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Abstract: Pedagogical Content Knowledge (PCK) has been given a lot of attention in the academic field in recent years,
inparticular in the field of teacher cognition and teacher knowledge. This research aimed to investigate the views on language
(regarded as one aspect of PCK) shown in the practices of six Chinese in-service teachers teaching College English at two
universities in the south of China by using a qualitative multiple case study approach. The existing literature guided the current
research, which investigated teachers’ views on knowledge to guide language teacher education and development in mainland
China. The results of the data analysis in this study revealed that the participant teachers were generally experienced in their use
of declarative knowledge, but possibly unskilled in their use of strategic knowledge. To summarize, views on knowledge
encompasses teachers’ creative ways of thinking and their personal understanding of the discipline of teaching. It is the teachers’
ability to endow declarative knowledge with personal significance. Views on knowledge include teachers’ personal wisdom that
transforms procedural knowledge into strategic knowledge (the ability to solve problems in classroom teaching practice). It
entails teachers’ constant updating and development of their personal pedagogical knowledge in the teaching practice of
particular subject matter.

Keywords: PCK, Teachers’ Views on Knowledge, Teacher Education and Development, Teacher Knowledge

1. Introduction

1.1. PCK Research (PCC) [40].

Based on all this research, PCK is currently seen as a
potential theoretical framework for understanding teachers’
abilities relevant to their teaching practice [10]. PCK has

become a framework for research on teacher knowledge and

The concept of pedagogical content knowledge (PCK, a
combination of pedagogical knowledge and content
knowledge) proposed by Shulman [31], was described as

teachers’ understanding of “the most useful forms of
representation of the most powerful analogies, illustrations,
examples, explanations, and demonstrations: the ways of
representing and formulating the subject” (p.9). It has
provided a crucial way for scholars to conduct deep study into
the relationship between teachers and teaching. A number of
empirical studies have been conducted in various contexts to
understand teachers’ PCK and to make recommendations for
related teacher education [11]. PCK has also proved helpful in
research about teacher cognition, such as studies on teachers’
thinking processes [39] and about the practical characteristics
of the teacher knowledge base [36]. This line of research has
also defined the concept of pedagogical content competence

has attracted many investigators in this field since Shulman’s
introduction of the term. Shulman’s idea of PCK has been
consolidated based on the existing empirical evidence [11].
Ball, Thames, and Phelps [2] summarized three categories of
empirical studies about PCK in the current literature. These
categories have examined how teachers’ views on their
subjects impact their teaching methods; the need for teachers
to understand how well their students master subject matter
knowledge in order to teach effectively; and how teachers’
lack of subject matter knowledge influences the formation of
PCK.

Meanwhile, Ball also found that a quarter of the current
literature about PCK has focused on science education; the
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current study investigated PCK in English as a foreign
language (EFL) teaching as a step towards addressing this
imbalance. Moreover, no empirical study has yet been
conducted to clarify how pedagogical knowledge (a
teacher’s knowledge of teaching: how to deliver knowledge
to his or her students they teach) and content knowledge (a
teacher’s knowledge of a particular subject matter, in this
article, English, to be more specific, college English related
courses) are interwoven to form PCK evidenced in
classroom teachers’ views on knowledge; this is the main
focus of the current research (How teachers’ views on
knowledge contribute to PCK?). As it has become
acknowledged that each subject has an educational
dimension that is closely related to its content, there has been
a shift from general to specific approaches in teacher
education. Thus, this study’s investigation of College
English teachers’ PCK can add new information to the
existing literature on PCK in EFL teaching.

The current empirical study investigated and
re-conceptualized university teachers’ Pedagogical Content
Knowledge, particularly, their views on knowledge, in
order to understand teachers as reflective practitioners
(Burns, 2010). The following general question guided the
whole structure of the present study: What are the
characteristics of Chinese in-service College English
teachers’ Pedagogical Content Knowledge in terms of their
views on knowledge?

1.2. Context of This Study

In the higher education sector in China, College English is a
required basic course for undergraduate non-English major
students in colleges as well as universities, and it is an integral
part of higher learning. This study analyzed College English
teachers who were teachers of non-English majors rather than
teachers of English majors because, in mainland China, the
number of English majors in tertiary education is much
smaller than that of non-English majors. This means that
teachers of non-English majors are responsible for the
teaching of many more students than teachers of English
majors.

