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Supervisor:  David Schwarzer 

 
This dissertation is a qualitative study in which the perceptions of ESL teachers 

and adult ESL students were elicited via a series of interviews regarding what they 

believe renders an ESL teacher good. The participant’s portrayals of good ESL teachers 

included a description of the individual differences that distinguish between good and 

ineffective ESL teachers as well as the pedagogical practices of these teachers. ESL 

teacher and student participants’ perceptions did not always match. 

Five individual differences were described by participants: (1) a respectful 

professional, (2) a caring educator, (3) a cultural mediator, (4) a patient instructor, and 

(5) a native speaker. In addition, the participants described eleven pedagogical practices 

of good ESL teachers: (1) allowing personalized speaking time in class, (2) teaching 

authentic language & culture, (3) engaging students, (4) negotiating the curriculum, (5) 

conducting an organized class, (6) demonstrating subject area knowledge, (7) integrating 
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content areas, (8) building learner autonomy, (9) Building learner confidence, (10) 

catering to learners’ cognitive learning styles, and (11) tolerating ambiguity. 

This study fills a gap in the literature on good teachers by presenting the 

perceptions held by both students and teachers of good ESL teachers in particular. 

Implications are drawn that may be of interest to ESL teachers, language teachers in 

general, language programs, as well as language teacher training departments. 
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CHAPTER 1: INTRODUCTION 

 
This study is a qualitative research study concerned with describing ESL teachers’ 

and adult ESL students’ perceptions of good ESL teachers. In order to better understand 

the phenomenon of good teaching, a general overview of researcher’s perspectives and 

definitions of good teachers are presented below followed by an explanation of why this 

study is needed as a contribution to the discourse on good teaching. 

The meaning and definition of good teaching has been part of educational 

research discourse for centuries going as far back as Plato’s description of the Socratic 

method of teaching by asking questions of the audience (i.e. the Socratic dialogue). Since 

then, research on good teachers has established two main views of good teachers: good 

teachers are a function of teacher personality and/or teacher abilities. Research on good 

teaching viewed in terms of teacher personality highlights personal qualities and traits of 

good teachers such as friendliness, enthusiasm, and even attractiveness (Beishuizen, Hof, 

van Putten, Bouwmeester, & Asscher, 2001). This perspective was based on the premise 

that teachers’ personalities are projected into every classroom activity, thus affecting 

every learning situation (Penner, 1992).  

Research on good teachers from the ability perspective focuses on describing the 

skills and acts of good teachers. That is, teachers are considered to be ‘good’ when their 

behaviors are found to correlate to student achievement. Following this view, the popular 

process-product paradigm of teacher effectiveness research became the methodology of 
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choice in the 1960s ‘70s and ‘80s as an outcome of the accountability movements of the 

time (Borich, 1986).  

Researchers also recognize the roles of knowledge and experience in describing 

good teachers –an argument that developed from the ability perspective on good teachers. 

Related to this is the way in which teacher knowledge has been described based on 

Aristotle’s distinction between episteme, which is theoretical knowledge or knowledge of 

rules and concepts to be taught and phronesis or practical knowledge, which refers to 

knowledge of what to do with the rules and concepts (Kessels & Korthagen, 1996). 

Accordingly, researchers maintain that a good teacher is one who has a mature 

personality and has acquired knowledge and skills which are -to an extent- based on 

experience. 

More recently, research concerned with defining good teachers has focused on 

finding not only cause and effect relationships between teacher behavior and student 

outcome but also cause and effect relationships between teacher behavior and teacher 

training as good teachers are determined to be expert teachers (Cruickshank & Haefele, 

2001).  

DEFINITIONS OF THE GOOD TEACHER 
 

The literature abounds with different definitions of good teachers based on the 

research perspectives described above. Simon and Boyer (1969), for example, define 

good teachers as analytic teachers; i.e. teachers who use a systematic method of recording 
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and examining their classrooms and their interactions with their students. These teachers 

then use their analyzed records to modify their teaching.  

Doyle (1977) defines good teachers as those who are able to engage students 

longer than other teachers so that students’ time on task increases, which may result in 

increases in learner achievement. To Eisner (1985) however, good teachers are those who 

view teaching as an art. Their primary purpose is to lead learners towards the objectives 

of the class while simultaneously capitalizing on student interests and talents. As well, 

Eisner asserts that good teachers recognize that their teaching goals are continually 

changing and differ from student to student.  

Two of the researchers who have established the classical literature on teacher 

effectiveness (i.e. process-product research) are Brophy and Good (1986). Good teachers 

–according to these two researchers- are those who are successful in bringing about 

achievement increases or gains. Furthering this argument, Berliner (1987) describes good 

teachers as those who provide their learners with more academic learning time, which can 

predict student achievement. Cruickshank (1987) considers good teachers to be reflective 

teachers who demonstrate interest not only in learning the art and science aspects of 

teaching but in learning about themselves as teachers as well. While for Glasser (1990), 

good teachers engage their learners in the objectives of the curriculum, which may 

change from student to student. Still to others, good teachers are caring teachers who take 

a special interest in the lives of their students and are sensitive to their particular needs, 

which may stem from their cultural and ethnic backgrounds, socio-economic status, and 

their physical or emotional states (e.g., Ladson-Billings, 1994; Valenzuela, 1999).  
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None of these definitions are meant to be mutually exclusive. In an ideal world, a 

good teacher would encompass all the descriptors above, but in reality, we must be able 

to appreciate many types of good teachers. Different variations of good teachers satisfy 

the needs of different learners and stakeholders (Cruickshank & Haefele, 2001). Thus, the 

questions that should be asked are: are there other variations or ways of defining good 

teachers of specific learners that are yet to be discussed? And, who is responsible for 

defining the good teacher?  

    

WHY ANOTHER STUDY ON GOOD TEACHERS? 
  

Most studies on good teachers conducted in the first half of the twentieth century 

did not involve students’ views or definitions of good teachers (Cruickshank & Haefele, 

2001). Rather, researchers and teachers themselves were the main source of most 

definitions and perspectives of good teachers. This seemed to be an odd oversight as it is 

learners who are impacted the most in the classroom by having effective or ineffective 

teachers. In addition, teacher success and effectiveness varies with different students, so 

that the good teacher of young learners differs from the good teacher of adult learners or 

of learners with special needs, etc. Therefore, it seems necessary to consider what various 

learners think defines a good teacher for them as unique individuals.  

In the second half of the 20th century, researchers finally included students in their 

research on good teachers, but instead of asking learners about their perceptions of good 

teachers, most researchers measured student achievement and gains to determine teacher 
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success (Orenstein, 1986). Two major problems with this method of determining teacher 

effectiveness were identified. First, researchers have found that certain teacher behaviors 

that increase learner achievement, such as drills, are in direct opposition to behaviors that 

lead to gains in higher-order cognition and creativity, such as problem based learning 

activities (Darling-Hammond, Wise, & Pease, 1983). Second, in order to measure student 

achievement, researchers have commonly relied on the results of standardized tests. 

Ornstein (1986) argues, however, that while standardized tests may reflect overall 

curriculum content, “they simply do not reflect what is taught in any one teacher’s 

classroom” (p. 173). Therefore, these tests are inappropriate for ‘measuring’ what 

learners have acquired over a short period of time (1968.).      

As such, in response to the question posed above (who is responsible for defining 

the good teacher?), I argue that the responsibility falls to both teachers and students. 

Students know what their teachers do and say that helps them learn better, and 

encourages them to achieve their goals. And, teachers also know what behaviors, 

activities, and methods work for their students in particular.  Thus, the answer to the 

question: are there other ways of defining good teachers of specific learners that are yet 

to be discussed? is a definite yes. Taking into account the learner’s perspective on good 

teachers is an alternate way of looking at the topic, and there is a definite need to describe 

good teachers of language learners in general and adult ESL students in particular 

because ESL students in the US tend to come from a myriad of cultural backgrounds, 

which may influence their perceptions of good language teachers as will be confirmed in 

the following chapters.  
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The purpose of this study is not to provide an all-encompassing definition of good 

ESL teachers per se. Rather, my objective is to simply present what a group of ESL 

teachers and adult ESL learners believe causes an ESL teacher to be good in an attempt to 

show the value of both learners’ and teachers’ perspectives and to offer ESL teachers of 

adult ESL learners a way in which to begin to identify the needs and expectations of their 

multicultural students.    

     

MY PERSONAL AGENDA 

 
My interest in this topic is not simply the result of a need to fill a gap in the 

literature; it is personal as well and stems from my experiences as an ESL learner and an 

ESL teacher. I do not recall why I decided to become a teacher. Although I was a very 

good student, I never really liked school or enjoyed any of my classes in particular. I had 

very few likeable teachers and only one I considered to be a ‘good’ teacher. Teaching 

was not even a tradition in my family.  

In the Arab World to which I belong, teachers are respected to no end as 

educators, but receive strikingly low monetary rewards. Arab children are taught from a 

very young age to respect their teachers and that teachers are always right no matter what. 

As a result, teachers are often viewed with a mixture of reverence and fear. Thus, I had 

no real incentive to become a teacher, yet when the time came for me to declare a major 

at the university, I immediately decided that it had to be Applied Linguistics/Teaching 

English as a Second Language (AL/TESL).  
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My parents encouraged me to go to medical school or join any other science-

driven discipline as my grades and test scores would have easily paved that way for me. 

After beginning classes in the AL/TESL department at my university, I was told by many 

family members and friends that my good grades are being totally wasted on such a field. 

I heard, “What are you going to be? A teacher?” and “You’re so smart; you could’ve 

been a doctor!” again and again. I have never looked back or regretted my decision to 

become an ESL teacher, even though I cannot really explain why I wanted to be one 

other than that it simply felt ‘right’ and I am happy to say that it still does.  

My undergraduate and graduate programs were designed to prepare “good” 

language teachers. The focus of all my language teacher preparation courses –even 

theoretical courses- was always practical and pedagogical in nature. Applications and 

implications for classrooms were pointed out and taken into consideration in each course. 

As such, I am pre-dispositioned to constantly criticize my own teaching and to weigh the 

pedagogical and theoretical factors influencing what I do in class.  

