a university scope, an exclusive foreign 

language learning and teaching area with these provisions can be a feasible solution. 

From a faculty and department level, the factors related to language courses and 

programmes should be scrutinised to ensure choosing coursebooks with proper contents and 

designs and providing students with physically high-quality coursebooks. In addition, teachers 

should be supported in conducting students’ surveys at the outset of language programmes to 

find out students’ interests and needs, which could be integrated into English language 

programmes. This is a technique called “shadow curriculum” (Hagay & Baram-Tsabari, 2011), 

which allows for incorporating students’ interests into the curriculum. Likewise, faculties and 

departments can uphold the gathering of students’ feedback at the end of courses so that 

teachers can learn from students’ views and ideas and reconsider their teaching to adapt their 

practices in a way that betters their interest promotion. Implementing student judgments to give 

teachers feedback on their performance in Vietnamese higher education has been argued to 

improve teaching quality (Nguyen & McInnis, 2002). Nevertheless, to avoid causing teachers’ 

concern for face loss and public image, it is recommended that the following issues be 

conducted: 1) a confidential rather than open approach of reporting evaluation results, 2) a 

developmental rather than judgmental purpose of evaluation, 3) a focus of evaluations on not 

only weaknesses but also strengths, and 4) a recognition of teachers’ efforts (e.g., rewards and 

incentives) (Phan & Locke, 2016).  

9.4.2. Implications for English language teaching and teacher development  

9.4.2.1. Implications for English language teaching 

As confirmed by many previous studies and this study, students’ interest is affected by 

person-specific, object-specific, and context-specific factors. Thus, it is suggested that English 

language teachers promote students’ interest in learning by drawing on those factors in various 

combinations. 

At a person-specific level, investigating students’ interest profiles before any 

educational interventions is significant as helping teachers to know what language and non-

language contents/activities should be focused on to promote students’ interest. In case teachers 

have the freedom to decide on the teaching materials, “teachers should consider individual 
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factors when planning instruction so that the instruction can be as congruent as possible with 

existing individual interests” (Bergin, 1999, p. 96). In the case of large-sized classes, under time 

constraints, and under boundaries when teachers have barely any way to respond to individual 

students’ circumstances, the merit of inspecting students’ interest profile is informing both 

teachers and students of their favourable subjective and objective elements, which then helps 

students themselves to use and strengthen those advantages in language learning. One way to 

investigate students’ interest profiles is to survey students’ personal interests, students’ English 

knowledge, students’ topics of interest, students’ learning goals, and so on. Guides on such 

surveys with detailed examples and procedures can be found in Tin’s book (2016) on promoting 

language students’ interest.  

At an object-specific level, the novelty, complexity but comprehensibility, and 

meaningfulness of learning objects (e.g., topics, contents, activities) to students and 

opportunities for students to involve in learning are determinants of students’ interest. Thus, if 

allowed, teachers should create/adapt learning contents, activities, and courses that bring those 

interest-determining elements to students. For example, language learners should be placed in 

classes corresponding to their language levels so that appropriate language knowledge can be 

provided to ensure ‘novelty/ complexity’ and ‘comprehensibility’ of language learning contents 

and activities. 

At a context-specific level, teachers can draw on various factors, including teacher 

factors. From the finding of this study, it is recommended that teachers bring comfort and 

support to students’ learning. For example, teachers can adapt their teaching style to show their 

friendliness, intimacy, humour, and encouragement to students and organise activities that 

allow students’ interactions, practice, and learning. Also, to enhance their voice in a way that 

stimulates their students’ interest, language teachers can practice a series of voicework 

exercises suggested by Maley (2000) in his book “The Language Teacher’s Voice”. 

9.4.2.2. Implications for English teacher development  

The findings of this study showed that though the teachers obtained rather clear 

conceptions about the term ‘interest’ and interest-associated issues, their beliefs were 

sometimes uncertain. Also, as suggested by the sources of their beliefs, they were not trained 

exclusively on interest promotion during their teacher education programmes, and there had not 

been any in-service training courses on this matter. In terms of their interest promotion 

practices, opposite trends and foci were seen between young, less experienced teachers and 

senior, experienced teachers. The former adopted an innovative student-centred approach that 

allows students to interact and engage in the lessons, whereas the latter adopted a traditional 
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teacher-centred approach that emphasises knowledge delivery and comprehension, featuring 

one-way teacher talk and passive students. 

Accordingly, teachers need to be supplied with theoretical research-based updated 

knowledge, which is a reliable source for their beliefs about interest-enhancing strategies and 

methods. This can be done by establishing and integrating appropriate courses about interest 

promotion into language teacher education programmes for pre-service teachers and 

professional training courses for in-service teachers.  

Concerning sources of teachers’ beliefs, in this study, teacher’s books were found not 

to be always dependable. Therefore, teachers should be trained to be independent in preparing 

their lesson plans to ensure learning activities/ instruction delivery methods suit their students. 

