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中 文 摘 要 ： 此研究使用混合式研究方法，檢視並追蹤國中英語文教師在中學教
育的三個學年期間，其教授新課綱之自我效能感的發展，以及造成
其自我效能感變化的關鍵要件。從第一年所蒐集到的資料(2019年
8月至2020年7月)經初步分析後，此研究發現參與者在提供教學策略
、引導學生參與學習活動以及課堂管理的自我效能感位於相對高點
。分析的結果亦透露參與者在針對十二年國教國民中學教育階段的
英文科領綱中所羅列之九項核心素養進行教學的情境下，有不同程
度的自我效能感。影響參與者自我效能感的關鍵要件包括: 教師知
能；教學經驗；課程規範以及學生成熟度等。然而，這些研究發現
必須小心解讀，主要是因為這些發現僅僅是建立在這個縱貫性研究
的第一年資料上，研究參與者的學生僅限於七年級的學生。在未來
完成第二年和第三年的研究資料完成蒐集與分析之後，才能對於研
究參與者的自我效能感發展，提供一個較為全面且整體的描述。

中文關鍵詞： 教師自我效能感, 十二年國民義務教育, 教師專業發展, 英語文,
中等教育

英 文 摘 要 ： This study used a mixed-methods approach to examine and
trace junior high school English Language teachers' self-
efficacy development and identify the key elements that
effectuate the change in teaching the new curriculum
throughout the three years of secondary education. The
preliminary analysis of the data collected during the first
year (August 2019-July 2020) of this longitudinal study
shows that the participants had a relatively high self-
efficacy in providing quality instruction, engaging
students in learning activities and managing students in
the classrooms. The findings also reveal different extents
of self-efficacy in the participants’ teaching to the nine
core competencies stated the Curriculum Guidelines for
English Language in Twelve-Year Basic Education. Key
elements that affected the participants' self-efficacy
include teacher knowledge, teaching experience, curriculum
requirement, and students' maturity. However, these
findings should be interpreted with caution given that they
are only based on the data collected during the first year
of this longitudinal study, with the participants' students
being the 7th graders. Data to be collected during the
second and third year will provide a more complete and
comprehensive scenery of the participant's self-efficacy
and its development.

英文關鍵詞： Teachers' self-efficacy, Twelve-Year Curriculum for Basic
Education, teacher professional development, English
Language, secondary education
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A Longitudinal Study on English Language Teachers’ Self-Efficacy in Teaching the 

Twelve-Year Curriculum for Basic Education in Junior High Schools 

 (The First Year) 

國中英語文教師實施十二年國教課綱之自我效能感縱貫性研究期末報告 

(第一年) 

 

Abstract 

This study used a mixed-methods approach to examine and trace junior high school 

English Language teachers’ self-efficacy development and identify the key elements 

that effectuate the change in teaching the new curriculum throughout the three years 

of secondary education. The preliminary analysis of the data collected during the first 

year (August 2019-July 2020) of this longitudinal study shows that the participants 

had a relatively high self-efficacy in providing quality instruction, engaging students 

in learning activities and managing students in the classrooms. The findings also 

reveal different extents of self-efficacy in the participants’ teaching to the nine core 

competencies stated the Curriculum Guidelines for English Language in Twelve-Year 

Basic Education. Key elements that affected the participants' self-efficacy include 

teacher knowledge, teaching experience, curriculum requirement, and students' 

maturity. However, these findings should be interpreted with caution given that they 

are only based on the data collected during the first year of this longitudinal study, 

with the participants’ students being the 7th graders. Data to be collected during the 

second and third year will provide a more complete and comprehensive scenery of the 

participant’s self-efficacy and its development. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



Literature Review 

Theoretical frameworks 

This study adopts Bandura’s (1986; 1997) construct of self-efficacy and Tschannen-

Moran and her colleagues’ integrated model of teacher efficacy (Tschannen-Moran et 

al., 1998) as the theoretical frameworks. Drawing from social cognitive theory, 

Bandura posits that individual behavior is determined by the interaction of personal, 

behavioral, and environmental factors. These factors are mutually influential and have 

a significant effect on an individual’s perception of his or her abilities. These 

perceptions of ability are commonly referred to as self-efficacy, which Bandura 

defined as “judgments about how well one can organize and execute courses of action 

required to deal with prospective situations that contain many ambiguous, 

unpredictable and often stressful elements” (Bandura, 1981, p.200). This definition 

implies that self-efficacy is a cognitive construct, which taps into an individual’s 

subjective perceptions regarding his or her abilities. Bandura asserted that self-

efficacy governs most of human functioning and mediates how individuals think, feel, 

motivate themselves and behave, because “among the types of thoughts that affect 

action, none is more central or pervasive than people’s judgments of their capabilities 

to deal effectively with different realities.” (Bandura, 1986, p.21). Individuals with 

high self-efficacy are able to enhance their accomplishments and preserve in the face 

of setbacks and failures. In contrast, people who doubt their capabilities shy away 

from difficult tasks which they view as threats and that they have low aspirations and 

weak commitment to the goals they pursue (Bandura, 1994). Individuals utilize four 

different sources of efficacy information, including mastery experiences, verbal 

persuasion, vicarious experience and physiological and emotional arousal, to make 

judgement on self-efficacy. 

