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Abstract.This case study aims at identifying the beliefs and actions held by a group of teacher teaching
English in a context with particular outcome-based philosophy and practices, high demands from
stakeholders and standardized procedures of quality assurance. Questionnaire, semi-structured and
stimulated recall interviews were employed to collect data from a group of 35 lecturers teaching different
courses in a Bachelor of English language program accredited by AUN-QA. Microsoft Excel was employed
to analyze the quantitative data; Semantic content analysis and the NVIVO software were used to transcribe,
code, and segment the qualitative data to then establish categories depicted what participants believed and
performed regarding teaching and learning. Different form previous studies, two groups of beliefs were
generated namely beliefs about contextual factors that formulate the teaching and beliefs about contextual
factors that affect the teaching. The results showed that the strongest factors that shaped the teachers’ beliefs
and action in a course were the teaching philosophy of the institution and the expected learning outcomes
of the course they taught. Meanwhile, the contextual factors that previously-believed to significantly affect
teachers actions were much less influential. Moreover, a teacher in an outcome-based teaching context also
performed the role of a quality assurance manager at course level and acting actively to contribute to the
achievement of the organizational objectives and missions.

Key words: outcome-based education, teachers’ beliefs and actions

I. INTRODUCTION

Teachers’ beliefs and experience as a learners and a teacher direct the ways they conceptualize teaching
and influence the ways they teach. In the field of foreign language teaching, cognitive approach to English
as a foreign language (EFL) classroom research often concentrate on the beliefs of the teachers as central
causes to events in classrooms (Borg, 2006; Davis, 2003; Donohue, 2003; Mohamed, 2006). Meanwhile,
contextual approach mainly examined how students’ expectations, learning styles, or physical condition of
the classroom, or cultural expectation affect teachers’ ways of teaching in class (Faour, 2003; Phillips, 2009;
Five and Buehl, 2012; Cuayahuitl and Carranza, 2015; Sun, 2017; Mai, 2017). However, the shift towards
outcome-based education (OBE) recently in Vietnam is more strongly influenced by stakeholder
expectations that higher education must provide locally and globally competitive graduates to contribute to
local, national and global development. OBE, in both educational philosophy and practice, provides a
framework for focusing and organizing the curriculum around predetermined and clearly defined student
learning outcomes. It has been viewed as a significant paradigm shift in education which focuses on what
students know and can do as a result of a learning experience or acquiring a degree (Tam, 2014; Biggs,
2014). When learning outcomes are stated in clear and specific terms, there is a strictly alignment of
curriculum and pedagogy such as module design and delivery as well as assessment tasks and activities
with the intended outcomes (Sin, 2014; Dobbins, Brooks, Scott, Rawlinson & Norman, 2016). This
approach to teaching makes it possible for teachers to focus on what outcomes students are expected to
achieve and provide them with the assistance to do so. As teachers teaching practices are often driven and
influenced by internal and social factors. In order to understand the reason of a specific teacher action, it is
vitally important to comprehend the underlying idea behind it (Sakui, 2004). In response to how the
contemporary trend of OBE in education might affect what teachers believe and do, this study examined
the case of a group of EFL teachers to find out the impact of OBE philosophy and practice on their beliefs
and actions.
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2. LITERATURE REVIEW

2.1 Belief, action, and context

Action: Action, as being used it in this study, is an umbrella term to cover both conscious and goal-directed
behaviors derived from experience following training or self-development (Dickinson, 1985; Nardi, 1996),
and unreflective automatic behaviors learned through socialization (Ajzen, 1991; Leinhardt & Greeno,
1991).

Belief: Pajares (1992) defined belief as an "individual’s judgment of the truth or falsity of a proposition, a
judgment that can only be inferred from a collective understanding of what human beings say, intend, and
do" (p. 316). As beliefs should be inferred from what a person says and does (Borg, 2001, 2006; Woods,
1996), a teacher’s belief is defined in this study as what a teacher thinks, knows, believes and performs
while teaching,

Beliefs and actions

According to Bandura (1997), beliefs are the best indicators of the decisions people make and people tend
to act according to their beliefs. Williams and Burden (1997) affirmed that even if a person acts
spontaneously or unconsciously, "such actions are nevertheless prompted by a deep-rooted belief that may
never have been articulated or made explicit" (p. 56). When we make up our mind what to do, based on
beliefs we form an intention, with such intention we move to act (Aune, 1990). Noticeably, a person’s
beliefs both shape and are shaped by actions (Barcelos, 2003; Borg, 2006; Haney et al., 2002; Nardi, 1996),
or more exactly, by a person’s assessment of the result of his/her actions (Haney et al., 2002). From these
evaluations, a person may adjust and adapt his/her actions, change his/her attitudes, and/or beliefs. Barcelos
(2000) claimed that it is not a cause-effect relationship but a relationship where understanding
contextual constraints helps understanding beliefs.