Another useful source of knowledge about interest promotion disclosed by the teachers in this 

study was their colleagues’ sharing about their own classes and their observations of their 

colleagues’ classes. This suggests that teachers should be given opportunities to participate in 

platforms such as discussions, forums, meetings, workshops, seminars, conferences, and 

classroom observations at an appropriate frequency to share with and learn from other teachers 

and experts regarding interest promotion.  

Furthermore, the teachers’ practices to stimulate students’ interest faced numerous 

contextual hindrances, which are not always improved; accordingly, teachers need to be trained 

to vary their performances to compensate for such adverse teaching circumstances.  

 

9.5. Closing remarks 

 This study was initially intended to help me find answers to my curiosity about my 

colleagues’ beliefs and practices in promoting their students’ interest and about the nature of 

students’ interest. However, the experience of conducting this study has weighed heavily with 

me with regard to my conception of two issues: the nature of ‘interest’ and the complex 

relationship between teachers’ beliefs and practices. I have learnt about myself as a learner, a 

mother, a teacher, and a researcher. 

 First, as regards ‘interest’, before this study was implemented, my understanding of 

‘interest’ was principally shaped from my learning and living experiences without reference to 

professional theories; thus, it was just pieces of a knowledge puzzle with no solid scientific 

basis. This study has enriched my consciousness about the nature of interest, especially the 

interest determinants or the elements that decide whether interest emerges and is sustained. Day 

after day, I pondered and immersed myself in understanding those matters. I looked at my 

daughter’s exploration of the world during her preschool years. I reflected on the subject of 

interest through her learning of subjects and skills such as math, English, swimming, and 
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playing the piano, and even through her entertaining games such as playing with toys and 

listening to stories. I gradually deepened my understanding and applied it to activate my 

daughter’s interest by adjusting relevant elements to ensure fun, comfort, novelty, moderate 

difficulty, relevance to her own interest, and ensure she had chances to practice what she learnt. 

Up to now, I have seen positive results of a higher level of interest and better academic 

performance in her. 

When I recollected my learning experiences and my previous lessons from my 

elementary school to my master’s programme, I realised why some lessons were so interesting 

to me and why others were not. Likewise, I thought about the classes I taught, about specific 

actions in my teaching, and I understood why some lessons I delivered resulted in good student 

attitudes and others did not. I also understood why even when I put substantial efforts into 

designing out-of-textbook contents and activities and was immensely enthusiastic in delivering 

the lessons, the results were still not as satisfactory as expected. That was because one or several 

of the critical determinants of interest (novelty, complexity yet comprehensibility, 

meaningfulness/ relevance of the learning objects such as topics, contents, and activities and 

opportunities for students’ involvement) were missing. 

Second, concerning teacher beliefs and practices, the study offered me insight into the 

construct of beliefs and the complicated interrelationship between these two domains. I have 

been cognisant of how the dominance of teachers’ core beliefs over other minor beliefs in their 

belief system affected their teaching performances. For example, when teachers basically 

thought that transmitting knowledge for exam preparation was the first and only purpose of 

teaching and learning, this belief overwhelmed their other beliefs about interest promotion. 

Thus, they performed teaching behaviours for the sake of knowledge delivery rather than 

interest promotion. I also came up with the answers to my questions about the cognitions and 

real practices of my colleagues, Vietnamese university EFL teachers, and about the factors 

affecting students’ interest. This reinforced my strong beliefs in teachers’ responsibility and 

crucial roles in stimulating students’ learning interest, particularly in contexts where 

advantageous teaching and learning conditions are restricted. 
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Appendices 

Appendix 1 - A sample of a participant information sheet for Dean of Faculty 
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Appendix 2 - A sample of a consent form for Dean of Faculty 
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Appendix 3 - A sample of a participant information sheet for teachers  
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Appendix 4 - A sample of a consent form for teachers  
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Appendix 5 - Teacher background questionnaire  
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Appendix 6 - Focus group discussion guidelines 
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Appendix 7 - Observation sheet 
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Appendix 8 - Guidelines for stimulated recall teacher interviews 
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Appendix 9 - Questionnaire for students 
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Appendix 10 - A sample of coding processes regarding data about teachers’ beliefs  
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Appendix 11 - A sample of coding processes regarding data about teachers’ practices  

 



 

 240 

Appendix 12 - Student questionnaire results for Ms. Hoa’s lessons 
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Appendix 13 - Student questionnaire results for Ms. Hong’s lessons 
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Appendix 14 - Student questionnaire results for Ms. Nhan’s lessons 
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Appendix 15 - Student questionnaire results for Ms. Thanh’s lessons 
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Appendix 16 - Strategies used by Ms. Hoa in lessons other than the most and least 

interesting ones 
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Appendix 17 - Strategies used by Ms. Hong in lessons other than the most and least 

interesting ones 
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Appendix 18 - Strategies used by Ms. Nhan in lessons other than the most and least 

interesting ones 
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Appendix 19 - Strategies used by Ms. Thanh in lessons other than the most and least 

interesting ones 
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