According to Bandura (1986; 1997), judgments of self-efficacy are made as 

individuals weigh and integrate four psychological sources of efficacy information, 

including mastery experiences, verbal persuasion, vicarious experience and 

physiological and emotional arousal. Mastery experiences provide the most influential 

source of efficacy information because they are based on individuals’ authentic 

experiences. The perception that past performance has been successful raises efficacy 

beliefs, which contributes to the expectation of proficient performance in the future. 

On the contrary, repeated failures in the past lower confidence in delivering desired 

outcomes in the future. Verbal persuasion, or social persuasion, refers to the concept 

that people can in fact be persuaded to believe that they have the capability to 

succeed. Verbal persuasion can contribute to successful performance to the extent that 

a persuasive boost leads a person to try out new strategies or to try hard enough to 

succeed (Bandura, 1982). The effect of persuasion, however, depends on the 



credibility, trust-worthiness, and expertise of the persuader. The power of persuasion 

is reinforced if the positive appraisals are based on realistic terms and evaluation. 

Vicarious experience, or role-modeling, serves as a powerful tool for promoting 

efficacy by providing individuals a means of assessing adequacy through comparisons 

with others. Seeing people similar to themselves succeed raises observers’ beliefs that 

they also possess the capability to succeed, particularly if they share similar 

background, experiences, or training with the person doing the modeling. 

Physiological and emotional arousal refers to the concept that the level of emotional 

and affective states a person experiences in a situation adds to self-perception of 

competence. Feelings of relaxation and positive emotion signal self-assurance and the 

anticipation of future successful performance. On the other hand, high levels of stress 

and fear can be debilitating, leading to thoughts about ineptitude that generate further 

stress through anticipatory self-arousal.  

    Examining the conceptual underpinnings of teacher efficacy, Tschannen-Moran 

and her colleagues (Tschannen-Moran et al., 1998) used the body of available 

research and developed an integrated model of teacher efficacy, identifying the ways 

in which efficacy judgments result as a function of the interaction between teachers’ 

analysis of teaching tasks in context and their assessment of their personal teaching 

capabilities as they relate to the task (see Figure 1). In this model, the major 

influences on teachers’ efficacy beliefs are assumed to be the attributional analysis 

and interpretation of the four sources of efficacy information described by Bandura 

(1986, 1997). However, Tschannen-Moran and her colleagues argued that in making 

an efficacy judgment, an analysis of the teaching task and its context is required. 

Considerations include factors such as students’ abilities, availabilities and quality of 

teaching resources, leadership of school leaders and organizational structure and 

climate. In addition, teacher efficacy will be determined, in part, by the teacher’s 

comparative judgment of whether his or her current abilities are adequate for the 

teaching task in question. They emphasized that it is the cognitive processing that 

determines how the four sources of efficacy information postulated by Bandura 

(1986; 1997) will be weighted and how they will influence the analysis of the 

teaching task and the assessment of personal teaching competence. In other words, the 

four sources of efficacy information contribute to both the analysis of the teaching 

tasks and its context and the self-perceptions of teaching competence, through 

cognitive process. The interaction of teaching task analysis and the assessment of 

personal teaching competence, in turn, shapes teacher efficacy. Greater efficacy leads 

to greater effort and persistence, which leads to performance, which in turn leads to 

greater efficacy. The reverse is also true. 

  



   

 

 

  

 

 

 

 

 

 

 

 

     

 

Figure 1: The cyclic nature of teacher efficacy (Tschannen-Moran et al., 1998) 

   

Both Bandura’s construct of self-efficacy and Tschannen-Moran and her 

colleagues’ integrated model of teacher efficacy highlight the characterizing feature of 

self-efficacy: Self-efficacy a situationally bound construct based on information 

which is being drawn from a particular context. Bandura’s social cognitive theory 

emphasizes that in the formation of self-efficacy, personal factors and behaviors 

interact with environment to influence each other through a process of reciprocal 

determinism. Individuals’ judgments of their capabilities are largely affected by the 

confronted situations or realities. In Tschannen Moran’s integrated model, teachers’ 

efficacy judgment is greatly influenced by their analysis of the teaching task and its 

context. Specifically, teachers’ self-efficacy is a situational or contextual construct 

rather than a global personality trait. It holds meaning only with the context of real 

world teaching duties and demands (Bandura, 1997; Tella, 2008; Tschannen-Moran & 

Woolfolk Hoy, 2001). Borrowing Bandura’s and Tschannen Moran et al.’s 

articulation of the roles “sources of efficacy information” and “context” play in the 