In the university where I have been teaching, every teacher
is evaluated by their students at the end of each semester on
the quality of their classroom teaching practice. Surprisingly, I
found from the results of a few years past (2009-2012) that
there was a large gap between the highest and the lowest
scores. I became curious about the reasons for the gap, which
must include factors related to both the teachers and the
students, and I decided to search for the reasons for this gap
from the teachers’ perspective. As I read more literature on the
teacher knowledge base [43], I began to realize that the
teachers’ Pedagogical Content Knowledge (PCK) might
impact the effectiveness of their classroom teaching practice,
leading to different achievements in students’ learning [6].
That seemed like a plausible key reason for students’ different
preferences for their teachers.

With this sense of curiosity, and permission from my
department, I selected 3 teachers (participants of this study

from Finance University and the other 3 were from Teachers’
University, pseudonyms were used here) with greatly differing
scores from the Department of Foreign Languages to observe
their daily classroom teaching. I conducted classroom
teaching observations in accordance with the techniques
advocated by Louis, Lawrence, and Keith [20]. These
observations lasted for one semester. They revealed that there
were wide variations in terms of the observed teachers’ PCK
as reflected in the factors mentioned in Han’s study [15]: the
teachers’ attitudes, lesson plans, classroom activities,
classroom atmosphere, classroom management, and
classroom interactions.

2. Literature Review: Teachers’ Views on
Knowledge

Richards [26] explained the essence of teaching as a
teacher’s interactive decisions during constantly changing
classroom activities that consist of various elements.
Language teachers obtain subject matter-related knowledge
including knowledge of language, language acquisition,
language learning, language learners, teaching methods,
language tests, and the language learning environment. This
knowledge informs the teachers’ personal pedagogical
reasoning and decisions, which in turn impacts the whole
teaching process.

The focus of teacher knowledge research has shifted from
investigating generalizable knowledge to looking at more
personal knowledge in practice [31]. Teachers blend content
knowledge, pedagogical knowledge, teaching theory, and
practical teaching knowledge to form their own understanding
of the relationships between complicated classroom
environmental factors. This understanding can be reflected
during the classroom decision-making process. Thus, in
essence, Pedagogical Content Knowledge (PCK) is a kind of
knowledge-in-action, a kind of special wisdom that is used to
promote students’ progress effectively during classroom
teaching [18].

All decisions made by teachers in their classroom teaching
processes can be attributed to their personal understanding of
classroom teaching based on the particular circumstances
involved in their teaching context. Therefore, when a teacher’s
classroom teaching is described and analyzed, their personal
understanding of teaching becomes explicit. The types of
decisions that teachers tend to make based on this
understanding form gradually during the process of teacher
education and develop extensively during professional
practice [35].

This reasoning and decision-making not only demonstrate
the characteristics of teachers’ thinking during their teaching
but also reflect the dynamic process that takes place during
actual teaching activities. During classroom teaching, teachers
should clearly recognize a variety of constantly changing
factors and adjust their own teaching objectives, content,
methods, process, and strategies in accordance with students’
different performances. It is through the experience of making
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these decisions and adjustments that teachers eventually
integrate all subject matter knowledge into their
comprehensive competence to make teaching decisions: this is
called Pedagogical Content Competence (PCC), and is one of
the most important parts of teachers’ individual professional
knowledge [40].

Teachers are wise at decision-making in the classroom: for
example, they make decisions in accordance with their
cognition, understanding, and experience of classroom
teaching. However, these decisions do not clearly originate
from any particular pedagogical or teaching theory. Instead,

teachers integrate their knowledge and experience of all
aspects of classroom teaching. Teachers make decisions
according to their experience or wisdom: this decision-making
is one important kind of PCK and, therefore, definitely
involves teachers’ views on knowledge [15].

Teachers can view knowledge in three different ways:
declarative, procedural, or strategic [25]. These views on
knowledge reflect different correlations between teacher
knowledge, classroom teaching, and teacher cognition. Table
1 categorizes different aspects of PCK and links them to
different views on knowledge.

Table 1. Teacher Knowledge.