Soon after I graduated and began teaching, I began to wonder: what exactly is a 

“good” language teacher? Am I going to be one? How can I tell if I am, and what can I 

do if I’m not? Years later, I am still trying to find answers to these questions, and I am 

not sure that I will ever answer them to my complete satisfaction. I think that much of 

this obsession comes as a result of my studies as well as a result of my experiences 

learning English as a second language and trying to learn a third language (French). 

 I began taking French language classes at the age of seventeen. I enrolled in a 

language institute and attended classes three days a week for two years with three other 
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students. I learned very little. In those two years, I had two different teachers- one was a 

native speaker from Toulouse, France and the other a near-native speaker from Algeria. 

Both my teachers were friendly and competent (i.e. certified), but neither was actually 

good at teaching. They seemed to lack the creativity and that special spark that good 

teachers have. I finally gave up on the institute and hired a private tutor for a year. By the 

end of the year my tutor (who was from Lebanon) learned more English from me than I 

learned French from her. At the time, I could not understand why my progress was so 

slow and arduous. Looking back, however, I realize that none of my French language 

teachers enjoyed teaching at all. To them, teaching was just a job, a way to pay the bills, a 

means to an end. They were not interested in whether or not their students learned, and it 

showed. They came to class, followed the textbook to the letter, oversaw drills, lectured 

on grammar, assigned more drills for homework, then left. They never inquired about our 

learning goals, needs, or preferences. 

In sharp contrast to this experience was my experience in learning English as a as 

a child. I began learning English at the age of two. My parents hired a private tutor, Mrs. 

B, to teach English to me and my 5 year-old sister. Mrs. B was an experienced teacher 

from the US, and she was a fine language teacher. Many factors played into the 

effectiveness of Mrs. B as an English language teacher to two young language learners. 

First, Mrs. B truly loved teaching and she knew how to make learning both enjoyable and 

purposeful. She often seized teachable moments (Schwarzer, 2001) and always 

capitalized on our childish interests (e.g., my fascination with bunnies was the inspiration 

for reading lessons using a number of children’s books filled with rabbit stories). Most 
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importantly, Mrs. B also cared about her students. She taught us with love (Goldstein, 

1998).  

My relationship with Mrs. B did not end after she returned to the US when I was 

about 7 years old. Although I have not seen her in nearly 22 years, we still keep in touch 

and write each other regularly. We are now planning a reunion, and I cannot wait to see 

her again. I still remember the way she smelled; it is one of my happiest childhood 

memories. She smelled like citrus fruit and sunblock. 

My fixation on the effectiveness of my own teaching combined with my 

preparation as a teacher, the negative experiences I had with overly strict, uncaring 

teachers in school, and my positive ESL learning experiences finally metamorphosed into 

a dissertation topic. What makes teachers like Mrs. B so memorable? Why are they such 

good teachers? And, what can we do to help all teachers become good teachers? This 

study is a small step towards answering some of these questions. 
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CHAPTER 2: LITERATURE REVIEW 

 
The aim of this study is to present the perceptions of ESL teachers and adult ESL 

learners of good ESL teachers. In order to frame this study within the literature on good 

teachers, I will begin by presenting the related literature on teacher and then student 

perceptions, then the literature on good second/foreign language teachers from the 

perspective of learners and teachers. First, I will summarize the literature on teacher’s 

perceptions in general as they relate to their perceptions of their own teaching and to their 

students as well followed by literature on teachers’ perceptions of good teachers 

specifically. Next, I will sum up the literature on students’ perspectives concerning their 

views of their teachers and then their perceptions of good teachers in particular. Third, I 

will provide an overview of the available literature on good second/foreign language 

teachers. Although there are many other threads of literature that may be connected to the 

phenomenon of the good ESL teacher, I have chosen to limit myself to these three areas 

then present additional associations to related literatures within the findings chapter as 

needed. As well, I have chosen to include here studies in which both adult and young 

learners’ perceptions are elicited and in which the views of teachers of adult and young 

students are described as I have found that many perception studies focus on younger 

learners in particular.  
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TEACHER PERCEPTIONS LITERATURE 
 

As stated above, teachers’ perceptions literature will be presented here first in 

relation to teachers’ perceptions in general, then more specifically to teachers’ beliefs 

about good teachers. However, a brief definition of the term “perception” is needed here 

first. Different scholars have used varying definitions and terms to refer to perceptions 

such as beliefs, preconceptions, and perspectives (e.g., Calderhead & Robson, 1991; 

Goodman, 1988). I have adopted Clark’s (1988) definition of perceptions as 

preconceptions. To Clark, these preconceptions are "eclectic aggregations of cause-effect 

propositions from many sources, rules of thumb, generalizations drawn from personal 

experience, beliefs, values, biases, and prejudices" (p. 5).  

Recent years have witnessed an abundance of research studies concerned with 

teachers’ perceptions, which focus particularly on such issues as teachers’ perceptions 

about themselves as teachers (e.g., Buhler & Roebuck, 1987; Heiman, 2001; Lunn & 

Bishop, 2003), about their students (e.g., Buhler & Roebuck, 1987; Stunland, 1995), and 

about good teaching (e.g., Ilmer, Snyder, Erbaugh, & Kurz, 1997; McAllister & Irvine, 

2002; Skamp & Mueller, 2001). Such teacher perceptions are modified and developed 

with time and teaching experience and are often reflected in teachers’ classrooms 

(Richards & Lockhart, 1994). Researchers have termed these beliefs the culture of 

teaching. Teachers are said to have used the results of these studies on their knowledge, 

their belief systems, and good teachers/teaching to make decisions regarding classroom 

action (Brousseau, Book, & Byers, 1988).  
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Teachers’ beliefs about their own teaching have been addressed in studies 

concerned with teachers’ perceptions of self-efficacy. The connection between teachers’ 

beliefs about their efficacy and teacher effectiveness has been made by some researchers.  

Barnes (2000), for example, found a correlation between pre-service and experienced 

teachers’ ratings of their self efficacy and their ratings of their effectiveness.  

Teacher self-efficacy research is founded on the certainty that perceptions of self-

efficacy have powerful effects on human behavior, motivation, and eventually on success 

or failure (Bandura, 1982, 1993, 1997). Teacher self-efficacy is defined as teachers’ 

judgments of their abilities to bring about student engagement and learning even among 

unmotivated learners (Tschannen-Moran, Woolfolk, & Hoy, 2001). In addition, not only 

has teacher self-efficacy been found to be a reliable determinant of teacher behavior 

(Woolfolk & Hoy, 1990) it has also been shown to relate to students’ own sense of 

efficacy and motivation (Anderson, Greene, & Loewen, 1988).  

Although research on teachers’ perceptions of self-efficacy is not without 

problems1 studies have yielded many interesting results. Teachers who believe 

themselves to be efficacious were determined to be less likely to recommend a student to 

be sent to special education (Soodak & Podell, 1993). These teachers were also found to 

be open to experimenting with different teaching methods and materials and actively seek 

new teaching approaches and activities in order to improve the quality of their teaching 

                                                 
1 For example, researchers are currently engaged in a debate regarding the meaning and methods of measuring teacher 
self-efficacy (Tschannen-Moran, Woolfolk, & Hoy, 1998). 
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and to assist their students in learning better and becoming more engaged (Allinder, 

1994). 

Furthermore, research concerned with teachers’ perceptions of their students has 

considered teachers’ beliefs about what their students need and expect from them in the 

classroom. Researchers have found that teachers rely particularly on their perceptions of 

students’ needs and expectations for decision-making in the classroom and for altering 

their classroom behavior (Burns, 1996; Willcoxson, 1998).    

What research on teachers’ vs. learners’ perceptions suggests is that when 

students’ perceptions and expectations of their teachers are realized or met, the effect of 

learners’ perceptions may be constructive and conducive to learning. However, if 

learners’ perceptions are incongruent with the reality of their classrooms, the result will 

perhaps be detrimental to their learning (Barcelos, 2000; Levy & Wubbles, 1992) – a 

result that has been supported in numerous research studies (e.g., Barcelos, 2000; Teven 

& McCroskey, 1996; Spratt, 1999; Wanzer & Frymier, 1999). This is not to say that there 

are no studies that found a high degree of consistency between students’ and teachers’ 

perceptions of good teachers (see, for example, Miller, Dzindolet, Weinstein, Xie, & 

Stones, 2001). 

Teachers’ perceptions of good teaching and teachers have also been elicited in 

many research studies. Research on teachers’ perceptions of good teachers encompasses 

teachers’ viewpoints of their own good teachers who have taught them in the past. 

Goodman (1988) found that teachers’ beliefs about teaching are influenced by early 

childhood school experiences and can have a large impact on their professional 
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perspectives. Morrow (1991), for example, surveyed 225 public school teachers asking 

them to describe their experiences with their own teachers that made a significant impact 

on their lives. A “significant” impact was used in reference to experiences or 

relationships with teachers that led to long-term change in the participating teachers’ self-

confidence, or to making life-changing decisions, and/or to influencing major changes in 

the teachers’ behaviors or feelings. Morrow found that the teachers identified experiences 

with their teachers who were caring, warm, and encouraging as having the most impact 

on their lives followed by teachers who challenged students to learn, gave compliments to 

learners, and showed great enthusiasm for teaching.  

In other research studies teachers were asked directly to describe their beliefs 

about good teachers rather than recall what they thought made their own teachers good. 

Delso (1993), for instance, conducted a qualitative research study with veteran teachers 

whom he interviewed regarding their perceptions of good teachers. The teachers 

identified many factors that differentiate between good and ineffective teachers, the most 

salient of which were: (1) good teachers are willing to adjust lessons so that they relate to 

student interests, (2) good teachers have innate personal characteristics which they 

develop on their own independent of formal training or experience that contribute to their 

effectiveness, (3) good teachers evaluate themselves based on what they read from their 

students, (4) good teachers develop appropriate relationships with their students, and (5) 

good teachers motivate their students and engage them in the materials and objectives of 

lessons (Pp. 177-79). 
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Despite the numerous contributions of teacher perceptions literature, there still 

remain some intriguing issues and problems that have yet to be resolved. For example, 

the methods used in some of the studies examining teachers’ views of good teachers have 

tended to provide previously determined stimuli (such as particular descriptions or rating 

scales) for teacher participants to judge (Beishuizen et al, 2001).2 Some of these 

approaches include simulation methods, commentary methods, and methods of concept 

mapping (Calderhead, 1996). In simulation studies, teachers are presented with a 

classroom problem (either on videotape or described on paper) and are then asked to 

make a decision as to how to approach the problem. Commentary studies rely on think-

aloud methods in which teachers are asked to comment on their own behaviors while 

viewing videotapes of their lessons. In concept mapping studies, teachers are asked to 

organize and show connections among concept labels (Calderhead, 1996). Thus, the 

trouble with these methods is specifically their consistent use of such preset stimuli rather 

than simply asking teachers what they believe makes a teacher good.  