Contextual factors, beliefs, and actions in research in the field of language teaching

Language teaching can be seen as a decision-making process; teachers interpret a teaching situation in the
light of their beliefs about the learning and teaching of what they consider second language learning consists
of; the result of this interpretation is what the teacher plans for and attempts to create in the classroom (Mak,
2011; Borg, 2015; Ortega & Cruz, 2016).

In the literature, a number of research studies have investigated the contextual constraints on the language
teachers. Golombek (1998) found that teachers’ beliefs informed the teachers’ practices by filtering their
experience so that they reconstructed it and acted according to the demand of a teaching situation and by
giving physical form to their practices. Barkhuizen (2008) provides the rationale for a context-sensitive
approach to teaching by suggesting that “teachers teach best and students learn best in situations that are
compatible with their backgrounds, beliefs and expectations” (p.233). Bax (2003) noted that the first
priority is the learning context, and the first step is to identify key aspects of that context before deciding
what and how to teach in any given class. In 2011, Mak found that teachers perceived need to survive and
adapt to the institutional teaching cultures, the past learning experience, the tension between different
beliefs, some culturally influenced beliefs, and exposure to teaching cultures and models of language
teaching,

A wide range of contextual factors were also identified and/or proposed for better management of the
teaching and learning. Class size, motivation and proficiency level of students, course-book, exams,
syllabus, time, facilities, materials, and physical resources and condition were some of the most identified
common factors (Richards & Pennington, 1998; Faour, 2003; Bax, 2003; Phillips, 2009; Jamalzadeh &
Shahsavar, 2015; Cuayahuitl & Carranza, 2016; Sun, 2017). Schools' socioeconomic status, local
conditions, the classroom culture, school culture, and national culture can also affect teachers' beliefs and
practices significantly (Faour, 2003; Bax, 2003). According to Bax (2003), Cuayahuitl and Carranza (2016)
and Altinsoy and Okan (2017), classroom culture or institutional context includes internal regulations,
group dynamics, group motivation, classroom environment, school environment; local culture includes
regional differences, status of teacher and students in community, attitude and behavior of parents, local
environment; and national culture is political context, religious context, and social context.

2.2 OBE and English language teaching

There are many definitions of Outcomes-Based Education (OBE) stated by different researchers in the
field. The common theme shared among the scholars is that means focusing and organizing an education
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system around what is essential for all learners to be able to succeed at the end of their learning experiences.
This means starting with a SMART (specific, measurable, attainable, realistic, timely) outcome of what is
important for learners to be able to attain, then organizing curriculum, teaching, and assessment to make
sure this learning ultimately happens (Malan, 2000; Borsoto et.al., 2014; Ortega & Cruz, 2016; HO &
Nguyén, 2018). Thus, OBE is a kind of informed teaching and learning; learners know beforehand what
they are going to learn and how they are going to learn what they learn, and the teachers know what their
students are expected to learn and how best they will be able to use the learnt experience in doing what they
are expected to do at the end of the learning. OBE is, therefore, a learner-centered approach and an
outcomes-oriented curriculum model. OBE is often described as involving “a fundamental philosophical
shift in curriculum policy, practice and evaluation because of its unrelenting focus on what students have
learned rather than on what systems and schools have provided and teachers have taught” (Willis & Kissane,
1995, 2).
Outcome-based philosophy in a school or education system is defined as a belief of the whole system that
there are certain things that all students should learn as a result of learning, that the school is prepared to
say to public what these things are, and that it is prepared to stand accountable in terms of them (Willis &
Kissane, 1995). According to Willis and Kissane (1995), people may be drawn to outcome-based
philosophy for quite different reasons. Some consider that OBE enhances what is actually taught to students,
others see OBE as a means of ensuring that all students have access to and succeed with high quality
outcomes, and still others that OBE offers an improved approach to accountability and to the distribution
of responsibilities within a school system. As a result, OBE practice, involves the premise that decisions
about what and how to teach should be driven by the outcomes the stakeholders would like students to
perform at the end of their educational experience; teaching and learning are enhanced by the clear
articulation of these expected outcomes and a commitment by the whole school community to align
teaching and assessment towards these outcomes (Willis & Kissane, 1995; Ortega and Cruz, 2016).
According to AUN-QA Framework (version 3), an OBE curriculum must ensure that:
- The expected learning outcomes have been clearly formulated and aligned with the vision and
missions of the university;
- The expected learning outcomes clearly reflect the requirements of the stakeholders;
- The curriculum is designed based on constructive alignment with the expected learning outcomes;
- The curriculum is designed based on constructive alignment with the expected learning outcomes;
- The contribution made by each course to achieve the expected learning outcomes is clear;
- Teaching and learning activities are constructively aligned to the achievement of the expected
learning outcomes;
- The student assessment is constructively aligned to the achievement of the expected learning
outcomes;
- The educational philosophy, programme and course specifications are communicated and made
available to the stakeholders.
In the field research in English language teaching, compared to quality assurance perspectives, OBE seems
to be much less transparent. According to Kilfoil and Van der Walt (1997) and Thobedi (2005), the use of
the OBE approach in classrooms aims to develop learners’ competency and the ability to use English in
authentic situations, such as during formal and informal conversations. Schlebusch and Thobedi (2004)
also pointed out that educators and leamers in the OBE English classroom are involved in the
communicative process when using strategies such as direct instruction, discussion, group work, co-
operative learning, problem solving, and learner research and performance activities effectively. To make
conclusion for the impact of OBE on teachers, Khoshsima and Toroujeni (2017) and Mai (2017) argued
that many contextual aspects, such as teachers’ and students’ perspectives on English language teaching
and learning in practice, cultural expectations and distinct features of the English environment at the local
have a significant impact on the implementation of communicative teaching method in the classroom.
So far, the literature has much concentrated on the effect of education and training, students, and the
physical condition of the context on teachers’ beliefs and actions. It is significant to examine how their
beliefs and actions are formulated in a context with educational philosophy and practices shaped by OBE,
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high demands form stakeholders and standardized procedures of quality assurance. Accordingly, in such a
particular context, this study examined the two following questions:

1. How do OBE contextual factors affect a group of EFL teachers’ beliefs about language teaching?

2. How do these beliefs shape their actions when teaching in class?

3. RESEARCH DESIGN

3.1. The fieldwork of the study

As an educational body paving its path toward excellence during the past 60 years of development, the

university in this study is one of the biggest educational and training institutions in Vietnam.

The university’s vision: Becoming a key university of the nation; leading in the development among the

institution governed by Ministry of Industry and Trade; being ranked among the top ten Vietnam leading

universities in terms of application-based development, and being as qualified as other regional developed

countries in terms of training high-quality human resources.

The university’s mission: Providing high-quality human resource with high professional and practical skills

in terms of economics, engineering, science research, and technology transfer to create physical and mental

values serving the socio-economic development of the industry and the country efficiently.

The educational philosophy of the university: Quality, sustainable development, international integration.

Among the three aspects being emphasized, quality is the premier factor which also helps foster sustainable

development as well as internal integration. This statement of philosophy has affected and been involved

in every aspect of the education from training to assessment, research or management in the university.

Missions of the faculty: Training and enhancing human resources with sufficient foreign language abilities

and life skills, raising the students’ awareness of self-study and research in order to meet the requirements

of the society; Contributing to the development of the university as well as the economic, socio-cultural

development of the local area and the country.

3.2. The training program: Bachelor in English language

Quality assurance framework: AUN-QA

The BEL program started its quality development under the AUN-QA standard from 2016; it is certified to

meet all of the quality framework criteria in 2019 and received AUN-QA certification in the same year.

The program learning outcomes (PLOs): The PLOs of the BEL program, which expected the students to

be able to attain at the time of graduation, are:

- PLO 1: Utilize four English macro skills fluently and effectively for social, academic and professional
purposes

- PLO 2: Demonstrate knowledge of English linguistics, language education, literature and culture in
professional and academic tasks

- PLO 3: Perform professional tasks with the use of English in educational, social, business and service
environments

- PLO 4: Integrate problem-solving skills into academic and professional tasks

- PLO 5: Engage in life-long learning process

- PLO 6: Demonstrate an awareness of academic and professional ethics

- PLO 7: Function effectively as a team member on multi-tasking and multi-disciplinary issues

The seven PLOs are intended to serve the education of graduates who possess the knowledge, skills, and

attitudes that are demanded in our current changing society. In order to improve the quality of the program

towards outcome-based education approach, feedback from various stakeholders has been taken into

consideration when formulating the PLOs and during the training process. The internal stakeholders include

the university administration, academic staff involved in the program, undergraduate students taking part

in the program and alumni. Meanwhile, the Vietnamese government, MOET, potential and current

employers, experts in the field of education and language education and international economic, educational

and cultural organizations are identified as external stakeholders.