(re)construction of self-efficacy, this study focuses on English language teachers’ 

self-efficacy (TSE) change and the key elements that effectuate the change in the 

context of teaching to the dimensions and core competencies articulated in the new 

curriculum guidelines for English Language education in junior high schools in 

Taiwan. 
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TSE、teacher quality and student outcomes 

Empirical studies have provided substantial evidence showing that teachers' self-

efficacy beliefs affect teacher resilience (Brouwers & Tomic, 2000; Grant, 2006), job 

satisfaction and retention (Caprara et al., 2006; Klassen et al., 2009; Perrachione et 

al., 2008) and commitment to teaching (Coladarci, 1992). Teachers’ self-efficacy is 

also closely related to teachers’ sense of responsibility. Teachers who do not have a 

strong sense of self-efficacy may not accept responsibility for motivating students or 

take the necessary steps to do so. They are more likely to attribute difficulties in 

teaching to student failure (Dembo & Gibson, 1985). Current body of literature also 

indicates that teachers’ self-efficacy has strong correlation to teacher behaviors and 

classroom teaching activities. Teachers who have higher self-efficacy demonstrate a 

greater level of planning (Allinder, 1994), provide a greater academic focus 

(Onafowora, 2004), work longer with students who are struggling (Gibson & Dembo, 

1984) and use a wider variety of teaching material and innovative teaching methods 

(Ghaith & Yaghi, 1997; Tschannen-Moran & Woolfolk Hoy, 2001; Wertheim & 

Leyser, 2002). Teachers with higher sense of self-efficacy are also more capable of 

using appropriate instructional strategies, ensuring student participation and managing 

classrooms effectively (Brouwers & Tomic, 2000; Caprara et al., 2006; Woolfolk Hoy 

et al., 1990). In their thorough review, Goddard and Goddard (2001) conclude that 

teacher self-efficacy is related to improved planning and organization, student-

centered learning, the use of activity-based learning and a more humanistic approach 

to student control. There is also abundant evidence showing that teachers' self-

efficacy is positively correlated to student achievement (Caprara, et al., 2006; Guo et 

al., 2010; Ross, 1992), student attitude towards school and teachers (Woolfolk Hoy et 

al., 1990) and students’ sense of efficacy and self (Ross, 1998; Tschannen-Moran & 

Woolfolk Hoy, 2007). 

 

Studies on teachers’ self-efficacy in Taiwan 

There has been an increasing interest on teachers’ self-efficacy among educational 

psychologists in Taiwan in recent years. Topics and agendas that attract researchers’ 

attention include: inventory of self-efficacy for creative teaching (Lin & Chiou, 

2008); relationship among collective teacher efficacy, teacher self-efficacy and 

organizational citizenship behavior (Chen, 2010); correlation between teachers’ self-

efficacy and gender, age, teaching experience, academic background and class size 

(Chiu & Lee, 2012); relationship between self-efficacy and collective teacher efficacy 

(Chen & Wu, 2010); and relationship between self-efficacy of creative teaching and 

creative teaching behaviors (Lo, 2011). Regardless of the fact that these studies have 

provided insightful knowledge about TSE and its relationships with teacher 



characteristics, school factors and teacher practice, none of them examined TSE in a 

task-specific context. Neither did any of them adopted longitudinal design to look into 

the developmental process of TSE. Also, like those in international literature, most of 

these local studies heavily relied on quantitative tools such as questionnaires and 

scales to examine TSE and its correlation with specific factors. More recently, a few 

case studies discussed the conditions, difficulties and challenges of implementing the 

new curriculum (e.g., Chen et al., 2017; Yen & Vun, 2016), but they did not focus on 

teachers’ perception of their competence (i.e., TSE) in teaching the new curriculum.  

 

Context of this study 

The Twelve-Year Curriculum for Basic Education 

The Twelve-Year Basic Education was officially implemented in September 2014. It 

was one of the most important educational reforms in the past decade in Taiwan. 

After more than a decade of planning and preparation, the new General Curriculum 

Guidelines for the Twelve-Year Basic Education has been put into practice from 

Grade 1 through Grade 12, starting from the academic year of 2019. The new 

Curriculum Guidelines was developed based on the spirit of holistic education, 

adopting the concepts of taking initiative, engaging in interaction, and seeking the 

common good to encourage students to become spontaneous and motivated learners. 

The curriculum also urges that schools be active in encouraging students to become 

motivated and passionate learners, leading students to appropriately develop the 

ability to interact with themselves, others, society, and nature. Schools should assist 

students in applying their learned knowledge, experiencing the meaning of life, and 

developing the willingness to become engaged in sustainable development of society, 

nature, and culture, facilitating the attainment of reciprocity and the common good. 