Knowledge Categories [15] Views of Knowledge [25]

Knowledge Content

Declarative

Subject matter knowledge [26]

Content Knowled;
PSSR Procedural Communication skills [26]
Declarative Basic theory
Th Knowled
s Strategic, also known as knowing-in-action [29] Personal theory [26]
Declarative English teaching methodology
Practical Knowledge Procedural Lessor.l plan'design skills
Procedural Teaching skills [26]
Strategic Pedagogical reasoning and decision-making [26]
Education Knowledge Declarat?ve Contextual knowledg.e [26]
Declarative Knowledge of educational ends, purposes, values [32]

Pi’s [25] three views on knowledge are summarized below:
2.1. Declarative View

Declarative knowledge is knowledge that can be expressed
using language, such as linguistic cultural knowledge (which
falls in the content knowledge category), basic theory
knowledge (which falls in the theory knowledge category),
and teaching knowledge (which falls in the practical
knowledge category) [41]. In English language teaching, all
this declarative knowledge is related to the structure of the
English language (pronunciation, grammar, and vocabulary),
the function of the English language, cultural topics related to
English, and English teaching principles, approaches, and
techniques that can both be described using language and also
be widely applied through textbooks and courses. Thus,
declarative knowledge can be accurately and easily
understood. It is a kind of common knowledge used for
communication.

2.2. Procedural View

Procedural knowledge helps people accomplish things
through the use of rules and concepts [17]. It is comprised of
communication skills (which fall into the content knowledge
category, for example, knowledge of the linguistic and
pragmatic rules people use to communicate), and design and
management skills (which fall in the practical knowledge
category, for example, the English teaching methods that
teachers use to plan and manage their classrooms). The reason
why these are regarded as practical teaching skills is that they
are different from the key functions of narrative knowledge
(such as memorization, understanding, analysis, comparison,
criticism, and consultation). These skills are mainly acquired

and applied through real-life practice. The knowledge
applier’s individual awareness or innovation skills are
involved in the entire process. Thus, the application of
procedural knowledge is more personalized than that of
narrative knowledge.

2.3. Strategic View

A teacher’s strategic knowledge is knowledge that they
can use to control or resolve specific issues in their
classroom teaching practice. Teaching is, to a large extent,
determined by the interactive strategies teachers use during
classroom teaching, as the teacher adjusts their teaching
content, methods, and strategies to stimulate students’
learning potential in accordance with students’ actual
responses to unexpected issues [26, 36, 38]. Strategic
knowledge is not only the simple application of rules and
concepts; it is also inspired by the teacher’s personal
practical experience. It can be regarded as intuition or
innovative thought called up by particular situations. It is a
blend of the teacher’s various types of knowledge,
experience, and wisdom. Strategic knowledge is more
personal than procedural knowledge because a teacher
decides to use a specific strategy to meet students’ needs in
a particular classroom context. It is strategic knowledge
that teachers strive to master in order to reach an ideal level
of classroom teaching skill, that is, a level at which the
teachers can speak without considering which words or
sentences they should use and can make themselves
understood without any assistance [34]. It is a knowledge
structure in teachers’ minds that can be flexibly and directly
used to make decisions in classroom teaching. Even if
teachers fail to recognize the knowledge that they use in
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their teaching practices, they can still use this knowledge
directly and it is a part of their knowledge structure.

The more directly a kind of knowledge affects a teacher’s
teaching practice behavior, the more centrally it is
positioned in the teacher’s PCK [19]. For example, strategic
knowledge is the most central to English teachers’ PCK
because it determines their actual process of English
teaching most directly. This is the main reason why
teaching analysis needs to involve a teacher’s classroom
decision-making.

3. Methodology: Research Design

Richards [26] argued that, when foreign language teachers
study classroom teaching, they should be instructed using
three processes. The first is the micro-approach, which can be
used to depict specific processes used in classroom teaching.
Using this approach, teachers can conduct deep analysis of the
specific features of classroom teaching; these may reveal
insights into larger objectives of teachers’ development, such
as their professional skills and approaches to teaching. The
second process is the macro-approach, which is associated
with the theory of classroom teaching: for instance, teachers
can explore the characteristics of classroom teaching through
generic summary and deduction in accordance with the

non-intuitive and non-quantifiable classroom teaching process.

The third process is the conceptualization of teachers’
professional development.

The processes Richards [26] described were used to guide
the design of this study. It was appropriate to follow this
procedure since the ultimate purpose of this study was to
conceptualize Chinese in-service College English teachers’
PCK (views on knowledge) to inform their continuing
education and development by describing their specific
classroom teaching procedures. The following section will
outline how this research followed this procedure in more
detail.

First, participatory classroom observation of each
participant teacher’s College English classroom teaching was
carried out. This classroom observation was the basis for later
description of each teacher’s specific teaching process, which
will be reported in the section on data analysis. Next, the
teaching features of the participants were summarized, so as to
deduce their PCK (views on knowledge) structures, as
explained in the discussion section. Lastly, suggestions were
made for College English language teacher education and
development in China.