Another problem is that although research concerned with teachers’ perceptions 

of their students has determined that many teachers rely on their perceptions of their 

students’ needs to change their classroom behavior and improve their teaching (see 

above); in some studies where teachers’ perceptions of student preferences were weighed 

against students’ stated needs, researchers have reported that teachers frequently 

expressed surprise “to learn about the thoughts and feelings of their learners” when 
                                                 
2 This is also true of many studies in which researchers found that teachers’ and students’ perceptions of good teachers 
were similar. In these studies, respondents were asked to rate effective teacher characteristics predetermined by the 
researcher(s) rather than having the participants divulge their own beliefs about the characteristics of effective teachers, 
which may be viewed as limiting their perspectives in some ways.  
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findings were shared with them (Barkhuisen, 1998, p. 102). Spratt (1999), for instance, 

surveyed 997 adult undergraduate English majors and 50 of their teachers about students’ 

preferences regarding classroom activities. Spratt concluded that teachers’ and students’ 

perceptions corresponded on 50% of activities and that the teachers generally 

underestimated their students’ preferences. 

Accordingly, teachers cannot rely completely on their perceptions of their 

students’ needs, which means that they must become more aware of their students’ 

perceptions, expectations and needs if they are to change their classroom behaviors in 

ways that will benefit their students. Furthermore, new methods to glean the perceptions 

of teachers on good or good instructors should be used in addition to those methods that 

have been typically used in the literature, which have tended to be quantitative in nature 

using preset rating scales and prompts.    

 

STUDENT PERCEPTIONS LITERATURE 
 

The idea of enlightening instruction by going to students and seeking their 

perceptions and perspectives is not a new one. For decades, researchers have examined 

students’ perceptions about schooling, teacher behavior, and teacher qualities (e.g., 

Hollis, 1935; Allen, 1959; Taylor, 1962). As well, contemporary perception studies have 

also addressed students’ perceptions about themselves as learners, about learning and 

teaching, and about their teachers (Fedderson, 2003; Horwitz, 1987, 1999; Wenden, 

1991). In addition, researchers and educators have called for such a consideration of 
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learner input and perspectives in order to better understand learner differences, 

experiences, and needs (e.g., Oxford, 1989; Johns, 1997; Horwitz, 2000). Oxford (1989), 

for example, argues that it is imperative that educators help students to self-explore their 

past “best and worst” learning experiences in order for them to better understand and 

appreciate their own learning and to aid their teachers in learning about their students’ 

perceptions of their instructional effectiveness. To this end, Carson (1996) collected 

stories related by 222 alumni of Rollins College (who graduated between the years 1964 

and 1990) about their memories of their most good teachers and professors. Carson 

identified three major themes: (1) outstanding teachers love their subjects (i.e. the 

subjects they teach), (2) they respect and like their students, and (3) they are committed 

to and skilled at connecting the two things they care deeply about – their subject matter 

and their students (p. 11). 

Young learners’ perceptions of good teachers have also been frequently examined 

in the literature. For example, Evans (2002) interviewed a group of fifth graders and 

asked them to describe what they believe are the characteristics of good teachers. Evans 

reports that the students listed caring teachers, teachers who respect their students, 

teachers who help students to learn, and teachers who make learning fun as being the best 

teachers. In a similar vein, Koutsoulis (2003) surveyed high school students from twenty-

five difference schools (in Cyprus) in order to define the characteristics of good teachers. 

The questionnaire used in the study included three sections regarding the characteristics 

of good teachers: human characteristics, communication skills, and teaching and 

production characteristics. Among the most important human characteristics of the good 
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teacher, the participants listed teacher understanding and friendliness. The good teacher’s 

most vital communication characteristic was considered to be her/his ability to 

communicate effectively. Lastly, with regard to the teaching abilities of good teachers, 

the respondents counted teachers whose classes are motivating and interesting to students 

as being the most effective. Interestingly, Koutsoulis (2003) found that low-achieving 

students focused much more on the human characteristics of good teachers than high 

achieving students who reported that they prefer their teachers to be knowledgeable.  

As well, the perceptions of pre-service teachers (i.e. learners preparing to become 

teachers themselves) on good teachers have also been documented. One such study was 

conducted by Aagaard and Skidmore (2002) who asked pre-service teachers to describe 

their best and worst teachers from elementary and high school in terms of their 

characteristics. The respondents explained that the best teachers they had were the ones 

who conducted student centered classrooms, while the worst teachers were those who 

followed teaching methodologies and practices that were uninteresting to learners.  

Moreover, educators –particularly those in higher education- have relied heavily 

on student evaluations as a measure of teacher success. However, there are many 

problems inherent with using learners’ perceptions in this way. One problem recognized 

in the literature is that students have often demonstrated preference for activities that do 

not necessarily lead to learning (McKeachie, 1997). Another problem has been identified 

by Feldman (1988) who argues that students tend to view good teachers as those who are 

the most entertaining and interesting. Still another issue relates to the instrument itself. 

Marsh and Roche (1997) argue that a major concern within the debate on the 
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shortcomings of teacher evaluations is that these tools of measurement often do not 

reflect the multidimensionality of teaching, and hence their validity is questionable.     

Using students’ perceptions in evaluations of teachers as a measure of teacher 

effectiveness can be clearly seen as even more problematic when one considers finding of 

such studies as those conducted by Rowden and Carlson (1996) and Butler and Roesel 

(1991). Rowden and Carlson found that teachers’ gender was a main factor in 

determining teacher ratings. In general, female teachers were rated much higher (i.e. they 

were evaluated as being more effective) than male teachers. Furthermore, male teachers 

were rated much lower by female students. In their study on the effect of teachers’ 

appearance and clothing on learners’ perceptions, Butler and Roesel, report that students 

considered a teacher dressed in a coat to be knowledgeable but the least fun, while a 

teacher dressed in jeans was described as fun, but less knowledgeable. Finally, a teacher 

wearing a tie and a shirt with rolled up sleeves was considered to have the best of the two 

worlds as he was evaluated as being both fun and knowledgeable. What these studies 

indicate is that students’ evaluations of their teachers may be affected by many factors 

other than teachers’ effectiveness (such as appearance, gender, age, cultural background, 

etc.). Therefore, evaluations cannot be a reliable measure of teacher success without 

modifying these measures so that factors such as those described above do not become 

determinants of teacher effectiveness. 

Furthermore, researchers are not the only persons concerned with learners’ beliefs 

about teachers. Teachers also appear to recognize the value of their students’ perspectives 

and viewpoints as evidenced by teachers’ rich anecdotal and research-based contributions 
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to educational publications in which they relate how they learned from their students 

about the qualities of “good” teachers (e.g., Burke, 1991; Carson, 1996; Omotani, 1996). 

(e.g., Burke, 1991; Omotani, 1996; Urban, 1999). Dodd (1995), for instance, explains 

that upon reflecting on her own teaching experiences and her past relationships with her 

students, she discovered that knowing her students was as important as knowing the 

subject she was teaching. Having a trusting relationship with students and listening to 

their perspectives is essential to Dodd in order to motivate students intrinsically. As such, 

Dodd (1994) suggests that in order to be better able to modify their teaching methods to 

engage learners, good teachers should reflect on their classroom experiences, view their 

students as individuals, not make assumptions about their learners or their needs, and 

provide students with opportunities to share their own perspectives.  

Such teachers appreciate the vantage point that their students have in their 

classrooms- a point from which the learners simultaneously act as monitors or observers 

of their teachers’ behaviors as well as recipients of those behaviors. This exclusive 

vantage is not held by persons other than students in a classroom (such as a supervisor or 

independent observer), which renders their input regarding teacher effectiveness not only 

unique but also necessary (Johns, 1998). Turley (1994) argues that considering students’ 

perceptions and perspectives “…provides information from the viewpoint of the major 

dependent variable in the classroom” and that:  

listening to the voices of students validates them as partners in the educational 
process. It gives students a share in the management of the learning environment 
by including the student voice in the analysis of the data that leads to decision 
making. As they are the recipients of the benefits of education, it seems 
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reasonable and fitting to include students in the process of attempting to improve 
instructional practice (p. 4).  

 
Thus, learners’ perspectives should also be considered for reasons other than their unique 

observational position in the classroom.  

In spite of the plethora of research on teachers’ and students’ perceptions of each 

other, and despite the presence of research that stresses the importance of listening to 

students’ voices in the classroom, few studies exist that specifically attend to the learner 

perspective regarding what constitutes a “good” teacher. Kramer and Pier (1997) 

examined an extensive number of research studies on effective and ineffective teachers. 

They reported that although research concerned with teacher effectiveness had generated 

over 1,000 published studies by 1996, most of the research was focused on teachers and 

researchers defining good teachers rather than having students themselves identify the 

characteristics of good teachers. Yet research on good teachers has suggested that 

students’ perceptions of their teachers help shape their expectation of those teachers, and 

consequently may have either a positive or negative effect on learners’ academic 

performance (Levy & Wubbles, 1992; Teven & McCroskey, 1996; Wanzer & Frymier, 

1999).  

The focus of teacher effectiveness research on the perspective of the researcher or 

teacher overlooks and thus marginalizes the student outlook (Kramer & Pier, 1997). In 

other words, most of this body of literature has taken only a partial emic (or insider’s) 

perspective by exploring the knowledge of one player in the classroom context, i.e. the 

knowledge of the teacher. Teacher effectiveness, however, affects students in profound 



 22

ways both emotionally (Morrow, 1991) and academically (Richards, 1996). Therefore, if 

we are to attempt to understand the various dimensions of teacher effectiveness, and if we 

are to adopt a truly emic standpoint, we must take students’ viewpoints into consideration 

as well as teachers’; and we must employ methodologies that best illuminate such a 

holistic emic perspective.  