According the aforementioned principles, the curriculum guidelines introduced herein 

adopt the vision of developing talent in every student—nurture by nature, and 

promoting life-long learning. Based on this vision, the goals of the Twelve-Year 

Curriculum are to: (1) inspire potential; (2) foster life knowledge and skills; (3) 

advance career development; and (4) cultivate civic responsibility (MOE, 2014). To 

reach these goals, the guidelines provide an integrated model that centers on students 

as lifelong learners who need to develop nine core competencies (Table 2). These core 

competencies encompass Benjamin Blooms’ three domains of learning, including 

knowledge (cognitive), attitude (affective) and skills (psychomotor). They are 

presented using the Chinese term su yang in the guidelines and referred to the 

knowledge, skills and attitude that students need for adapting themselves to real life 

situations in the modern society and dealing with future challenges. These core 

competencies highlight that learning should not be limited to subject knowledge and 



skills. Instead, learning should combine with life situations and promote whole-person 

development. The guidelines emphasize that these core competencies should be the 

characterizing theme in curriculum development across grade levels (G1-G12) in the 

Twelve-Year Basic Education. Teachers, therefore, have to conduct “competencies-

driven” teaching (MOE, 2014). 

 

Table 2: The competency framework of the Twelve-Year Curriculum (MOE, 2014) 

Dimensions Core Competencies  

A

. 

Self-directed Action A1 A sound body and mind and self-improvement 

A2 Systematic thinking and problem-solving 

A3 Planning, implementing, and creative flexibility 

B

. 

Communicative Interaction B1 Use of symbols and communicative expression 

B2 Technology, information and media literacy 

B3 Arts and aesthetic competence  

C

. 

Social Participation  C1   Moral practice and civic consciousness  

C2 Interpersonal relations and teamwork 

C3 Multicultural and international understanding  

 

Curriculum Guidelines for English Language in Junior High Schools 

To help English Language teachers plan and teach the Twelve-Year Curriculum for 

Basic Education, the MOE announced the Curriculum Guidelines for English 

Language in Twelve-Year Basic Education in April 2018. The guidelines outline the 

curriculum goals, numbers of teaching sessions, foci of learning (including student 

performance and lesson content) and key notes of implementation (including 

curriculum development, teaching material selection, instructional approaches, 

teaching resources and assessment) at different educational stages of primary schools, 

junior high schools and general senior high schools. In the guidelines, the nine core 

competencies stated in the General Curriculum Guidelines for the Twelve-Year Basic 

Education are further illustrated and interpreted differently for teaching and learning 

English Language at different educational stages (MOE, 2018). At the junior high 

school stage, the concrete meaning of the core competencies is presented in Table 3.  

 

 

 

 

 

 

 



Table 3: Meaning of core competencies at junior high schools (English Language) 

Dimensions Core competences 

 

 

 

A.  

Self-Directed Action 

A1  A sound body and mind and self-improvement 

Meaning: Have attitude of active learning to extend learning outside 

classes and enrich knowledge. Employ various learning and 

communication strategies to enhance English language learning and 

communication outcomes. 

A2  Systematic thinking and problem-solving 

Meaning: Have the ability of systematic comprehension and inference. 

Being able to clarify relationships among the information in materials and 

make inference. Being able to obtain basic understanding about the 

commonality and differences between local and international culture 

through information comparison. 

A3  Planning, implementing, and creative flexibility 

Meaning: Have the ability of planning English Language learning 

schedule and making necessary adjustment.  

 

 

 

 

B. 

Communicative 

Interaction 

B1  Use of symbols and communicative expression 

Meaning: Have basic ability of listening, speaking, reading and writing of 

English Language. Being able to apply the learnt vocabulary, sentences 

and body language to conduct appropriate communication and interaction. 

B2  Technology, information and media literacy 

Meaning: Have the ability of employing various tools to collect and 

organize English Language information, to expand learning materials and 

areas and enhance learning outcomes, and to cultivate information ethics 

attitude.   

B3  Arts and aesthetic competence 

Meaning: Not Applicable 

 

 

 

C. 

Social  

Participation  

 

 

C1  Moral practice and civic consciousness  

Meaning: Not Applicable 

C2  Interpersonal relations and teamwork  

Meaning: Active participation in English learning activities in groups in 

and outside classes and cultivate team work spirit.  

C3  Multicultural and international understanding 

Meaning: Have basic world vision. Being able to use basic English 

Language to introduce different culture of local and international main 

festivals and compare, respect and accept them.   

  



 With the implementation of the new curriculum, junior high school English 

Language teachers have to conduct competencies-driven teaching in their classes. As 

argued, however, the change of teaching from “knowledge-based” practice to 

“competencies-driven” practice could be very challenging to teachers. These 

challenges include clarifying competency indicators and balancing students’ needs 

against demands for standardized teaching (Chen et al., 2017; Hung et al., 2009; 

Rowell, 1995). These challenges also reveal the difficulties and struggle that junior 

high school English teachers might encounter while they try to conduct competencies-

driven teaching in their classes.  