When choosing a research approach, Duff [8] has advocated
that research methods should be consonant with research
questions. The research question that guided this study (What
are the characteristics of Chinese in-service College English
teachers’ PCK in terms of their views on knowledge?) marked
it as an in-depth exploration of teachers’ PCK (views on
knowledge) carried out through analyzing their classroom
teaching practice. A qualitative approach was appropriate for
this research because qualitative research can describe
participants’ contexts, practices, behaviors, actions, thoughts,

attitudes, ideas, opinions, understanding, and beliefs in detail
[1]. In this study, these were considered as they related to
participants’ classroom teaching in the analysis of the
participants’ PCK (views on knowledge). A qualitative
approach was also appropriate because it can help illuminate
participants’ experience as it is lived, felt, and undergone in its
natural setting [23].

This research is descriptive as it was designed to summarize
Chinese in-service College English teachers’ PCK (views on
knowledge) systematically, by observing their classroom
teaching overall and describing their classroom teaching
processes factually. Descriptive research can be conducted
using case studies with interviews and observations as data
collection methods [30]. Therefore, this study was case
study-oriented.

Scholars have stressed the benefits of using case studies in
academic research. For example, Merriam [24] said that
qualitative case study approaches address broad, flexible, and
open-ended research questions. In the case of this study, the
research question (What are the characteristics of Chinese
in-service College English teachers’ PCK in terms of their
views on knowledge?) was broad and general so that it could
capture as many individual features related the participating
teachers’ classroom teaching as possible. This allowed the
study to paint a detailed picture of the characteristics of
teachers’ PCK (views on knowledge).

Moreover, Grossman [13] argued that the use of case study,
overall, helps the researcher “gather in-depth data on the
content and organization of an individual’s knowledge.” In
this research, the case study method was able to help the
researcher gather in-depth data from various sources on the
content and organization of every participant teacher’s PCK
(views on knowledge). Case studies have also been employed
by other scholars to investigate teacher knowledge [9], PCK
[14], the relationship between the role of experience and
professional knowledge development [28], and the
relationship between expertise and knowledge in teaching
[36].

Case study has been defined as a “bounded system”
(Smith as cited in Merriam, [22]), “a single entity, a unit
around which there are boundaries” [22]). In this study, all
the participant teachers certainly had their own boundaries
due to their individual differences; regardless of the selection
criteria, they represented themselves and although they can,
to some extent, reflect a number of teachers with similar
backgrounds and experiences, it is impossible for them to
stand for all teachers.

Furthermore, this research employed a multiple-case study
approach because this approach can “show different
perspectives of the issue” [5]. Different cases were compared
and contrasted in order to understand teachers’ PCK (views on
knowledge) and classroom practices better. In this study, “an
integrated system” [33] was formed by using cases of teachers
with different characteristics to cast light on their PCK (views
on knowledge) as a whole. A case study has three features: it is
particularistic, descriptive, and heuristic [22]. All of these
features are reflected in this study.
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3.1. Particularistic

In the current research, six particular Chinese in-service
College English teacher participants were selected as
representative samples in the investigation of PCK (views on
knowledge). The literature review found that being
particularistic is one of the major characteristics of PCK
(views on knowledge). Therefore, the conclusions drawn
from this study are difficult to generalize to a larger
population.

3.2. Descriptive

In this study, a large amount of description was used during
the data analysis to understand the participants’ PCK in terms
of the types of knowledge (declarative, procedural, or strategic)
most prevalent in their classroom teaching. Comparisons and
contrasts were made between different teachers so that the
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similarities and differences in the participants’ PCK (views on
knowledge) could be presented clearly, vividly, and
convincingly.

3.3. Heuristic

Generally, the ultimate purpose of all the academic research
is to gain heuristics at different levels. This research is no
exception. For instance, this research selected particular
teachers and described their PCK (views on knowledge) so as
to generate implications for teacher education and
development (in particular, for Chinese in-service College
English teachers).

To summarize, in this study, I used multiple research
methods to conduct an in-depth exploration of teachers’ PCK
(views on knowledge). Table 2 illustrates the entire data
collection procedure, including specific phases and methods.

Table 2. Sources of Data.