The curriculum: The curriculum is designed with special attention paid to its constructive alignment with

the PLOs. The curriculum of BEL includes components of generic, foundation, specialized and professional

courses, each of which is designed to aim at the balance of theoretical, empirical knowledge, skills and

attitudes. Each PLO is intended to be achieved thanks to a number of courses with the hierarchy ranging
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from easy to difficult. How the contribution is made is stated comprehensively in each course specification,
especially through the teaching, learning and assessment activities.
3.3. The participants

All of the lecturers participated in this study hold Master in TESOL and had more than 15-year
experience in various courses for university-age student and students of BEL program. They also had 3
years of experience in teaching the courses under AUN-QA framework with outcome-based educational
philosophy and practice.
3.4. Research methods and procedures

To investigate teachers’ and students’ beliefs, it is not only necessary to let individuals construct their
beliefs through discourse (Kalaja: 2003; Dufva: 2003; Kramsch: 2003), it is also necessary to examine both
stated beliefs and beliefs in actions, and differentiate between "blind" and "reasoned" beliefs. Consequently,
inferring beliefs from classroom actions (Barcelos: 2003; Nespor: 1985) and from interviews (Wenden:
1986a, 1987; Peacock: 1998a) can help to capture the beliefs from the participants’ views and practices in
specific and natural contexts. Due to the nature of beliefs, and the research questions, and in order to track
beliefs from other cognitive factors, an interpretivist paradigm with two qualitative methods of semi-
structured interview and stimulated recall interview and a qualitative method with survey were adopted.
The survey: The purpose of the researcher was creating a tool to track beliefs that emerge from beliefs
holders’ reasons for, and evaluations and judgments on their daily activities and actions. Consequently, a
survey was developed by the researcher basing on both the contextual factors that emerged from the
literature and concepts driven from AUN-QA framework. Validity and reliability of the tool were discussed
and checked with 2 experts in the field of quality assurance in education and 3 experts in the field of English
language teaching. The finalized and confirmed tool was an 18-questions scale containing both Likert-scale
questions and open-ended questions written in Vietnamese language (Appendix). The questionnaire was
introduced to the lecturers teaching in the program and 35 of responses were collected at the beginning of
the semester.
Semi-structured interview: This method provides flexible protocol with a list of initial questions to
guide the interview and supplemented by follow-up questions, probes and comments. To maintain
un-bias interviews and to ensure that the researcher was able to collect the most intensive and informative
data, questions for the interviews were written around both physical and psychological contexts such as
facility, level of proficiency, learning styles, time constraints, class size, and contextual factors related to
criteria in AUN-QA framework for program level. The topics taken for the interview questions were also
pre-checked and discussed with experts in the field of both quality assurance in higher education and
language teaching to make sure that the questions would aimed at eliciting ideas and concepts related to
OBE. In the end, questions adopted as an outline guiding the interviews were:

Table 2: Outlined topics for the semi-structured interview

Groups of questions

Planned questions to guide the interviews

Questions to check how
physical and
psychological
contextual factors affect
the lecturers

Ex: Facility, infrastructure, level of proficiency, learning styles, time constraints,
class size.

Questions: Can you evaluate the [facility] in your class? How would the [facility]
support and/or prevent the effect of your teaching? Why?

Questions to examine
whether the vision,
missions and culture of
the institution affect the
lecturers

Would you please clarify again what the strengths of the graduates from the program
you are teaching compared to other similar programs in your country are? As a
teacher in this program, can you evaluate the level of your own impact on those
differences?

What is your core value when teaching? How is it related to the value or philosophy
of your teaching context?

Questions to examine
the extent to which the
expected learning
outcomes affect the
lecturers

Who influence to most of your decision when teaching? In what ways?

Which ELOs in the BEL are the most important ones? Why?

Now we turn to the course(s) you are teaching,
What are the students expected to achieve after this course?
How do the course’s outcomes contribute to the achievement of the PLOs?
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How do these outcomes affect and influence you in each stage of planning, teaching,
and testing?

What teaching and/or learning activities you adopt most often? Why?

How do you assess your students?

What do you expect from your students? (Their role, learning style, autonomy level,
attitude, performance, etc.)

Eight participants who provided very critical or ambiguous responses in the surveying stage were chosen
for in-depth interviews. Each interview was carried out in Vietnamese language in 100 to 120 minutes; the
method encourages informants to repeatedly build his/her cognition or part of the cognition by evaluating
events, activities, and people related to his/her experience. The aim of the interviews is to discover the
underlying reasons that the subjects hold to categorize and classify their stated reasons for their actions
when teaching.
Stimulated recall interview is an introspective method that represents "a means of eliciting data through
process involved in carrying out a task or activity" (Gass & Mackey: 2000: 1) by inviting subjects to recall
their concurrent cognitive activity when that event was going on (Gass & Mackey: 2000; Norman: 1983).
There were two protocols: observation for the researcher to take notes of the classroom events and teachers’
actions and the recall interview for the participants to explain for their noted actions. As this method is quite
time-consuming, only 4 lecturers were able to take part in these triangulated procedures.
3.6. Data analysis