 

Significance  

As discussed earlier, TSE is a contextual construct and it holds meaning only with the 

context of real world teaching duties and demands. Starting from the academic year of 

2019, the Twelve-Year Curriculum for Basic Education has been implemented in 

elementary schools, junior high schools and senior high schools nationwide in 

Taiwan. As illustrated in the curriculum guidelines, teachers are expected to conduct 

competencies-driven teaching in their classes. However, as reminded earlier, teachers 

might encounter various challenges in the process of practice transformation. Efforts 

to help teachers construct a high level of TSE become extremely important in order to 

bring out the desired teaching quality and learning outcomes. This study aims to 

examine and trace junior high school English teachers’ self-efficacy in the context of 

teaching to the three dimensions (A-C, Table 3) and the nine core competencies (A1-

A3; B1-B3; C1-C3, Table 3) articulated in the new curriculum guidelines for English 

Language education in junior high schools. As such, this study adopts a longitudinal 

design to collect data from junior high school English teachers throughout three 

academic years of junior high school education. The objectives of this study are to: 

(1) examine and trace English Language teachers’ self-efficacy development; and (2) 

identify the key elements that effectuate English Language teachers’ self-efficacy 

change. The research questions that guide this study are:  

 

1. How does English Language teachers’ self-efficacy develop in teaching to the 

dimensions and core competencies articulated in the new curriculum 

guidelines for English Language education in junior high schools? 

2. What are the influential elements that effectuate English Language teachers’ 

self-efficacy change in teaching to the dimensions and core competencies 

articulated in the new curriculum guidelines for English Language education 

in junior high schools? 

 



Methods  

For the past few decades, TSE had been studied predominantly through quantitative 

surveys and scales (Klassen et al., 2011; Lee et al., 2017; Tschannen-Moran et al., 

1998). To explore the context-specific nuances of self-efficacy, researchers have been 

calling for more in-depth qualitative studies that offer thick description and 

explanations (Henson, 2002; Klassen et al., 2011; Lee et al., 2017; Wheatley, 2005; 

Wyatt, 2014). Qualitative studies that take an exploratory approach would help shed 

light on the developmental process of teachers’ self-efficacy beliefs and the 

relationship between this process and other aspects of teachers’ cognitive growth (e.g., 

practical knowledge) (Wyatt, 2013). To respond, this study adopts mixed-methods 

approach (McMillan, 2012), with qualitative inquiry being the primary research 

method and quantitative inquiry being the secondary method, to increase the depth 

and width of the knowledge to be sought. This approach could help the team 

understand how teachers’ self-efficacy develops and what effectuate the change while 

teachers embark on the new task through both quantitative and qualitative lenses.  

 

Participants  

Considering the significant role of qualitative inquiry in this study, the research team 

recruited participants based on two selection criteria. First, the participants must be 

English Language teachers in public junior high schools in Taiwan. Second, the 

participants must be assigned to teach English Language to the 7th graders in their 

schools from the beginning of the academic year of 2019. Through these criteria, the 

research team will be able to follow the participants and their classes throughout the 

three complete academic years of junior high school educational stage (i.e., Grade 7- 

Grade 9). These criteria would ensure the affordance of this study to present a holistic 

and comprehensive perspective on the developmental process of the participants’ self-

efficacy. In practice, the research team approached potential participants through 

several school leaders and administrative officers who are acquaintance of the 

research team. Informal talk was held to explain the purpose of this study to these 

participants, answer relevant questions from them and find out their interest in 

participating in this study. It is worth noting that the reasons that the author only 

recruited teachers of English Language as the participants of this study are: (1) TSE is 

a highly contextualized construct, and thus it is more meaningful to recruit 

participants who teach the same subject; (2) the author’s academic training 

background in graduate schools is in English language teaching and learning. This 

shared training background between the author and the participants would help the 

author understand and interpret the data better in the processes of data collection and 

data analysis.              



Eventually, the team recruited six English language teachers who were assigned 

to teach the 7th graders in junior high schools starting from the first semester of the 

108 academic year to participate in this study. These six participants majored in 

TESOL (Teaching English to Speakers of Other Languages), Education or English 

Language in their Bachelor or Master’s degrees. They come from six different schools 

in Taipei City, New Taipei City and Taoyuan City. The biographic data of the six 

participants (A-F) are provided in Table 1. 

 

Table 1: The participants of the study 

Participant  A B C D E F 

Age  41 & 

above 

41 & 

above 

26-30 25 &  

below 

26-30 26-30 

Highest 

Degree 

Master’s Ph.D. Bachelor  Bachelor  Master’s Master’s 

Major  TESOL Education English 

Language 

Education  TESOL English 

Language 

School 

Location 

Taipei 

City 

Taoyuan 

City 

New 

Taipei 

City 

New 

Taipei 

City 

Taoyuan 

City 

Taipei 

City 

 

Instruments and Procedure  

Both quantitative and qualitative data were collected from the six participants through 

surveys and semi-structured interviews. Since this study is framed in the context of 

teaching to the three dimensions and the nine core competencies articulated in the 

new curriculum guidelines for English Language education in junior high schools, the 

participants were instructed to respond to the surveys items and answer the interview 

questions in consideration of these dimensions and core competencies before the 

occurrence of each round of data collection.  