Phases Methods

Data

Interview (Written or spoken)

Lesson plan with rationale (Written or
spoken)

Textbook

Curriculum requirements

Pre-Classroom
Observation

Personal document: Interview transcription (If spoken)
Personal document: Lesson plan, Personal document: Rationale
transcription (If spoken)

Official document: Textbook

Official document: Curriculum requirements

DL . Personal document: Field notes
Collection In-Classroom . . . .
. Video recording Audio recording . s
Observation Personal document: Classroom teaching transcription
Post-Classroom Self—teachmg reflection report Personal document: Self-evaluation transcription (If spoken)
Observation (ertten or spoken) . .
Stimulated recall Personal document: Conversation transcription
Table 3. Participants : Participant Teachers’ Particulars.
Finance University (FU) Teachers University (TU)
Ding (FU1) Deng (FU2) Yang (FU3) Wei (TU1) Liu (TU2) Xie (TU3)
Gender F F F F M F
DOB 1980 1980 1977 1977 1979 1973
Position Instructor Instructor Instructor Instructor Associate Instructor Associate Prof.
Experience 9 years 8 years 11 years 11 years 11 years 15 years
Interest Teaching & Literature  Literature Literature Linguistics TEFLM & ETE Translation
Degree MA MA MA MA BA Ph. D.
Major Literature Literature ELL Literature TEFLM Translation
Score/Percentage 94.14 91.904 92.162 92.744 95.02 91.838
University/Level SYSU/Key SCNU/Key SCNU/Key GXNU/Other HNNU/Other INU/Key
Award Provincial No No Provincial No No
Notes:

TEFLM & ETE= TEFL methodology and English teacher education
Position= professional position title

Experience= years of teaching the College English course

Interest= academic and teaching research interests/directions/areas
Degree= the highest degree obtained

Major= major of the highest degree

Score= the latest score by students on classroom teaching at the end of term
University= the university where the highest degree was awarded
Award= award for College English teaching

ELL= English language and literature

SCNU= South China Normal University

GXNU= Guangxi Normal University

HNNU= Hainan Normal University

JNU= Jinan University

SYSU= Sun Yat-Sen University
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3.4. The Analysis of Classroom Pedagogical Tasks

Han [15] pointed out four important characteristics of
classroom pedagogical tasks, namely, reasonability,
practicality, validity, and flexibility. In this research, the
reasonability, practicality, wvalidity, and flexibility of
classroom pedagogical tasks were analyzed. This was done
because the reasonability and practicality of a pedagogical
task are usually two important criteria for evaluating the
effects of teachers’ lesson planning, and the validity and
flexibility of a pedagogical task are two important criteria for
evaluating the effect of teachers’ interactive classroom
decision-making [15].

Reasonability: According to Han [15], reasonability means
evaluating whether the tasks teachers design meet with the
curricular objectives and content, and students’ basic needs,
which include students’ general interests, fundamental ability,
and common learning methods to ensure that most students
can basically achieve the curricular objectives.

Practicality: Han [15] defined practicality as the evaluation
of whether the objective or difficulty of the tasks that teachers
design meet with students’ actual abilities. On the one hand,
tasks should not be too difficult for students to do, but on the
other hand, tasks should not be too easy because students
should be challenged in terms of language skills, strategies,
and other techniques.

Validity: Validity means evaluating whether the standards
of classroom teaching have been reached, which means
whether the task process planned by teachers is basically
consistent with students’ process of actual learning and
thinking. It includes two major categories, which are both
discussed in the data analysis: the validity of classroom
management strategies and the validity of classroom
organization strategies [15]. Both of these can reflect teachers’
views on teaching.

Validity of Classroom Management: The validity of
classroom management strategies include whether the task
process, pace, time, and speed are reasonable, and whether the
monitoring of the task process and the assessment of task
results are effective. If they are not reasonable or effective, the
teacher is still far from the advancing view on teaching.

Validity of Classroom Organization: The validity of
classroom organization strategies include whether the
distribution of tasks and the combination of students in a task
are reasonable, and whether students’ emotions, thinking, and
ways of communication are positive. If they are reasonable
and positive, the teacher is close to the advancing view on
teaching.

Flexibility: Flexibility means evaluating teachers’
adjustments to the changing classroom environment based on
the actual conditions of the tasks’ accomplishment, including
within-task adjustment and after-task adjustment [15]. Thus,
in the data analysis of this research, the flexibility of
classroom pedagogical tasks is discussed from the following
three perspectives: adjusting for students, adjusting for tasks,
and adjusting for the classroom.