For qualitative data taken from the questionnaire, the Excel software helped the researcher to analyse
and tabulate the responses. After that, adopting the content analysis method (Glaser & Strauss: 2009; Hsieh
& Shannon: 2005; Seale: 2004), with the help of the NVIVO 9 software, the qualitative data were analysed
and coded inductively through a process starting from line-by-line analysis (open coding) to relating the
open-codes to build themes/categories of beliefs based on valid inference, interpretation, and inductive
reasoning. The data analysis started with reading all data repeatedly to achieve immersion and obtain a
sense of the whole. Then, the data was read word by word to derive free codes (or free nodes as named in
the NVIVO software) by first highlighting the exact words from the text that appeared to capture key
thoughts or concepts. The codes then were sorted into categories based on how different codes were related
and linked. These emergent categories were used to organize and group codes into meaningful clusters (or
tree nodes). Then, those clusters from the teachers were compared for similarities and differences.

4. RESULT AND DISCUSSION
4.1. How do OBE contextual factors affect the beliefs of EFL teachers about language teaching?

Table 3 summarizes results analyzed from the Likert-scale data. Based on the number of choice, the
CLO and assessment emerged as the most influential factors with 35/35 choices from the respondents. This
result strongly correlated to the mean score calculation where the highest scores of 5.20 and 5.14 were
counted respectively.
Other OBE-related factors such as PLO and philosophy of the university and personal philosophy were also
evaluated as strong influential factors. Meanwhile, factors related to physical contexts and the psychology
of the learners were graded as less important. For instant, the mean score for factors such as motivation,
attitude, styles was only 3.45 with 19/35 choices, and the score for the availability of necessary facilities
and teaching aids was 3.71 with 23/35 choices among the participants. Other factors that were not pre-listed
in the survey received very small nomination from the participants with only 12/35 choice and 2.62 mean
score.

Table 3: Evaluation from the participants on the influential level of the contextual factors

No. Contextual factors Mean score Number of choice
1 The available facilities and teaching aids 3.71 23/35
Learners' levels of proficiency 4.51 25/35
3 Time constraint 431 20/35
Lgarners' psychological factors such as motivation, 345 19/35
4 attitude, styles
5 Course's expected learning outcomes (CLO) 5.20 35/35
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6 Program's expected learning outcomes (PLO) 4.68 28/35
7 Testing and assessment 5.14 35/35
8 The educational philosophy of the university 5.12 26/35
9 The personal educational philosophy of the teacher 5.09 24/35
10 Other factors 2.62 12/35

In combining the result of the survey and analysis of the qualitative data from the semi-structured
interviews, it was noted that instead of physical condition of the class or mental and psychological factors
of the students as widely stated in the literature, the most influential contextual factors were the culture of
the teaching contexts and the courses’ expected learning outcomes. Interestingly, although the interview
procedures started with questions related to physical and psychological of the class, the participants’ stated
beliefs seemed to stick closely to the central concepts driven from OBE. The results showed that the vision,
mission, educational philosophy of the university, the expected learning outcomes of training program were
stated as the central strongly shaped their beliefs.

Through the triangulated processes of quantitative and qualitative data analysis, two groups of beliefs were
generated: beliefs about contextual factors that formulate the teaching and beliefs about contextual factors
that affect the teaching.

Beliefs about the contextual factors that formulate and guide the teaching

Personal teaching philosophy: Among the stated contextual factors, the culture of the institution in terms
of teaching philosophy emerged as one of most influential factors. Due to the alignment of the philosophy
from the institution to department level, each lecturer in the university has also performed this philosophical
alignment in their daily teaching. Therefore, the educational philosophy “Quality, Sustainable development,
International integration” is also cascaded to individual teaching philosophy of the participants. Due to the
underlying meaning conveyed in the philosophy, while being interviewed, the lecturers believed that their
teaching must (1) “satisfy the stakeholders’ needs at the present time but also in the future, linked to
graduates’ career and social needs in the field of English language” [L.6, 1.2, p.3], and (2) “equip the
graduates the ability to work and study towards the current international development trend of the
workforce” [L15, L1, p.2].

Mission of a teacher: Similar to the teaching philosophy, each of the participants of the interviews also,
from the vision and mission at the institutional level, developed a personal mission at work, and they
strongly believed that the mission is the internal drive for their teaching. The general goal that shared among
the participants was “contributing to the attainment of the department’s and university’s mission” [L.7, 1.2,
p-4]. However, this common goal was personalized into different stated missions such as:

Lecturer 6: “My mission (in all subjects) is teaching to meet the expected learning outcomes”

Lecturer 7: “The reasons for all of my efforts here is providing excellent teaching”