 

The revised TSES 

Surveys and scales have been proven useful in determining levels of teachers’ self-

efficacy in educational studies. This study adopts the revised version of Teacher Sense 

of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk-Hoy, 2001) to collect 

quantitative data from the participants. Although TSES has been widely used in 

empirical studies on teacher efficacy, including in international teacher surveys (Jeon, 

2017; OECD, 2014), the revised version of TSES developed by Nie, Lau and Liau 

(Nie et al., 2012) is a more appropriate tool than TSES in this study because it has 

stronger content clarity and was developed to fit the Asian educational context. The 



revised TSES consists of three factors and 12 items with good internal consistency 

reliability. The three factors include: Efficacy for Instructional Strategies (EIS); 

Efficacy for Motivational Strategies (EMS); and Efficacy for Classroom Management 

(ECM). Each of these factors comprises of four items. These 12 items are measured 

on a five-point Likert scale from 1, "not well at all", to 5, "very well". Before the 

administration of the survey each time, the participants were reminded that they were 

expected to complete the survey in consideration with the three dimensions and the 

nice core competencies articulated in the new curriculum guidelines for English 

Language education in junior high schools. The survey items are provided in 

Appendix A.  

 

Semi-structured interviews 

In comparison with survey data, interview data plays a more important role in this 

mixed-methods study in terms of answering the two proposed research questions. The 

strength of semi-structured interviews is that they can provide a thick, rich description 

of self-efficacy change and perceived causal inferences (Tschannen-Moran et al., 

1998; Yin, 2003). In this study, semi-structured interviews are designed to elicit 

explanatory, detailed information from the participants that could help the research 

team understand not only the developmental process of the participants’ TSE, but also 

the key elements that contribute to the participants’ self-efficacy change. The 

interview questions were developed by the author in reference to the three dimensions 

and the nine core competencies articulated in the new curriculum guidelines for 

English Language education in junior high schools. Samples of the interview 

questions are provided in Appendix B.  

 

Procedure  

During the first year of this longitudinal study, four rounds of data collection with the 

six participants, including surveys and interviews, were completed. These surveys and 

interviews were conducted in face-to-face setting in the classrooms or meeting rooms 

in the participants’ schools. The timeline of data collection activities during the first 

year is provided in Table 4.  

Table 4: Timeline of data collection (The First Year) 

Year  Time points Round  Survey Semi-structured 

interview 

The 1st Year  2019 September 1 Completed Completed  

 December 2 Completed   Completed  

2020 March 3 Completed Completed 

 June 4 Completed  Completed  



Data Analysis  

Descriptive statistics was performed to analyze the quantitative data gathered through 

the revised TSES. The results of the analysis on the Mean and Standard Deviation of 

the participants’ scores on the three factors of the revised TSES (i.e., EIS、EMS、

ECM). The audio-recordings of the interviews were sent to two contracted 

transcribers for verbatim transcripts. The transcripts were analyzed by the research 

team using thematic analysis (Braun & Clarke, 2006; Howitt & Cramer, 2011). The 

aim of thematic analysis is to find consistent and prominent themes that emerge from 

the transcripts. The analysis procedure was guided by Braun and Clarke’s (2006) six-

phased analytic tool for thematic analysis. Comparative (cross-case) analysis (Ragin, 

1987; Greckhamer et al., 2008) was performed to identify similarities as well as 

differences between and among the data from the participants.  

 

Findings (The First Year) 

The preliminary analysis of the data collected during the first year (August 2019-July 

2020) of this longitudinal study shows that, overall, the participants had a relatively 

high self-efficacy in providing quality instruction, engaging students in learning 

activities and managing students in the classrooms. The average mean scores of the 

six participants who completed the revised TSES in four different time points were 

3.85, 3.97, 3.66 and 3.91 respectively (on the Likert scale 1-5). However, there were 

noticeable discrepancies in the levels of self-efficacy among the participants during 

the four time points, ranging from 3.31 the lowest to 4.5 the highest.    

The findings also reveal different extents of self-efficacy in the participants’ 

teaching to the nine core competencies stated the Curriculum Guidelines for English 

Language in Twelve-Year Basic Education. In general, the participants had higher 

self-efficacy in teaching the core competencies of: (B1) Have basic ability of 

listening, speaking, reading and writing of English Language. Being able to apply the 

learnt vocabulary, sentences and body language to conduct appropriate 

communication and interaction; and (C3) Have basic world vision. Being able to use 

basic English Language to introduce different culture of local and international main 

festivals and compare, respect and accept them. The following excerpts are 

representative these findings:  

 

In reference to (B1) 

I think I am capable (of helping students to apply what they learn to their daily 

lives). I do not teach these in the current curriculum, but I plan to do that in the 

future, especially reading and writing. (Participant D) 