GOOD LANGUAGE TEACHER LITERATURE 

 
If the learner perspective plays a minimal role in research on teacher effectiveness 

as stated by Kramer and Pier (1997), this is even more evident in the case of minority-

language students or students who are speakers of English as a second language (ESL) 

(Oxford, 1989; Barcelos, 2000). Research regarding learners’ perceptions within the 

English as a second/foreign language context has been attentive chiefly to ESL/EFL 

students’ perceptions and views of teaching methods, curricula, language learning, and 

attitudes towards the second/foreign language (English). That is, the paucity of research 

on the good language teachers is due to the attentiveness of most studies to language 

itself and language learning rather than to ESL teacher effectiveness (e.g., Christison & 

Krahnke, 1986; Horwitz, 1987; Horwitz, 1988; Leki & Carson, 1994; Altan, 1997). In 

this research study I posit that by virtue of their minority language status, ESL students’ 

perceptions/expectations of good ESL teachers differ somewhat from those 

perceptions/expectations held by mainstream students3 of good mainstream teachers (i.e. 

teachers of subjects other than ESL). In other words, not only do ESL students have 

                                                 
3 The term mainstream students refers to students who are native speakers of English. 
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different needs and expectations of their teachers, they also identify certain good 

teacher/teaching characteristics that are unique to ESL teachers. I base this hypothesis on 

Gardner’s (1985) proposal that acquiring a second language differs from learning any 

other subject. This difference to Gardner stems from L2 learners’ need to take on some of 

the patterns and behaviors of the target language cultural community. 

The effectiveness of language teachers has been considered via two perspectives 

in the literature. The first view focuses on the knowledge, skills, and classroom behaviors 

of good language teachers (Shulman, 1994), while the other examines the personality 

traits of good language teachers (Gabrielatos, 2002). Furthermore, the research on the 

effectiveness of language teachers has shown that students and teachers do not always 

agree in this regard. For example, in a study in which 200 foreign language teachers (of 

English, Arabic, French, and Hebrew) and 406 ninth grade language learners were 

surveyed and interviewed about their perceptions of good language teachers, Brosh 

(1996) found that students and teachers agreed to a large degree on the perceived 

characteristics of good language teachers. They agreed that a good language teacher has 

adequate command of the subject matter and has the ability to transmit knowledge clearly 

and easily enough for students to understand and remember that knowledge. Teachers 

and students also agreed that factors least important for good language teachers are as 

follows: (1) knowledge of and positive attitudes toward the native speaker culture; (2) 

teaching using the L2; (3) knowledge of the curriculum; (4) classroom research 

orientation; and (5) teacher’s gender and appearance. Students and teachers in Brosh’s 

study differed, however, regarding other characteristics of good language teachers. 
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Students stressed the importance of treating students fairly and being available after class, 

while teachers stressed providing students with successful experiences. Brosh also 

concludes in the same study that teacher communication style and quality of teacher-

student interaction are important in distinguishing between effective and ineffective 

teachers. 

In a later study, Altan (1997) surveyed 300 high school English as a second 

language teachers in Turkey and states that the majority of the teachers agreed that good 

language teachers motivate their student to learn and are creative. As well, nearly a 

quarter of the participating teachers considered being well organized an important 

characteristic of good language teachers, while fewer teachers insisted that being 

proficient in the target language is essential for any good language teacher. 

Most educators would agree that listening to the student point of view (whether 

the student is a native speaker or a second language learner) is all well and good, but 

what happens when teachers’ and students’ perspectives collide? Research on learners’ 

perceptions suggests that teachers’ and students’ perceptions of each other do not always 

coincide (Barcelos, 2000; Levy & Wubbles, 1992) yet teachers’ and students’ 

expectations and assumptions are neither mentioned nor discussed in most classrooms. 

Consequently, teachers may not be fully aware of their students’ perceptions and 

expectations of them.  

As, well, differences between students’ and teachers’ perceptions may be the 

result of the influence of such factors as gender differences (Ogden, 1994), cultural 

differences (e.g., Hofstede, 1986; McCargar, 1993), and/or other factors as well. In his 
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seminal article on cultural differences in teaching and learning, Hofstede (1986) explains 

that teachers’ and students’ perceptions of each other may change according to certain 

characteristics of their respective cultures. Some of these cultural features include 

individualism vs. collectivism and power distance. Individualist societies, such as the US, 

are loosely integrated and members of these societies are primarily concerned with their 

own individual interests as well as the needs and interests of their immediate families. 

Collectivist societies, such as Taiwan in comparison, are tightly integrated and their 

members belong to one or more tight in-groups from which they cannot be separated. 

Power distance, according to Hofstede (1986) is the degree to which a less powerful 

member in a particular society tolerates power asymmetry as the norm. US culture, for 

instance, has very small power distance while Mexican culture can be said to have large 

power distance. These aspects of culture (as well as other characteristics discussed by 

Hofstede) play an important role in how societies teach, how they view teachers and their 

social status and even how well they pay their teachers.  

Accordingly, in the ESL classroom, one expects that mismatches and difference 

in ESL students’ and teachers’ expectations and assumptions will predominantly be the 

result of cultural differences. Cultural differences naturally abound when students and 

teachers have been socialized in disparate educational systems as in the US where the 

diversity of the population is greater than ever and where colleges and universities 

continue to enroll a growing number of non-native speakers of English. According to 
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Open Doors 2002,4 the number of international (or foreign-born) students enrolled in US 

universities and colleges increased 6.4% from the previous year to reach a record high of 

582,996 students in 2002. Thus, considering the effect of cultural differences between 

ESL teachers and students with regard to their classroom perceptions, expectations, and 

needs is becoming increasingly important. ESL teachers and students should be able to 

share and then negotiate these differences and mismatches in order to clarify 

communication, which may be clouded by misunderstandings and perceptional 

differences.  

In other words, a consideration of negotiation and conversation in the ESL 

classroom between teachers and students is vital, particularly given the certainty of 

cultural differences between ESL teachers and students. Negotiation is prominent and 

significant in many aspects of life including educational contexts and settings. 

Educational researchers have addressed the issue of negotiation in the classroom as it 

pertains to native-speaker teachers’ and students’ negotiation of curricula, course work, 

administrative matters, and during advising sessions (e.g., Boomer, 1992; Shosh, 2000). 

There also exists a significant body of literature focusing on cross-cultural negotiation in 

non-educational contexts such as international business contexts (e.g., Putnam & Roloff, 

1992; Geok, 1997; Drake, 2001); however, there have been very few studies on cross-

cultural negotiation in the classroom setting (Yook & Albert, 1998). And, there have 

                                                 
4 Open Doors is the annual report on international education published by the Institute of International Education (IIE) 
with support from the State Department’s Bureau of Educational and Cultural Affairs. The report is available online at 
http://www.opendoors.iienetwork.org/ 
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been fewer studies still on teacher-student cross-cultural negotiation conversations in the 

ESL/EFL classroom setting (e.g., Craig, 1997; Tyler, 1995). However, such research is 

indeed needed to aid ESL teachers particularly given the indication of researchers’ 

findings that students’ and teachers’ views do not always correspond (Barcelos, 2000). 

Moreover, most studies concerned with language learners’ perspectives and views 

have been quantitative in nature employing Likert-type scale questionnaires as the 

principal method of data collection. Few studies on the effectiveness of the language 

teacher have employed in-depth qualitative methods of describing and interpreting 

language learner views (Tse, 2000). Furthermore, most of the research on good language 

teachers is based primarily on models from general education, which Berlin (2000) 

argues is inadequate as learning language differs from learning any other subject. 

Accordingly, what is lacking in the literature on the good language teacher is: (1) more 

focused research devoted to the investigation and description of learners’ points of view, 

perceptions, and expectations of good language teachers specifically and (2) research that 

addresses the issue from an interpretive or qualitative viewpoint.  

Therefore, this qualitative study is an attempt to add a further dimension to past 

perception studies. It aims to fill the gap in the literature by providing ESL learners and 

teachers with the opportunity to make their voices and opinions heard. The main purpose 

of this study is to draw together the perceptions held by ESL teachers and adult ESL 

students of “good” ESL teachers in hopes of reaching a broader or more comprehensive 

understanding of what adult ESL learners need in order to successfully acquire English as 

a second language. As well, the research aims to illuminate the ways in which ESL 
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students and teachers may successfully negotiate mismatches in their needs and 

expectations with the ultimate goal of helping ESL teachers to reach a compromise 

between what their ESL learners want and what they (the teachers) believe is best for 

their students.  

Therefore, this study is based on the assumption that the responsibility for 

constructing a classroom environment in which effective learning can transpire falls 

squarely and equally on the shoulders of teachers and learners (Putnam & Borko, 2000). 

Both ESL teachers and students are expected to benefit from this research, the former by 

gaining insight into ESL students’ needs and preferences, and the latter by achieving 

what Dodd (1995) refers to as personal power, i.e. a belief that their opinions and actions 

will make a difference.   

RESEARCH QUESTIONS 
 

This research study is a qualitative study in which the perceptions of ten adult 

ESL learners and four ESL teachers are presented as they relate to good ESL teachers. 

Becoming a member (even a temporary one) of these participants’ ESL community is 

imperative for understanding the phenomenon at hand (i.e. good ESL teachers from both 

the teacher and student perspective). The study is specifically particularist in nature. In 

particularist studies, according to Merriam (1998), the researcher adopts a holistic 

perspective and attempts to examine specific instances (recounted by interviewees) in 

anticipation of illuminating a more general issue – in this case good ESL teachers.  

The study will address the following research questions: 
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1. What are the similarities and differences in the qualities of good ESL teachers 

as identified by the participants?  

2. How do participating ESL students’ cultural backgrounds affect their 

perceptions of good ESL teachers? 