Lecturers 15, 22: Both of the lecturers believed that their mission is “helping students to be ready for the future”
As being confirmed by the lecturer 7 in an interview, the role of this mission is “for me to be clear about
my expected roles in the organization, and help me to be confident in decision making when teaching”.
The expected learning outcomes and assessment: Under the OBE principle operating in the university, the
program expected learning outcomes must be driven from and clearly reflect the requirements of the
stakeholders; and the central stakeholders are defined as the students, alumni, employers, and lecturers.
After that, the contribution made by each course must help to achieve the program expected program
learning outcomes. Learning outcomes of the course are expressed in terms of what students will be able to
do and/or perform under as they master the course content. Then, teaching, learning and assessment
activities MUST be constructively aligned to the achievement of the course learning outcomes. Therefore,
the lecturers must ensure that there is a constructive alignment between teaching and learning activities and
assessment and the achievement of the CLOs. As a result, all of the participants strongly believe that the
central foundation to guide their planning and teaching is the courses learning outcomes and assessment.
Beliefs about the contextual factors that affect the effectiveness of teaching

© 2021 Industrial University of Ho Chi Minh



96 THE IMPACT OF OUTCOME-BASED PHILOSOPHY AND PRACTICE ON A GROUP
OF EFL TEACHERS’ BELIEFS AND ACTIONS

Besides the contextual factors that guide and direct the teaching, the participants also admitted that other
physical and psychological factors were also influential to the effectiveness of their teaching. For example:
among the specified factors, some of the key factors that took much consideration of the lecturers were:
Lecturer 8: Proficiency level of students, course-book
Lecturer 11: Time constrains, facilities, materials, proficiency level of students
Lecturer 19: Physical resources, time constrains
Lecturer 32: Student motivation, classroom environment, proficiency level of students
Interestingly, these factors could be issues for concern to any teacher teaching English around the world.
Different from what have been shared widely in the literature about the effect of these physical and
psychological factors of the teaching context, results in this study showed evidence that for the lecturers in
an OBE teaching context, they should be treated as “the factors to concern at classroom activity level” [L19,
I1, p1] rather than at course level. Moreover, the influential levels of these factors were evaluated as
“affecting the effectiveness of the classroom activities” rather than “formulating the teaching and
assessment from the program to the course and activity levels” [L11, I3, p1]. In their beliefs, these factors
were not also claimed as elements of classroom or school culture as being listed in Faour (2003), Bax
(2003), Cuayahuitl and Carranza (2016), they were simple simply “affective factors” to teaching and
learning; the culture of the school and class were noted as the vision, mission, values, educational
philosophy of the university and the faculty where they were teaching. The extent to which a lecturer can
take advantage of these factors and how he/she deals with them depend much on his/her pedagogical
knowledge, skill, experience, and sensitivity level to context.
4.2. How do these beliefs shape their actions when teaching in class?
As being discussed in 4.1, each lecturer in the university adopts the institution’s philosophy “Quality,
sustainable development, international integration” as individual philosophy when teaching and working in
the organization. As a result, similar to other lecturers in the university, the shared goals of the participants
in this study is satisfying the stakeholders’ needs at the present time and in the future and equipping the
students the ability to work and study towards the current development trend and international demand of
the workforce. Under this common goal, each of them developed a different set of most-favored ways of
teaching and applied these ways in the courses they taught. In the interviews with the chosen participants,
their stated most-favored and most-often-observed ways of teaching were:

Table 4: teachers’ most-favored ways of teaching

Most-favored ways of teaching
Lecturers Prepared students for various topics of translation
6,7,19 Give assignments to help develop self-study and continuous learning skills and attitudes
Incorporate new technology into translation activities
Lecturers Prepare students with unexpected translation contexts and requirements
15,22 Give assignments to help develop self-study and continuous learning skills and attitudes
Lecturers Incorporate new technology into translation activities
32 Give assignments to help develop self-study and continuous learning skills and attitudes
Lecturers Incorporate new technology into translation activities
8,11 Prepare students with different voices, accents, and levels of language proficiency

From their preferred ways of teaching, it can be inferred that, due to the teaching philosophy, the participant
tented to prepare their students for a changing and diversifying rather than a fixed future. Moreover, the
educational process seemed to focus more on active learning, exploratory and discovery than teaching and
solely cognitive development, and the goal is not only personal development but also the development of
society. All of these connotation meanings conveyed in the philosophy were performed obviously in the
actions of the participants.