I think I am pretty good at teaching that (applying English learnt in the 



classrooms to daily lives). The main reason is that I have been using supplementary 

materials to teach my students the different ways of greetings in the US. (Participant 

E)  

 

In reference to (C3) 

I am quite confident in teaching this competence. I have been working with an 

organization and inviting foreigners to come to my classrooms and share their 

experiences with my students. (Participant D) 

It (Teaching students world vision) is doable to me through appropriate 

classroom activity design for the seventh graders. (Participant A)  

 

Comparatively, the participants had a lower self-efficacy in teaching the core 

competencies of: (A1) Have attitude of active learning to extend learning outside 

classes and enrich knowledge. Employ various learning and communication strategies 

to enhance English language learning and communication outcomes; (A2) Have the 

ability of systematic comprehension and inference. Being able to clarify relationships 

among the information in materials and make inference. Being able to obtain basic 

understanding about the commonality and differences between local and international 

culture through information comparison; (A3) Have the ability of planning English 

Language learning schedule and making necessary adjustment; (B2) Have the ability 

of employing various tools to collect and organize English Language information, to 

expand learning materials and areas and enhance learning outcomes, and to cultivate 

information ethics attitude; and (C2) Active participation in English learning activities 

in groups in and outside classes and cultivate team work spirit. The following excerpts 

are representative these findings:  

 

In reference to (A1) 

I think I am not able to make my students active in their learning. Most of the 

time, they just follow my instruction. They only extend their learning outside the 

classrooms when I ask them to do so. (Participant B) 

I only feel ‘okay’ if I am to teach community strategies. The community strategies 

I teach to my students are very limited to the textbooks. I am not able to provide more 

supplementary strategies to my students because I myself do not have experiences of 

living abroad for a long time. Even I do that, the strategies I provide them might not 

be contextually appropriate. (Participant C) 

 

In reference to (A2) 

I think it (teaching my students systematic comprehension) is only possible if we 



teach it through project-based approach. In a typical English class, we teach one unit 

after another. Hence, it is very difficult for me to form a ‘system’. (Participant B) 

 

In reference to (A3) 

I am not able to do that (teaching students to plan schedules of learning English) 

now. My students only learn English in my classes and cram schools. However, my 

experience is that learning English requires a lot of extra time. Students must have 

strong motivation to do that. I do not have time to tell them how to plan their extra 

time to learning English. I have not reached that stage yet. (Participant F) 

 

In reference to (B2) 

I am quite weak in helping my students use tools to learn English. I myself often 

do not understand the information I searched online. For my students, they will just 

skip whatever they do not understand when they are online. It is impossible for them 

to organize information they encountered online. (Participant F) 

 

In reference to (C2) 

It (teaching my students active participation in English learning activities in 

groups in and outside classes and cultivate team work spirit) is a bit difficult to me. 

Even though I have group activities in my English classes, some students do not 

participate in these activities. If I ask them why they do not involve in these activities, 

they always say they do not know what to do in their groups, or they do not like their 

teammates. (Participate C)  

Even though I have tried to tell my students that they could benefit from the 

group work, some students do not like English at all. Whatever I say to them, they 

would say NO. They are very subjective, either like or dislike group activities. It is 

very hard to persuade them. (Participate E) 

 

In regard to the key elements that affected the participants' self-efficacy, four 

elements including teacher knowledge, teaching experience, curriculum requirement 

and students' maturity were identified in the preliminary data analysis. First of all, 

teacher knowledge plays an important role in the participants’ judgement of their 

teaching capability. The ‘knowledge’ refers to the participants’ understanding of the 

elements stated in the competencies:  

 

I am not sure whether the strategies I used when I was learning English are 

useful. Because of that, I feel it is very difficult for me to teach my students ‘effective 

strategies’ that could help they learn English better. (Participant F) 



I do not know the meaning of ‘systematic comprehension’. What does that mean? 

(Participant A) 

 

Secondly, whether the participants had relevant experiences of teaching certain 

core competencies prior to the implementation of the new curriculum also affected 

their self-efficacy:  

 

I am quite confident with my teaching of world vision to my students. I have been 

teaching world vision to my students for years. Our school have participated in 

iEARN Project for many years. (Participant B) 

 

Thirdly, whether the core competencies are related to the curriculum requirement 

also affected the participants’ self-efficacy: 

 

It is very difficult for me to teach my students the ability of planning English 

learning schedule. First of all, this is not our curriculum goal. Currently, English 

lessons are reduced, but the learning content remain the same. It is already very 

difficult to cover the content regulated in the curriculum, not to mention to teach 

students the ability of planning English learning schedule. (Participant A) 

 

Lastly, students' maturity also affected the participants’ judgement of their 

teaching capability: 

  

Students at this stage [junior high school education] are not able to extend 

learning outside the classrooms actively. They most reply on teachers’ instruction and 

act accordingly. They rarely come to me and tell me what they want to do. 