Adjusting for students: Adjusting for students includes the
adjustment of students’ emotions, utterances, and thinking. If
the teacher is able to adjust all these properly in his or her
classroom teaching practice, he or she might hold an
advancing view on teaching.

Adjusting for tasks: This includes the adjustment of task
difficulty, process, and methods, and adjusting future task
objectives, content, and methods. If a teacher cannot adjust
these accordingly in his or her daily classroom teaching, this
teacher has still not reached the level of the advancing view on
teaching.

Adjusting for the classroom: The adjustment of student
combination forms and their relationships, and the adjustment
of teaching materials and teaching aids, all belong to adjusting
for the classroom. More vivid examples of this can be found in
the data analysis.

4. Data Analysis: A Sample (Part of
Entire Analysis) Is Below Owing to
Word Limit Requirement

The Analysis of Classroom Pedagogical Tasks: At the
end of the last century and the beginning of this one, the
foreign language education field experienced a
re-recognition of classroom teaching [26, 12, 37, 39, 27].
As the main process of teachers' social practice and
professional development, teaching has attracted scholars’
full attention. An extensive number of educators have
developed a general consensus that more attention should
be paid to classroom teaching events (also regarded as
pedagogical tasks) and that a better understanding of these
events is important [36].

Based on the analytical framework outlined previously, the
observed classroom teaching pedagogical tasks of teachers in
this study was analyzed under the following sub-titles: the
reasonability of classroom pedagogical tasks, the practicality
of classroom pedagogical tasks, the validity of classroom
pedagogical tasks (which includes task management and task
organization), and the flexibility of classroom pedagogical
tasks (which includes managing students, controlling tasks,
and organizing the classroom). This analysis of the teachers’
PCK was based on their pedagogical tasks as observed in their
classroom teaching, so the data was largely dependent on
participatory classroom teaching observation with interviews
and stimulated recall used where necessary as supplementary
evidence.

Validity of Classroom Pedagogical Tasks: Validity means
whether the planned task process is consistent with the
students’ actual learning. It includes classroom management
and classroom organization. This section will discuss the
validity of the pedagogical tasks in the observed lessons of six
teachers: Wei, Xie, Liu, Ding, Deng, and Yang.

Classroom Management: Classroom management includes
the teacher’s strategies of language, communication,
questioning, and guidance used to ensure that the process,
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pace, time, and speed of classroom tasks are reasonable; italso  in-classroom observation data, the analysis in Tables 4 to 7 is
includes whether the monitoring of task process and the  generally presented in a format that facilitates comparison and
assessment of task results are effective. Mainly based on the  contrast among different participants.

Table 4. Teachers’ Language Strategies.

Teacher (s) Language Strategy
Wei The teacher spoke in English when interacting with her students with some Chinese from time to time for instruction and explanation.
Xie The teacher kept speaking English with her students, though her speed of speaking English was quite fast. The exception was the last part of
the lesson, when she used a lot of Chinese to teach the students the general structure of the text.
Liu The teacher spoke English gently to communicate with his students in a polite way.
Ding This teacher spoke clear English to communicate with the students throughout the lesson.
S The teacher spolfe ﬂue.nt English .to coanuni.cate with her sn.ldents mo.st of the .class tirpe with. some Chinese Putonghua us.eq to comment
on the students’ interviews, explain the listening comprehension material, and give the instructions for the last speaking activity.
Throughout the lesson, the teacher spoke English to communicate with her students with lots of Chinese for instruction and explanation.
Yang Judging from the following interview transcription, Yang chose to speak so much Chinese in class because fundamentally she cared about
her own feelings more than those of the students.
Table 5. Teachers’ Communication Strategies.
Teacher (s)  Communication Strategy
Wei The teacher communicated with her students not only in class as a facilitator but also before class to prepare for the groups of students’ in-class
presentations.
Xie Few students responded to the teacher’s questions.
Liu The teacher not only talked with the whole class but also supported individual students when they discussed in pairs.
res The teacher not only communicated with all the students when they discussed together at each stage of the lesson but also went to the
individual groups to give support when the students did group work.
The teacher in this lesson was able to communicate with her students well. Usually, the teacher posed questions to all the students and waited
Deng for students’ responses. She then repeated some effective answers in order to arouse the other students’ attention and check their understanding
as well.
The teacher communicated with her students formally without much content. She focused on the form of communication (like Q & A) with the
Yang students but not on what to communicate (such as the real significance of the communication); the students usually interacted with the teacher
by using very simple words (yes, no, good.).
Table 6. Teachers’ Questioning Strategies.
Teacher (s)  Questioning Strategy
Wei Student presenters posed more questions in the in-class discussion than the teacher did. The questions were mainly raised by presenter students
and answered by audience students.
Xie Very often, after posing questions to the students, the teacher looked for immediate answers from the students but did not leave the students
enough time to prepare for their answers.
Liu Not many students responded to the teacher’s questions because the teacher was not attention-getting enough when posing questions.
Ding The teacher seldom called on individual students to answer particular questions but mainly raised public questions for all the students to think
Deng about.
Yang The teacher frequently used yes-no questions so that the students’ responses were difficult to explore.
Table 7. Teachers’ Guiding Strategies.
Teacher (s) Guiding Strategy
Wei Before class, the teacher coached the students to prepare for the in-class presentations and, in class, the presenter students led the other
students to have a deeper understanding of the topic with their presentations.
Xic It was a guiding process when the teacher taught the students how to grasp the general structure of the text, but the teacher conducted this
mainly through a monologue almost without interaction with her students.
Liu The teacher guided the students to think critically about a current issue in China by analysing the writer’s thinking in the text.
S The teacher guided the students to have an overall understanding of beauty in modern times by talking about people’s appearance, cosmetic
surgery, and the importance of good looks.
The teacher mainly used Q & A (questions and answers) to guide the students to the points she wanted to address, in particular when she
Deng commented on the students’ interviews, explained the listening comprehension material, and gave instructions on the last speaking activity
by employing some Chinese.
S The teacher guided the students to listen to the materials by introducing difficult vocabulary and guided them to make up a situational