Interestingly, despites the differences in the way they expressed the personal missions, the participants who
taught the same course, such as lecturers coded as L. 7, 19, 22, 32 in the course Translation 2, shared quite
similar set of actions when teaching and these actions aims at maximizing the achievement of the CLOs of
the course they taught. When asked for the explanation why there was such a similarity, the participants
confirmed that “we might have different statements, but we share the same goals of contribution to the
achievement of the higher missions (mission of the faculty and university), and the same expected learning
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outcomes of the same course in a training program” [L19, 12, p2]. As a result, the roles that performed by
the lecturers were not only limited to the roles of a teacher that recommended the literature of foreign
language teaching such as controller, organizer, facilitators, resource, communicator (Brown, 2001;
Leaman, 2008) but also the role of a quality controller at the course level. Under the common aims of
achieving the CLOs, the lecturers played the fundamental role in facilitating students’ achievement of
CLOs, through integrated activities quality controlling and managing such as designing the course
specifications, evaluating and choosing textbooks, developing rubrics for assessment, preparing teaching
aid and materials, preparing lesson plans, teaching in classes, composing test questions, invigilating tests,
scoring test papers, doing online and offline academic consultancy, organizing extra-curricular activities,
preparing courses’ portfolio and managing the course’ LMS system, writing CLOs report, and participating
in other professional development in quality assurance activities organized by the institution.

Although the participants admitted that other physical contexts of the classroom and psychological contexts
of the students were inferior to the OBE factors in directing and shaping their actions, they also affirmed
that quality of classroom activities was an important factor in determining gains in student achievement,
and that improving student outcomes is also about improving the quality of the classroom activity level. In
other words, improving classroom activity by controlling and managing the physical and psychological
factors will help to create more effective teaching and learning environments for all students. Although the
teaching contents and procedures must be standardized among lecturers teaching the same course to ensure
the learning outcomes, there was also room for academic freedom in the university and the participants in
this study often adopted the following strategies to solve teaching problems encountered in the classroom.

- Make minor modification on teaching materials: add, replace, remove, rearrange, re-design to deal
with time constraint, proficiency level and motivation of the students.

- Change the organization of the classroom activities: pair, group, individual work, whole class lecture
to make the organization fixed better to the classroom physical arrangement, the availability of the
teaching aids and equipment.

- Vary the contexts of learning: Online platforms, offline, LMS, self-study to adapt the teaching to
pandemic, give students more opportunities to develop self and more active learning skills.

It can be observed that beliefs about the physical and psychological factors served as a kind of interpretative
framework through which they made sense of what they do in their classrooms. These beliefs were frames
of reference around which many classroom decisions were made and pedagogical practices were adapted.

Research on beliefs (Youngs & Qian, 2013; Zhang, 2013) showed that teachers who possess clearly defined
theoretical beliefs teach in a way that reflects these beliefs. Besides, Kumaravadivelu (2012) distinguished
between core and peripheral beliefs. The former is more influential in shaping teachers’ instructional
approaches whereas the latter can cause divergence between what teachers claim they do and what they
actually do in the classroom. Results of this study showed that the lecturers’ beliefs and actions were closely
matched. Any divergence between what teachers claimed they would do and what they actually did in the
classroom was carried out only at classroom activity level and with a clear intention to deal with unexpected
events or context of the classrooms. Lecturers’ actions in terms of methods and strategies of teaching,
management and assessment seemed to be consistent and standardized to ensure the expected learning
outcomes of the course they taught.

5. CONCLUSION

In a teaching context where the outcomes were formulated and highly demanded by the stakeholders,
language teachers’ teaching beliefs were closely mapped to the educational culture of the context and their
actions also clearly reflected what they believed. The strongest factors that shaped the teachers’ beliefs and
actions at course level were the teaching philosophy of the institution and the expected learning outcomes
of the course they taught. Significantly, results from participants in this study showed that the contextual
factors that previously-believed to significantly affect teachers’ actions such as class size, motivation and
proficiency level of students, course-book, syllabus, time, facilities, materials, and physical resources were
much less influential than the expected outcomes of the course and the assessment. The teachers strongly
believed that these physically and psychologically related factors were more influential at classroom
activity level. Their planned actions were a result of the beliefs of the quality assurance concepts driven
from OBE such as the educational philosophy of the university, the expected learning outcomes of training
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program; these sets of beliefs took the role of shaping their actions as a member working in the university
and a teacher in planning, teaching and evaluating the outcomes of the course. Therefore, different form
previous studies, two groups of beliefs were generated namely beliefs about contextual factors that
formulate the teaching and beliefs about contextual factors that affect the teaching. Moreover, this study
also found that when the contextual factors are defined under OBE framework, there were also new roles
for a language teacher to be responsible for while teaching. Besides teaching, a teacher in an OBE system
must also take part in the outcome formulation process of the program and the course, playing the role of a
quality assurance manager at course level, and acting actively in personal range of duty to contribute to the
achievement of the organizational objectives and missions.