(Participant B) 

In terms of teaching systematic comprehension, I think it is only appropriate for 

8th grades and 9th graders, not for 7th grades. (Participant E) 

 

Discussion and conclusion  

The analysis on the first four rounds of data collection during the first year of this 

longitudinal study reveals that the participants have a relatively high self-efficacy in 

their instructional strategies, student engagement and classroom management. They 

have different extents of self-efficacy in teaching the nine core competencies stated in 

the curriculum guidelines for English language at the junior high school education 

stage. Their self-efficacy were affected by teacher knowledge, teaching experience, 

curriculum requirement and students' maturity. However, these findings should be 



interpreted with caution given that they are only based on the data collected during the 

first year of this longitudinal study, with the participants’ students being the 7th 

graders. Data to be collected during the second and third year will provide a more 

complete and comprehensive scenery of the participant’s self-efficacy and its 

development.  
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Appendix A: Survey questions 

 

In consideration with teaching to the three dimensions and the nine core competencies 

articulated in the new curriculum guidelines for English Language education in junior 

high schools, to what extent can you do the following? 

 

(a) Efficacy in Instructional Strategies (EIS)   

Question  Not well at 

all 

A bit well To some 

extent 

Quite well Very well 

Respond to difficult 

question from your 

students 

  

①   

 

②  

 

③ 

 

④ 

 

⑤ 

Provide appropriate 

challenges for very 

  

①  

 

   ② 

 

③ 

 

④ 

 

⑤ 



capable students 

Implement alternative 

strategies in your 

classroom 

  

   ① 

 

   ② 

 

③ 

 

④ 

 

⑤ 

Provide an alternative 

explanation or example 

when students are 

confused? 

  

   ① 

 

②  

 

③  

 

   ④ 

 

⑤ 

 

(b) Efficacy in Motivational Strategies (EMS) 

Question  Not well at 

all 

A bit well To some 

extent 

Quite well Very well 

Help your students 

value learning 

  

①   

 

 

   ② 

 

③ 

 

④ 

 

⑤ 

Motivate students who 

show low interest in 

schoolwork  

  

   ① 

 

   ② 

 

③ 

 

④ 

 

⑤ 

Improve the 

understanding of a 

student who is failing 

  

   ① 

 

   ② 

 

③ 

 

④ 

 

⑤ 

Get through to the most 

difficult students 

  

①    

 

 

②  

 

③  

 

④  

 

⑤  

(c) Efficacy in Classroom Management (ECM)  

 

Question  Not well at 

all 

A bit well To some 

extent 

Quite well Very well 

Make your 

expectations clear 

about student behavior 

  

   ① 

 

 

   ② 

 

③ 

 

④ 

 

⑤ 

Get students to follow 

classroom rules?  

  

①  

 

 

   ② 

 

③ 

 

④ 

 

⑤ 

Control disruptive 

behavior in the 

classroom?  

  

   ① 

 

②  

 

③  

 

④  

 

⑤ 

Keep a few problem       



students from ruining 

an entire lesson? 

①    

 

②  ③ 

 

⑤  ⑥  

 

 

Appendix B: Sample questions of semi-structured interviews (In Chinese) 

 

1. 你覺得自己在教導學生能夠「具備積極主動的學習態度，將學習延伸至課堂

外，豐富個人知識」的能力如何? 請解釋原因。 

2. 你覺得自己在教導學生能夠「運用各種學習與溝通策略，精進英語文學習與

溝通成效」的能力如何? 請解釋原因。 

3. 你覺得自己在教導學生能夠「具備系統性理解與推演的能力，能釐清文本訊

息間的關係進行推論，並能經由訊息的比較，對國內外文化的異同有初步的

了解」的能力如何? 請解釋原因。 

4. 你覺得自己在教導學生能夠「具備簡易規劃英語文學習時程的能力，並能檢

討調整」的能力如何? 請解釋原因。 

5. 你覺得自己在教導學生能夠「具備聽、說、讀、寫英語文的基礎素養，在日

常生活常見情境中，能運用所學字詞、句型及肢體語言進行適切合宜的溝通

與互動」的能力如何? 請解釋原因。 

6. 你覺得自己在教導學生能夠「具備運用各類資訊檢索工具蒐集、整理英語文

資料的能力，以擴展學習素材與範疇、提升學習效果，同時養成資訊倫理素

養」的能力如何? 請解釋原因。 

7. 你覺得自己在教導學生能夠「積極參與課內及課外英語文團體學習活動，培

養團隊合作精神」的能力如何? 請解釋原因。 

8. 你覺得自己在教導學生能夠「具備基本的世界觀，能以簡易英語介紹國內外

主要節慶習俗及風土民情，並加以比較、尊重、接納」的能力如何? 請解釋

原因。 

9. 在以上的核心素養中，有哪一項核心素養是你覺得可以教得最好的? 

10.在以上的核心素養中，有哪一項核心素養是你覺得最沒有把握可以教得好

的? 

11.對於今天的訪談題目與內容，有任何你想要補充的地方嗎? 
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