role-playing dialogue by explaining the sample dialogue.

Interview Extract (Teacher Yang): In the first years of my  high. Though some of them could understand my English, lots
teaching, 1 tried to speak English with my students in class. At of them couldn t. I wanted to care for everyone in my class, so
that time, I taught the slow classes. That means the English  after speaking English first, I then translated my English
language proficiency of the students in those classes was not  sentences into Chinese. In this way, lots of time in class was



48 Rui Feng Lyu:  An Investigation into Pedagogical Content Knowledge (PCK):
Teachers’ Views on Knowledge

wasted on language translation. What's more, I felt upset
when my students couldn t understand my English. Therefore,
after a period of time, I felt lazy about doing the translation
and directly spoke Chinese in class when I wanted to express
something difficult or complicated, leaving the simple things
in English.

The attitudes of students and teachers are interdependent.
Say, for example, if students are unmotivated to learn in class,
their negative mood will definitely influence the teacher, and
maybe she will no longer feel interest in teaching. Teacher
Yang did not want to feel let down by her students limited
English language proficiency. She also said that she was too
lazy to translate from English into Chinese, so she preferred to
speak Chinese directly. This implies that Yang was concerned
with herself more than with the students. The above excerpt
from her interview transcript also suggests that she held a
relatively distrustful attitude towards her students’ College
English learning since she did not trust them to be able to
understand her English in class. The following extract from
teacher Yang’s interview transcription also shows this point of
view:

Interview Extract (Teacher Yang): If is difficult for a
teacher to help students re-obtain their courage and
confidence, as each student has shaped his or her own
personality and values with various types of education at
home. It would be a challenge for a teacher who has one or
two classes in a week to help drive out values which have been
developed over decades. What a teacher can do is to
encourage and praise the students and pass on some positive
energy. In this way, the student will be activated and engage
with English learning. But, after class, their active attitudes
about English study may disappear, which cannot be
controlled by the teacher. In addition, even if the personal
charms of a teacher help enhance students’ courage and
confidence, it won t be a long journey for students to get back
into their old scared-of-English learning routine when this
special teacher does not teach them anymore. Thus, this
question is self-contradictory. Students will not learn well if
they always rely on a teacher’s assistance to get learning
courage and confidence or, in other words, if they rely on
outer forces but not themselves. What teachers can do is to
spread a positive view of life, but ultimately it is students’
business to accept or implement it or not.

5. Results and Discussion

As discussed in the literature review, teachers’ views on
knowledge are concentrated in declarative, procedural, and
strategic views. The above analysis yielded evidence to
suggest that the participant teachers’ views on knowledge
probably were not well rounded. Though different types of
teacher knowledge (declarative, procedural, and strategic)
were shown in the data, the analysis also showed that the
participants’ knowledge structures needed improvement.