The primary goals of this study are to (1) allow the participating ESL students to 

voice their needs and expectations of their teachers in their ESL classrooms and (2) help 

ESL teachers to gain a better understanding of the tensions that may exist in their 

classrooms as a result of differences between teachers’ and students’ expectations, needs, 

and perceptions of good ESL teachers. 
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CHAPTER 3: RESEARCH METHODOLOGY 

 

The methodological foundation upon which this research study was built is a 

qualitative research methodology for the following reasons. First, applying a qualitative 

research methodology to the topic of this research study is considered a departure from 

how the issue has been approached in most previous research studies. As mentioned 

above, many of the research studies conducted on the topic of teacher and student 

perceptions (within the field of education) in the past have been quantitative research 

studies. Moreover, the methodological procedures that are employed in this study are 

methods typically associated with qualitative and ethnographic research. The method of 

data collection is a series of semi-structured, formal interviews with participants (i.e. ESL 

students and teachers).  

Interviews will benefit the research in a number of ways:  

(1) Interviews will provide an unobstructed opening through which participants’ 

voices and opinions can surface, which is integral to this study as will be detailed below.  

(2) During interviews, the participants (myself included at times) will relate 

stories or narratives about their most and/or least good ESL teachers. Narratives have the 

unique quality of instructing, revealing, and informing all at the same time (Eisner, 

1997). As well, sharing stories may serve to narrow the gap between me (the researcher) 

and the participants thus encouraging them to reconstruct their own experiences and to 

free their inner voices (Seidman, 1998).  
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It is important to acknowledge here the problems inherent in the process of 

interviewing as discussed by Scheurich (1997). According to Scheurich, the reality of 

interviewing is relative and ambiguous partially due to its inclusion of both verbal and 

non-verbal aspects both of which may affect an interview. He points out as well that in 

interviews, there may exist interplay of dominance of the interviewee by the interviewer, 

interviewee resistance to this dominance, and chaos/freedom (i.e. all that occurs within 

an interview that is neither representative of dominance nor resistance) by both the 

interviewer and interviewee (1997., P. 72). In order to both tackle and contravene the 

ambiguity of interviewing, I followed Scheurich’s (1997) two practical suggestions by 

first highlighting the “baggage” that I brought with me into this research, and second by 

acknowledging and then clarifying the indeterminate and ambiguous nature of 

interviewing through member checking sessions with my participants.  

(3) Qualitative research regards the researcher as a human tool or instrument of 

data collection (Merriam, 1998). A human instrument (as opposed to an inanimate tool 

such as a questionnaire) is responsive to the context of data collection; i.e. the researcher 

processes the data provided by the participants while at the same time responding to the 

incoming information (whether verbal or non-verbal) in a way that allows the researcher 

to clarify, summarize, further explore, adapt questions and interviewing techniques as 

needed (Merriam, 1998), as well as to verify (confirm or disconfirm) understandings and 

interpretations, i.e. to double check with participants that the researcher truly understands 

and describes the topic under study in the same way (or at least in the closest way) in 

which it is described by those who lived it (LeCompte, 2000).  
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Additionally, being a human instrument for research means that a researcher is 

able to interact with her/his participants. Thus, research becomes participatory in nature 

particularly during interviews. It is this aspect of interviewing that allows interpretive 

researchers to produce richer accounts than would be possible using statistical approaches 

to research (Herod, 1993). However, this interactive, participatory nature of face-to-face 

interviewing requires qualitative researchers to pay close attention to the social 

interactions and relationships that develop between the researcher and participants during 

interviews as they may influence the interview process itself as well as help shape the 

data attained from interviews (Herod, 1993). These interactions and relationships may be 

affected by such factors as gender, age, ethnicity, class, and power in addition to other 

factors (Johnson-Bailey, 1999).  

The second reason I chose to implement a qualitative research methodology is 

that what seems to be lacking in many studies of students’ perceptions are the voices of 

those with whom the studies are concerned (i.e. the students themselves), which is due to 

the quantitative nature of most of these studies (e.g., Christison & Krahnke, 1986; Leki & 

Carson, 1994; Altan, 1997). Qualitative research allows the actual voices and thoughts of 

participants to be heard (Bailey & Nunan, 1996), and at the same time, makes room for 

the researcher’s voice as well, thereby giving the researcher what Gore (1993) calls 

authority with rather than authority over the people involved in the research. One of my 

main concerns while doing this research was to make sure that my participants’ voices 

were heard above mine. I consider this study to be a collaborative work with my 
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participants. And, listening to their voices and perspectives is the main goal of this study. 

After all, this is their story, and I have the privilege of retelling it here.   

What is more, qualitative research is important particularly within the field of 

education due to its reflexive capacity (Hammersley, 2000). Reflexivity permits 

researchers to hold a mirror that not only reflects the world which they intend to study but 

also shows them reflections of themselves, which in turn serves to illuminate “…deeper, 

richer meanings about personal, theoretical, and epistemological aspects of the research 

question” (Kleinasser, 2000, p. 155). Because reflexivity requires the researcher to work 

through personal, theoretical, epistemological, and ethical issues, it also helps the 

researcher produce better data (Kleinasser, 2000). Since this research is primarily 

concerned with identifying matches and mismatches in ESL teachers’ perceptions and 

ESL students’ perceptions, expectations, and needs, the adopted qualitative research 

methodology provided an outlet for ESL teachers’ and students’ voices while 

simultaneously allowing my voice as the researcher to permeate the research. 

The final reason behind my adopting a qualitative research methodology is its 

emphasis on thick, detailed descriptions. For the purposes of this study such descriptions 

of ESL students’ and teachers’ perceptions will allow consumers of the research -

primarily ESL teachers- to reflect upon their own unique ESL classrooms and students 

and to draw comparisons, interpretations, and generalizations that are relevant for them 

(Heinecke & Stohl Drier, 1998; Shkedi, 1998) thus, giving the power of transferability or 

generalization to teachers.  

 



 34

CONTEXTUALIZATION OF THE STUDY 
 

Below I will describe the communities from which the participants came to 

familiarize readers with the ESL learning and teaching contexts of the participants. Each 

of the ESL student participants had attended one of three academic English programs 

(AEPs) in central Texas: Southwest AEP, ESL international, or Texas ESL.5 The ESL 

teacher participants worked for the first two of these three programs. All three programs 

are academic English programs designed to prepare ESL students for university study in 

the US. I chose these AEP programs specifically because they are typical of AEP 

programs available to ESL learners in the US, but are also unique and different in their 

own ways (see program descriptions below for details). As well, the rationale behind 

choosing participants from academic English programs in particular is that ESL students 

graduating from these program are commonly expected to be highly motivated, 

conscientious language learners who may have accumulated specific and clear 

perceptions of good ESL teachers due to the serious and academic nature of AEPs 

(compared to ESL learners who are learning the language for pleasure). And, ESL 

teachers at these programs tend to be highly qualified and trained teachers, and therefore, 

they would likely be interested and receptive to discussing students’ needs and 

expectations. Fortunately as well, all three programs were conveniently located and easily 

accessible. 

                                                 
5 Program names have been changed to protect the anonymity of participants. 
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Southwest ESL is an academic English program offered by the International 

Office ESL Services division of a large university in Central Texas (henceforth, 

Southwest University). The program is intensive and caters to students who have 

intermediate to advanced English language skills, i.e. those who scored a minimum of 

425 on the standardized paper-and-pencil Test of English as a Foreign language 

(TOEFL), which corresponds to a score of 113 on the newly-adopted computer-based 

test. Southwest AEP prepares international students specifically for graduate study in the 

US. Thus, students at this AEP typically hold at least a bachelor’s degree in their field. In 

addition to helping students improve their language skills, the program also trains its 

students to work in teams, participate in seminars, and give effective presentations- all 

the skills needed to succeed as a graduate student. 

Texas ESL is also an academic ESL program that caters to international students; 

however, this program differs from Southwest ESL in that it is offered by the local 

community college and serves immigrant ESL learners in addition to international 

students. Texas ESL also welcomes non-native speakers of English who need to take 

prerequisite courses and prefer to do so at a community college sponsored ESL program 

than a university sponsored program.  

ESL International is a privately owned intensive ESL program that promises to 

prepare international students for graduate or undergraduate study in the US. Entering 

students typically hold high school degrees or bachelor degrees. Much like Southwest 

AEP, ESL International offers core courses designed to help students improve their 
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English language skills as well as optional test preparation classes. The program accepts 

ESL students at all levels of proficiency from beginners to advanced learners. 

These AEPs represent three types of programs available to non-native speakers of 

English who wish to improve their ESL proficiency to either enter undergraduate or 

graduate degree programs at accredited colleges and universities in the US. The reason 

these programs are described here is to give readers a sense of where the participants are 

coming from and the types of ESL learning and teaching experiences to which they have 

been exposed. Academic ESL programs affiliated with large universities differ from 

those offered by community colleges and also from those privately owned programs. The 

similarities of these three types of programs are not many. The programs all aim to serve 

non-native speakers of English the majority of whom –in the case of Texas- come from 

the pacific rim, Mexico, and Latin America, which is consistent with immigration 

patterns to the US according to the US Census Bureau (2003). As well, these programs 

help prepare ESL learners for mainstream academic study in the US, and for the most 

part, these programs offer non-credit ESL courses that cannot be applied towards 

coursework towards college or university graduation requirements (Ignash, 1995; Kurzet, 

1997); however, this is where the similarities end. 

 The programs cater to different types of ESL learners. Typically, university 

affiliated AEPs cater to international students, i.e. students who are in the US on a 

temporary basis and whose purpose is typically to attend undergraduate or graduate 

programs in the US and then return to their home countries. Community college AEPs 

also provide instruction to international students, but they additionally serve immigrant 
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students, i.e. ESL learners who are generally US residents and who have acquired or are 

in the process of procuring US citizenship and who typically want to attain undergraduate 

degrees (Brikman & Nuzzo, 1999). Private AEPs cater to both ESL student populations 

as well as other types of ESL students such as non-resident (international) students whose 

purpose is to improve their English for personal or professional (i.e. non-academic) 

growth. It is important to describe the diverse ESL learners whom these three types of 

ESL programs serve because the needs of these students also differ as well as their 

motivations for learning the language. Furthermore, international students are typically 

younger than resident ESL students and they tend to experience culture shock while 

residents have reconciled with the fact that the US is now their home and that they are not 

returning to their countries of origin (Brikman & Nuzzo, 1999).  