Although the sample of this study was quite small, compared to previous researches in language teaching
examining the effect of contextual factors, this study contextualized beliefs and actions of the teachers in
an OBE context under quality assurance perspective. The results yielded findings that would be significant
for program and course management and teacher training purposes within the university and other similar
contexts. In fact, beliefs are episodic, affective have an adaptive function; beliefs can be changed or
reoriented as a result of input from other professionals and activity type interventions. Therefore, under a
particular outcome-based philosophy and practice with high demands form stakeholders and standardized
procedures regulated by an international quality assurance framework, the language teachers’ beliefs and
actions are also highly contextualized. Further study might investigate larger group of participants and
examine whether their beliefs and/or actions would evolve when there are changes in the requirements from
the program’s and course’s stakeholders.
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TAC PONG CUA TRIET LY GIAO DUC VA DAY HQC THEO CHUAN DPAU RA
LEN NHAN THUC VA HANH VI CUA GIAO VIEN GIANG DAY TIENG ANH

Tém tit. Bai nghién ciru nay ¢6 myc tidu tim hiéu niém tin va hanh vi ciia mot nhom giang vién glang
day tiéng Anh trong mdi trudng giang day ma & d6 cac chuan dau ra dugc xay dung dua trén yéu cau tur
cac bén lién quan cua churong trinh dao tao va viéc day va hoc trong toan hé thong duogc van hanh theo
nguyén tit dam bao chuén dau ra. P4i tugng nghién ctru la nhom 35 giang vién day nhiéu mén hoc khac
nhau trong chuong trinh ctr nhan Ngon ngit Anh da duoc té chirc dam bao chét lwong qudc té AUN-QA
danh gia va cong nhan. Cac phuong phap khao sat, quan sat, phong van khac nhau di duoc thyc hién
trong subt qua trinh glang day mén hoc nay. Phan mém Microsoft Excel duoc ding dé phan tich phan dit
liéu dinh lugng, phan mém NVIVO dugc sir dung 1am cong cu chinh hd trg phan tich dir liéu dinh tinh.
Két qua thu vé cho thiy nghién ciru da tim thdy mot sé két qua mai va dang chu ¥ so v6i nhitng nghién
clru truge day lién quan dén niém tin va hanh vi ctia giang vién giang day Tiéng Anh trong mdi truong dat
trung nay. Két qua cho thiy giang vién hinh thanh 2 nhom niém tin (1) vé nhing yéu t quyét dinh dén
toan bd qua trinh giang day va (2) nhimg yéu t6 chi anh hudng dén qua trinh trién khai cac hoat dong cu
thé trén 16p hoc; 2 yéu tb gilr vai tro quyét dinh dén giang vién trong qua trinh giang day la triét Iy gido
duc tai co s& dao tao va chuan ddu ra mén hoc. Két qua con cho thay ngoai cong tac giang day thong
thuong, nguoi giang vién con dam nhén ca vai tré nhu mot nguoi kiém soat vé chat luong va mue do dat
dugc chuan dau ra mén hoc ciing nhu déng gop vao viée hoan thanh cac muc tiéu chién lugc vé dao tao
cua co so giao duc.

Tir khéa: day hoc theo chudn dau ra, nhan thike va hanh vi cia giang vién

APPENDIX
The questionnaire for surveying at the beginning of the course

1. What are the strengths of the graduates from the program you are teaching compared to other

similar programs in your country? ...................... [there was more space in the distributed
questionnaire]
2. What are your contributions n shaping these strengths?

3. What are the most influential factors that shape and direct your teaching? ...............................

4. Among the following factors, please choose the factors that you believe to influence you
STRONGLY while teaching?

The available facilities and teaching aids

Learners' levels of proficiency

Time constraint

Learners' psychological factors such as motivation, attitude, styles

Course's expected learning outcomes (CLO)

Program's expected learning outcomes (PLO)

Testing and assessment

O0000o0oao
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0 The educational philosophy of the university

o The personal educational philosophy of the teacher

o Other factors

Please evaluate the influential level of the following factors?

5. The available facilities and teaching aids

I (very low) 2
6. Learners' levels of proficiency

I (very low) 2
7. Time constraint

I (very low) 2

8. Learners' psychological factors such as motivation, attitude, styles

I (very low) 2

9. Course's expected learning outcomes (CLO)

I (very low) 2

10. Program's expected learning outcomes (PLO)

1 (very low) 2
11. Testing and assessment
I (very low) 2

12. The educational philosophy of the university

I (very low) 2

13. The personal educational philosophy of the teacher

I (very low) 2
14. Other factors
I (very low) 2

3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6
3 4 5 6

7 (very high)
7 (very high)
7 (very high)
7 (very high)
7 (very high)
7 (very high)
7 (very high)
7 (very high)
7 (very high)

7 (very high)

15. Do you have any personal goals and values while teaching? If yes, what are they and why?

16. What are your favorite teaching methods? Why?

17. What are the factors that shape your teaching methods? Why?

18. What are your roles while working in this university? Why do you believe so?

If it is possible, would you please give me your contact in case I think we need further interviewing
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