The teachers were all qualified based on their subject matter
knowledge, but some teachers were not clear about teaching
methodology and related theories. For example, teacher Ding

did not really understand task-based learning, although she did
use tasks in her College English teaching. This is a good
example that supports PCK’s characteristic of being hidden, as
[15] has argued.

Some teachers seemed somewhat unskillful in
communicating with students at the pre-, in- and post-class
stages, such as teacher Xie, who sometimes did not
communicate with her students to check their understanding
during text structure analysis in her classroom teaching. Some
teachers seemed not especially good at planning lessons or
managing classes to meet students’ needs, such as teacher
Yang, whose lesson plan only included drilling students’ test
skills, which was probably not the students’ actual need.

Some teachers seemed relatively inexperienced in
pedagogical reasoning or decision-making. For example,
teacher Deng met obstacles to organizing her students to do
pair work. Decision-making includes both pre- and in-class
decision-making [3], but based on the data analysis in this
study, the participant teachers often cared more about
pre-class decision-making than in-class decision-making. This
means that the teachers were probably less skilled at strategic
knowledge than at declarative and procedural knowledge.

Some teachers seemed to have only a vague picture in their
minds of educational contexts, ends, purposes, and values. For
instance, teacher Yang misunderstood the purpose of the
College English course. She seemed to assume that the course
was mainly intended to help students pass tests; in fact, the
course requirements showed that it was aimed to help students
improve their comprehensive English language ability.

Some teachers’ personal theories were probably out-of-date
and this made it difficult for them to keep up with the needs of
their students’ development in a modern society. This included
teacher Xie, who felt that knowledge could be imparted to her
students through text structure analysis. This analysis has
shown that, in this study, most teachers lacked comprehensive
views on knowledge; in particular, the participants’ strategic
knowledge needed enormous improvement.

6. Conclusion

In terms of views on knowledge (one aspect of PCK), the
results of the data analysis in this study revealed that the
participant teachers were generally experienced in their use of
declarative knowledge, but possibly unskilled in their use of
strategic knowledge. To summarize, views on knowledge
encompasses teachers’ creative ways of thinking and their
personal understanding of the discipline of teaching. It is the
teachers’ ability to endow declarative knowledge with
personal significance. Declarative knowledge is objective to
everybody; teachers make full use of their personal teaching
ability to transfer such knowledge to their students, and this
transfer ability by teachers can result in students’ different
learning outcomes. Views on knowledge include teachers’
personal wisdom that transforms procedural knowledge (such
as teaching skills) into strategic knowledge (the ability to
solve problems in classroom teaching practice). It entails
teachers’ constant updating and development of their personal
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pedagogical knowledge in the teaching practice of particular
subject matter.

7. Implications

Teacher Development: What I learned about teachers’ use
of declarative, procedural, and strategic knowledge
hopefully can help others. Changes should be made to
teacher professional development to correct the imbalance I
found in the types of knowledge teachers use. Zhou [44]
summarized the factors influencing teachers’ professional
development in her presentation “Professional Development
through Learning Communities in the Early Years of ELT
Practice in China,” delivered at the fifth National Academic
Conference of Foreign Language Teachers’ Education and
Development at Guangdong University of Foreign Studies in
Guangzhou. She said, “It has been found that the greatest
impetus for professional development comes from individual
practices through active involvement in learning
communities among teachers and between teachers and
students in the classroom.” Other factors (like teachers’ full
commitment to the cause and strong motivation for
self-improvement) influencing teachers’ professional
development were also found in the study.

Various supports should be given to teachers to inspire their
willingness [42], which is the basis for their hard work and
views on knowledge (PCK) development. This was shown in
the interview with teacher Xie. She explained that her
willingness to teach was impacted by many objective factors.
For example, when she graduated from university, she spared
no effort to engage in English teaching. Her students’ learning
achievements were very good at that time, but leaders attached
little importance to her class as well as to her efforts. What
was worse, in the following school year, she needed some
support but nobody responded, which really made her awfully
disappointed. She did not receive fair treatment corresponding
to her efforts, possibly because she was a new to the
organization, which greatly decreased her teaching
enthusiasm.

8. Research Limitations: Subjectivity

In this research, both the participant teachers and I were
subjective to some degree from time to time because
subjectivity is inevitable in engagement with a world in which
meanings and realities are constructed and not just discovered
[8]. Therefore, I used data triangulation to control the degree
of subjectivity. That means I tried to use evidence from one
source of data to support the conclusions drawn from another
source of data in the data analysis.
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