The ESL teachers in the three types of academic ESL programs also differ in 

terms of their training and qualifications as well as their status and employment 

packages.6 AEP programs sponsored by universities and community colleges tend to pay 

their ESL teachers higher salaries and offer enticing benefit packages. Teachers in these 

programs are often highly qualified, well-trained and experienced ESL professionals who 

hold degrees (typically Masters or Ph.D.s) in teaching English as a second language or a 

related field (such as applied linguistics). As such, ESL teachers working for these 

programs have a propensity to keep their positions for extended periods of time and 

become very familiar with the student population and the program curricula. 

                                                 
6 Readers are cautioned that the information provided in this paragraph is partially based on information available on 
the programs’ websites partially as on the conversations I had with the participating ESL teachers. Therefore, 
generalizations stated here can only be securely applied to the three programs from which the participants were drawn. 
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Nevertheless, ESL teachers at community college ESL programs have heavy teaching 

loads, and thus have less time to improve on existing ESL curricula (Kuo, 2000). ESL 

teachers working for privately owned AEPs, on the other hand, are likely to be paid less, 

are offered fewer (or no) benefits, and tend to be (but not necessarily) less qualified or 

experienced. The turnover rate of these teachers is often high as they appear to stay with 

these programs for short periods of time, and thus the faces of the ESL faculty at 

privately operated AEPs are constantly changing. These are the programs from which the 

ESL student and teacher participants in this study were enlisted.  

 

THE PARTICIPANTS 

 
In what follows, I will present profiles of the ESL student and ESL teacher 

participants. Each profile will include demographic information about the participant. 

ESL student profiles will also comprise of their length of residence in the US (LOR-US), 

the number of years they spent studying English as a foreign language in their home 

countries (EFL Study), the amount of time they spent in ESL classes in the US (ESL 

Study) and the AEP which they attended. ESL teacher profiles will include a brief 

description of their training as ESL teachers, the AEP programs for which they work, and 

the number of years of experience they have in teaching ESL. As well, I describe my first 

impression of each participant and how this impression later changed (if at all). I also 

include a brief description of how each participant volunteered for the study. Finally, I 

will illustrate certain characteristics and aspects of the personalities of the participants to 
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help readers to get to know them better and to remember the participants as they later 

read the data shared by each participant.  

 

ESL Student Participants 
 

All of the participating ESL students in this study were international students. In 

other words, none of the student participants were residents or intended to remain in the 

US after the completion of their (ESL or university) studies. In the spirit of participatory 

research and to protect participants’ anonymity, student participants were asked to choose 

pseudonyms for themselves, and it is these names that are used throughout this study. 

Table 1 below provides a summary of information regarding the ESL student 

participants. 

TABLE 1: ESL STUDENT PARTICIPANTS 

*6.1 years equals 6 years and one month. 

 

Name Gender Country of Origin Age LOR- US EFL Study ESL Study AEP 

Kate F Japan 28 7 mos. 6.1 yrs.* 6 mos. ESL Intl’ 

Metta F Taiwan 32 6 yrs. 7 yrs. 3 mos. Southwest 

Peter F Columbia 28 2 yrs. 2 yrs. 3 mos. Southwest 

Risa F Japan 28 11 mos. 10 yrs. 6 mos. ESL Intl’ 

Rosa F Venezuela 28 2 yrs. 10 yrs. 6 mos. Southwest 

Yvonne F Taiwan 32 3 yrs. 8 yrs. 6 mos. Texas ESL 

Andrew M Chile 24 2 mos. 6.3 yrs. 2 mos. ESL Intl’ 

Jesús M Mexico 37 4.6 yrs. 12 yrs. 6 mos. Southwest 

Michael M Israel 32 2.6 yrs. 6 yrs. 6 mos. Southwest 

Pepe M Mexico 28 2 mos. 10 yrs. 2 mos. ESL Intl’ 
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KATE 

Kate is a 28 year-old ESL student from Japan. She moved to the US seven months 

prior to our meeting when the company her husband works for moved them to Texas for 

a year with a possible extension for an additional year. After moving to the US, Kate 

enrolled for a semester of ESL classes at ESL International in preparation for taking 

mainstream courses (towards a second BA in sociology) at the local community college. 

Kate had completed a BA in social psychology and worked as a salesperson for a printing 

company in Japan. To Kate, learning English is a necessity, not an enjoyable endeavor. 

 

Kate: In general, I don’t like to study English. It [is] only a skill to 
enter a good university or enter a good company to get a good 
job… I didn’t want to quit my job, but I had to come here [to 
the US], so I quit my job, and right now I am learning English 
to get a new job after I go back to Japan. 

 
 

Kate began learning English in seventh grade in Japan and continued taking 

mandatory EFL classes through high school. At the university, however, Kate chose to 

study French to meet the university’s foreign language requirement as she disliked 

studying English. When her husband’s company informed them of their move to the US, 

Kate enrolled in a Berlitz7 school for one month to work on her English, particularly her 

speaking ability. Kate told me that she very much enjoyed her time at the Berlitz school 

and made a strong connection with one particular teacher there whom she found to be 

                                                 
7 Berlitz schools were founded by Maximilian D. Berlitz in Providence, Rhode Island 126 years ago. With over 400 
schools in 60 different countries, Berlitz schools offer language classes in over 50 languages. The teaching method 
used in Berlitz schools has been labeled the Barlitz method. In reality, it is a modified natural way method based on 
much formal and informal conversation between the teacher and a limited number of students –typically 2 or 3 per 
class. 
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particularly good as she was very sympathetic to Kate’s situation and shared similar 

experiences. 

Kate: I got one American teacher. She had experience in living in 
Texas, actually Dallas, and I said to her I [will] go [to central 
Texas] and she know lots of things about [it]. I think she was 
the best teacher, and she has very similar experience to me… 
She had to come to Japan because of her Husband’s reason, 
and I also. I came here by my husband’s reason, not by my 
own reason. So we have same emotion, same feeling about our 
situation… So she understand my feelings and she gave me 
lots of advice for living in foreign countries and also studying 
foreign language. 

 
 

I met Kate through another student participant from Japan, Risa, whose husband 

works for the same company as Kate’s. Kate expressed an interest in volunteering for the 

study and soon after our initial informal meeting, we had our first interview. Based on my 

many (formal and informal) conversations with Kate as well as our e-mail exchanges, 

Kate’s ESL proficiency appears to be at the intermediate-low level of proficiency 

according to the ACTFL proficiency guidelines.  

My initial impression of Kate was of a very strong and determined young woman 

– a thoroughly modern Japanese urbanite. Her appearance was quite striking to me. With 

her spiky hair, funky light highlights, and street sense of style, she looked the epitome of 

Tokyo chic. As I got to know Kate better, I found her to be quite shy and very sensitive 

and artistic, but at the same time, she can be headstrong and opinionated when moved. 

When I think of Kate, I imagine the strong female figure in Japanese animation pictures 

who manages to be tough and physically powerful while simultaneously maintaining a 
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kind and feminine side (such as Misato, the heroine of the Neon Genesis Evangelion 

anime saga for animation fans).   

 

METTA 

Metta is a 32 year-old graduate student at Southwest University pursuing a Ph.D. 

in education. Metta is from Taiwan, and she moved to the US for graduate study six years 

ago. Although Metta’s ESL proficiency is quite high (Advanced-Plus according to the 

ACTFL proficiency guidelines), she was required by the university to take a 

conversational English class after she had already successfully completed a whole 

semester of graduate level courses at the university. This left Metta feeling frustrated to 

no end. 

Metta:  They [Southwest University’s International Office] forced me 
to do that. The second semester they asked me to take the 
course, but actually I [was] already studying in the 
[mainstream] classes for one semester, so I didn’t need to take 
it, but the international office director she called me and told 
me, oh we made a mistake we should have asked you to sit in 
a conversation class, but I told her: ‘the first semester I got all 
‘A’s. It means I even did presentations in class. My professor 
didn’t say I have any communication problems, so why should 
I pay for the conversation class?’ But she didn’t listen to me, 
so I was so mad. 

 
Metta began learning English in Taiwan in seventh grade and continued taking 

ESL classes until she completed her freshman year at the university where she double 

majored in civic education and English. Metta’s language learning experience in Taiwan 

also left her feeling perturbed as the focus of EFL classes both at school and the 

university was mainly reading and grammar with little attention paid to listening and 
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speaking skills. Thus, Metta decided to help herself improve her ESL speaking and 

listening abilities by tuning in to a radio English teaching program, which she found to be 

quite helpful. 

 
Metta: I … have [had] some interest in English without any purpose, 

so I myself usually just went to bookstores and getting some 
tapes or listening to the conversation. And in Taiwan during 
that time, there were some radio programs, which taught 
listeners listening. Those people were just talking in the radio, 
and I usually would find some time during the evening and 
just sit there and turn on the radio and listening to the whole 
conversation because it’s cheap [laughs]. It’s free. But 
actually, they were pretty professional. They also sell some 
textbook in bookstores, so people who maybe their level were 
lower, you can just go to the bookstore and get the textbook 
reading beforehand, so that when you listen to their 
conversation in the radio, you can catch up. 

 

It is difficult to describe my first impression of Metta as we were friends before 

she became a participant in the study, and I had already known her for quite some time. I 

did not even think to ask if she would like to participate in the study until a mutual friend 

pointed out that she met all my criteria for sample selection. When I asked Metta if she 

would be interested and if she thought her studies would leave her with enough time to 

complete the interview protocol, Metta, in her usual kind manner, immediately agreed to 

volunteer and then suggested a friend of hers (Yvonne) and recommended that I contact 

her as well. Perhaps the best way to describe Metta is to say that she exudes patience and 

goodwill. She is perhaps one of the kindest and most compassionate people I know. 
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PETER 

Peter is a 28 year-old graduate student at Southwest University in the Master’s 

program of Public Policy. One important thing to know about Peter is that Peter is 

actually a female. She chose the name Peter as a pseudonym because of a personal 

attachment to the name. Peter is from Columbia and she has been in the US for two years. 

I met Peter after she responded to an e-mail invitation to participate in my research that 

she received after meeting the criteria for participating in the study.  

Learning language has always been a part of Peter’s life. She studied French in 

school then took up English at the age of 17. She found English to be very difficult and 

its grammatical rules illogical, and quickly switched to learning German; a more logical 

language, according to Peter. She decided to learn German in order to be able to apply for 

a fellowship in Germany, and although Peter found German to be much easier to learn 

and to be a very beautiful language, she changed her mind, and after two years of 

studying German, she decided to give English another chance and enrolled in a Berlitz 

School. She described French as being Romantic, German as beautiful, and English as 

simply “necessary”. 

 
Peter: I like German… It’s my favorite [language]. German for me is 

beautiful, but English is necessary, which is the difference. 
French is really romantic, so when you start speaking in 
French it sounds really beautiful, so I like so much French. 
And, I like so much German because…if you like 
mathematics, you like German.   
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For 6 months, Peter attended the Berlitz School before deciding that she needed 

more individual attention and help, so she hired a private tutor –an American professor- 

and studied with her for a year before moving to the US to begin her graduate studies. 

After arriving in the US, Peter felt that she needed to improve her English writing and 

enrolled for a semester in the AEP at Southwest University and took grammar, writing, 

and pronunciation classes. Given how late Peter began to learn English and considering 

the short amount of time she actually spent studying the language (a total of 2 years), I 

found her level of proficiency (Advanced-Plus according to the ACTFL Proficiency 

Guidelines) to be quite amazing.  

My first impression of Peter was of an extremely intelligent, self-assured young 

woman. I was impressed with her English proficiency even before I found out that 

English was her 4th language. Peter and I have become good friends, and the more I get to 

know her, the more I find her determination and hard work to be admirable. Peter plans to 

continue her education and complete a Ph.D. after finishing her MA program in 2004. 

 

RISA 

Risa is a 28 year-old ESL student from Japan who moved to the US eleven 

months ago to be with her husband whose job relocated him to the US for two years. 

Rather than spend her two years in the US in leisure -as her visa does not allow her to 

work in the US- Risa chose to immediately enroll in a private ESL school, ESL 

International, to improve her English and learn more about US culture and people. She 
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also believes that a higher proficiency in English will provide her with better work 

opportunities upon her return to Japan.     

A Chinese language and culture major, Risa worked as a secretary for a large 

company in Japan. One of her job requirements was to edit the company’s annual report, 

which was in English, but she did not use her English for much else. Risa very much 

enjoyed her work and hopes to return to a similar position with improved linguistic and 

cultural knowledge.  

I met Risa after she responded to an invitation to participate in my research that 

was distributed throughout her school. I received an e-mail from her expressing her 

interest in becoming a participant shortly after the invitation was circulated. We met at 

her school during her second semester there. I was pleasantly surprised by Risa’s English 

proficiency. Her e-mails were short and concise with very few structural or lexical errors, 

but I had an unclear idea about her level of speaking proficiency. My biased previous 

experiences with Japanese ESL students led me to expect some difficulty in 

understanding her spoken English, but I had no such difficulty in communicating with 

Risa although she frequently (and apologetically) consulted her electronic dictionary as 

she tried to express herself clearly. Based on my conversations with Risa and her 

placement at ESL International, Risa may be considered to be at the Intermediate-High 

level of English proficiency according to the ACTFL Proficiency Guidelines. 

Risa described her EFL learning experience in Japan as atypical. As a child, she 

attended a private Canadian-sponsored school where English was partially taught by a 

native (Canadian) English-speaking teacher beginning at the fourth grade, which 
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immediately set her apart from other Japanese EFL learners attending public schools 

where EFL instruction typically starts in middle school and is taught by Japanese 

teachers. Risa’s experience was also unique in that her school offered an EFL speaking 

class once a week taught by a native speaker, while EFL classes in public schools focus 

on teaching grammar, vocabulary, and writing with little attention given to listening and 

speaking.   

Risa:  In my case, I [had] one speaking class…with [a] native 
[speaker] teacher. Then another two [classes] twice a week 
[where] we have grammar and vocabulary class, but it’s not 
common... [The native speaker teacher was] from Canada 
because my school was built [by] Canadian[s]. In generally [in 
public school EFL classes], Japanese study only grammar and 
vocabulary. 

 

My initial impression was of a strikingly pretty, soft spoken, and shy young 

woman with jet-black hair, bright brown eyes, and a ready smile that she diffidently hid 

by lowering her head. It seemed to me that Risa thought very hard about all her answers 

before giving them during interviews. Whether this was a function of her personality, her 

unique interlanguage, or simply an indication of wariness on her part, I cannot be sure.   

 
 

ROSA 

Rosa is a 28 year-old petroleum engineer from Venezuela. She first moved to the 

US two years ago with her then husband of a few months. The newlyweds moved to the 

US when Rosa’s husband was offered the opportunity to pursue his Ph.D. at Southwest 

University with full financial support from his petroleum company. Rosa resigned when 
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she and her husband moved to the US, and then in the hopes of eventually joining her 

husband’s highly exalted graduate program she began taking ESL classes at Southwest 

AEP. Rosa was enrolled in the program for one semester, but then had to postpone her 

English studies for financial reasons. However, Rosa was determined to improve her 

English in order to pass the TOEFL and GRE requirements of the Petroleum Engineering 

program at Southwest University; she therefore attended classes at two ESL programs, 

which offered free ESL classes to the local community. One of these programs was run 

by Rosa’s church and the other was managed by a non-profit organization promoting 

literacy. Rosa continued to attend classes at both programs until she became pregnant and 

found it increasingly difficult to maintain a definite schedule. She continued, 

nevertheless, to study and prepare for the TOEFL and GRE on her own.  

Rosa’s history in learning English as a foreign language in Venezuela began in 

primary school where English language classes were largely based on the grammar 

translation method. Teachers lectured and explained new vocabulary and grammar points, 

speaking only in Spanish while students listened, took notes, and asked questions in 

Spanish as well. According to Rosa, her years of EFL learning at school left her with 

“…a little bit” of English. When she began attending college, she was required by her 

program to take English courses to help her read technical articles and papers related to 

her field. Rosa considered reading such papers to be “…easier than English conversation” 

as her university-level language classes focused mainly on reading skills and paid little 

attention to developing her speaking skills in English. Rosa was keenly interested in 

bettering her English, so she also attended a language institute two hours a day as classes 
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at the university were sometimes interrupted by university-wide strikes. Teachers at the 

language institute used a combination of the audio-lingual method and the grammar-

translation method. Rosa was required to spend two to three hours a week in a language 

lab listening to lessons and filling out worksheets. She described her EFL classes at both 

the university and the institute as being “… boring, very boring.”  

I met Rosa through a mutual friend. Although she had received the e-mail 

invitation that I had sent to former students of Southwest AEP, she –as often occurs- 

disregarded the e-mail until a week later when my friend mentioned to her that she knew 

me quite well and that I was a “nice person”. Rosa, my friend, and I met at a coffee shop 

and spent the afternoon together talking and window shopping.  

Rosa’s English language proficiency may be described as being between the 

Intermediate-Low to Intermediate-Mid levels according to the ACTFL proficiency 

guidelines. Holding a fluid conversation with Rosa was not an easy task. Often, after a 

meeting (which typically lasted about two or more hours), I would feel physically 

exhausted and mentally drained from the effort of keeping the conversation going and 

trying to help her find the words she is looking for, even occasionally using my non-

existent Spanish when all else failed.      

Two weeks after our initial informal meeting took place, I arranged with Rosa to 

meet at my office for our first interview. In the middle of answering one of my questions 

regarding her plans for studying in the US, tears began trickling down Rosa’s face, and 

soon she was quietly sobbing. I immediately stopped the interview and tried to consol her 

as best as I could without knowing what was upsetting her. I took her out to lunch, and 



 50

we had a quiet heart-to-heart talk about her fears and frustrations regarding her studies. 

Rosa was more embarrassed than anything about her minor breakdown and tried to 

apologize. I felt extremely guilty for triggering such strong, sad emotions and apologized 

profusely to her. Our lunch ended with both of us feeling much better about the incident. 

We parted with hugs and kisses. I asked Rosa to call me if she felt that she would like to 

continue with the interview process. I truly did not expect that she would. She surprised 

me by calling a couple of days later, and we met at my house and talked for hours as our 

afternoon tea meeting extended to dinner and then into a quiet evening enjoying the warm 

breeze washing over my back porch. Rosa and I have become good friends, and the “time 

when I made her cry” as we now refer to “the incident” has become a little joke between 

us. My initial impression of Rosa of an extremely optimistic, energetic, and cheerful 

young woman with a never-wavering smile and gentle eyes endures. The expressions that 

I used to describe her in my notes on our first meeting included many jovial descriptives 

such as “happy”, “loves to laugh”, and “great sense of humor.” 

 

YVONNE 

Yvonne is a 32 year-old ESL student from Taiwan. She arrived in the US 3 years 

ago and immediately began taking ESL classes at the local community college. Yvonne’s 

experiences in learning English in Taiwan were not pleasant, and she explained that she 

truly hated her EFL classes there. 

Yvonne: I’m sorry, I really hate[d] [learning] English [in Taiwan]...To 
be honest with you. Until now, I don’t really enjoy learning 
English. I’m sorry, …I don’t have a very good impression of 
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learning English until now…I don’t know for some reason… 
when I was in junior high, I don’t know why I just hate 
English. 

 

Yvonne began learning English in Taiwan in the seventh grade and continued to 

take classes through junior college8 where she majored in international trading and took 

business English classes where the focus was on reading and business letter writing. After 

graduating, Yvonne never made use of her English as her job at a shipping company 

required almost no use of English, and she slowly lost much of what she learned. She 

explained that before she came to the US, she could not speak English at all even though 

she had a good foundation in grammar and business writing.  

I met Yvonne through Metta who (after receiving Yvonne’s approval) gave me 

Yvonne’s e-mail address to set up an introductory meeting. After I explained to Yvonne 

what volunteering for the study entailed, she agreed to participate, and soon afterwards 

we had our first interview. Based on our many formal and informal conversations, 

Yvonne’s level of proficiency may be considered to be at the Advanced level according 

to the ACTFL proficiency guidelines.  

My initial impression of Yvonne has not changed. At our first meeting, I found 

her to be very open and friendly, which was only reinforced by my three year-old 

cousin’s frequent mention of Yvonne after meeting her once at a party I had well-

attended by the student participants. I was a bit taken aback by her high level of 

proficiency and the clear eloquence of her speech even when she was unsure exactly what 

                                                 
8 Junior college in Taiwan is an alternative education program where students complete 3 years replacing high school 
and an additional two years of college work. 
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words to use to express herself. I was unsure why she was taking ESL classes at Texas 

ESL, but it was my understanding that she was required to do so at the local community 

college before taking classes that would apply towards a BA. 

 

ANDREW 

I met Andrew, a 24 year-old ESL student from Chile after he responded to an 

invitation to participate in my research that was distributed to upper-division ESL classes 

by the director of ESL International. He expressed interest in becoming a participant in 

an e-mail, and requested that I contact him by phone to arrange for an initial meeting 

asking me in advance to be patient with him as it is difficult for him to speak in English 

over the phone. When I spoke to Andrew the first time, I was delighted to find that I had 

no difficulty understanding him whatsoever, and we met the following week for our first 

interview.  

Andrew began learning (British) English in sixth grade in Chile. His classes were 

crowded including upwards of 40 students. And, the EFL teachers conducted most of 

their classes in Spanish with little use of English. In his senior year in high school, 

Andrew’s EFL teacher was changed four times under varying circumstances. Andrew 

recalls that they reviewed and were “taught” the same materials over and over, and as a 

result, the students learned very little that year.  

 
Andrew: I remember another funny thing [laughs]. They changed my 

English teacher four times in the last year in the 
school…because one had to travel, another one, I don’t know, 
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but it was very bad… Actually, I studied the same unit three 
times, and they ask[ed] us to make the same activities three 
times in the last year. 

 
To overcome some of the problems he faced with his English before beginning 

his undergraduate program in Finance & Economics, Andrew attended a language 

institute for three months where he worked on his English with both Chilean and 

American teachers. Class size was more manageable with 13 or 15 students per class, and 

the teachers focused on all language skills including speaking and listening. EFL courses 

at the university did not differ much from classes at school. Grammar and vocabulary 

were front and center at all times with little attention paid to listening and speaking. 

After graduating, Andrew decided to bolster his chances of getting a good job in 

Chile by strengthening his English speaking skills in the US where his brother lived. For 

three months in the summer of 2003, Andrew attended ESL classes at ESL International. 

Andrew returned to Chile immediately after completing the semester to begin his search 

for a job. Based on my many conversations with Andrew, our e-mail exchanges, and the 

level at which he was placed at ESL International, Andrew appears to be at the 

Intermediate-Low level of English proficiency according to the ACTFL Proficiency 

Guidelines.  

At out first meeting, I found Andrew to be a refreshingly easy-going and spirited 

young man. He seemed to be much younger than his 24 years and grinned and shrugged 

frequently as if to say that nothing really bothers him. But during the course of our 

interviews, I found that there was much indeed that bothered him about his English 

classes, particularly the classes he took in school in Chile. 



 54

JESÚS 

Jesús is a 37 year-old petroleum engineer from Mexico pursuing a Ph.D. degree at 

Southwest University. Jesús was sent on a scholarship by the company he worked for in 

Mexico to complete his graduate studies within a limited timeframe. Thus, Jesús felt 

pressured to complete his six months of ESL classes at Southwest University’s AEP so 

that he could begin taking graduate courses quickly. 

 
Jesús: I was supported [financially] form the beginning [by my 

company], then they wanted results. I suppose that my 
sponsors…were not aware what is the real situation here [in 
the US]. They thought that just [by] staying here and taking 
English classes, I will be admitted automatically, but that 
wasn’t the real situation. Then, that was the reason my stress 
was really high because I had to learn English and get 
admission in my Ph.D. program at the same time, so in the 
first semester it was really, really hard. Then I was in the roof! 
I thought that everyone was putting pressure on me, but after I 
got acceptance in the Ph.D. program, at this time I was taking 
my second semester in the ESL program, and then everything 
was different. Just that big amount of pressure was gone and I 
feel different, and then I enjoy. I remember everything I 
enjoyed that semester: my classes, my professors, my 
classmates. I enjoy[ed] the city.     

    

Jesús’ experience in learning English in Mexico was limited to the classes he took 

in high school where teachers spoke mostly in Spanish during class and made use of 

much translation and teaching of grammar. Jesús explained that he learned very little as a 

result, and he described his English when he first arrived in the US as being “really 

poor.” 

Jesús: My only background in English when I came here to the 
United States was my classes that I took in High School… I 



 55

came here to the United States with really poor English. I 
wasn’t able to speak. I wasn’t able to link sentences. I just 
knew some vocabulary, but that’s it... The English level … 
that I learn in my home country is like… Spanish classes that 
people here take in High School. Just so you can see how poor 
was it. 

 
I met Jesús after he responded to the e-mail invitation I sent out to a number of 

graduates of the AEP at Southwest University whose contact information was provided 

by the director of the program. Despite the fact that Jesús was planning to return to 

Mexico with his family at the end of the semester during which we met, he volunteered 

for the study. His English proficiency appeared to by high (Advanced-Plus according to 

the ACTFL proficiency guidelines), which is quite surprising if his assertion that he knew 

very little English when he first arrived in the US is true. Within six months, Jesús had 

acquired enough English to be admitted to his graduate program and to complete his 

doctorate in petroleum engineering within four years.  

My initial impression of Jesús was –admittedly- quite stereotypical. He appeared 

to emanate machismo, seriousness, and self-assurance; however, as I got to know him 

better, particularly over dinner and a focus group interview with three other ESL student 

participants, I found him to be a big softie at heart. Hearing him talk about his wife, his 

children, his family in Mexico, and conversing in a relaxed, informal atmosphere painted 

him in whole new light. Unfortunately, Jesús returned to Mexico soon after we completed 

the focus group interview, and thus I was unable to finish the interview protocol with 

him. I have chosen to keep him as a participant and retain his data here as I had the 

opportunity to confirm his stated perceptions and beliefs during the focus group 
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interview, and therefore, I feel confident that his voice is represented here as ‘truthfully’ 

as possible. 

 

MICHAEL 

Michael is an Arab Israeli graduate student in his early 30s. Michael moved to the 

US 4 years ago in search of a new beginning and a better education in his chosen field of 

economics. He first lived in Florida for two years where he worked on improving his 

English proficiency before relocating to the southwest where he spent one semester at 

Southwest AEP, then enrolled as a Ph.D. student in the prestigious Economics 

department at Southwest University.  

Based on my conversations with Michael, the e-mails we exchanged, and his final 

placement at the AEP, he may be considered to be at the Intermediate-High level of 

English proficiency according to the ACTFL Proficiency Guidelines. Michael had what 

he described as a typical EFL learning experience in Israel. As a child, he attended public 

school and began learning English in elementary school. Michael, like many of the ESL 

students I interviewed, was very dismissive about his foreign language experiences. 

Michael flat out refused to talk about them, and referred to them as nothing but rubbish. 

“I didn’t learn anything there,” he vehemently asserted. He then went on to rave about the 

ESL program he attended in Florida and the one he attended at Southwest University. 

According to him, the teachers at these programs were much better because “they know 

how to teach English. They do it in a social way; it’s fun.” 
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I met Michael after he responded to an e-mail invitation that I had sent to a 

number of students who had recently graduated from the program. He responded 

promptly in a brief (and somewhat terse) e-mail, and we met soon after in my office 

during his second semester of taking graduate classes at the economics department. My 

initial impression of Michael was of a very serious, sad young man with grand plans and 

a somber disposition. Our conversation was a bit uncomfortable for me at the beginning 

as I found his manner to be quite abrupt and clipped, however this changed to the better 

soon afterwards. We became good friends, and I realized that he wasn’t so solemn and 

depressed by nature, but his father had been diagnosed with terminal cancer, and Michael 

was going through a difficult time being so far away from home when his dad was sick 

and dying in Israel.  

When I asked Michael where he was from at our initial interview, he described 

himself as “just Israeli”, but his accent made me suspect that his heritage was more 

complicated. As the interview progressed, Michael asked where I was from, and I 

explained that I am from Syria. Michael was disbelieving and asked me many questions. 

He particularly wanted to now whether or not I spoke Arabic well. After I responded in 

Arabic, Michael requested that we continue the interview in Arabic his reasons being that 

he was more comfortable in Arabic and that he had not had the chance to speak his native 

tongue in a long time. Conducting the interview in Arabic was not something that I had 

anticipated, and it was quite difficult to translate my questions on the spot without prior 

preparation. Michael, however, was grateful and seemed more at ease afterwards, which 

was a major advantage to conducting our interviews in Arabic. Another advantage was 
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that Michael’s conversational style was more relaxed and less brusque in Arabic than it 

was in English, which made the interview more comfortable if not smoother. A major 

disadvantage, however, was that I had a more difficult time understanding Michael since 

his Arabic accent was very unfamiliar to me. I had to stop him and ask for clarifications 

as he used words unique to his dialect of Arabic and slipped occasionally into Hebrew. 

We found an easy medium when we began code-switching between Arabic and English. 

 

PEPE 

I met Pepe -a 28 year-old mechanical engineer from Mexico- through Andrew 

who was a good friend of Pepe’s and one of his classmates. Pepe decided to volunteer for 

the study after Andrew and I had had our initial interview and after Andrew had 

explained what participating in the study would entail. Like Andrew, Pepe had come to 

the US for the summer to strengthen his English. He planned on returning to Mexico at 

the end of the summer to begin an 18-month long MBA program at a well-known 

university in Monterrey. As part of the program, he would be expected to return to the US 

and study for six months at Southwest University.  

This was not Pepe’s first time in the US. He explained that he visited the US 

frequently for about 9 weeks each time as part of a student exchange program sponsored 

by his university in Mexico. The program allowed Pepe to visit the US three times and to 

participate in many activities including, for example, camping -an experience he greatly 
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enjoyed. Although Pepe did not attend any ESL classes during these visits, he had the 

opportunity to practice his English with the many friends he met. 

Pepe began learning EFL in Mexico in elementary school. Based on his 

explanation of his classes, the teaching method used in his EFL classes was primarily the 

Grammar-Translation method. His teachers spoke mostly in Spanish and concentrated on 

teaching grammar and vocabulary.  

 
Pepe: I started learning English when I was a kid like seven yeas old 

or eight years old in primary school. We usually have one 
hour per day at the end of the classes at 2 o’clock. That’s the 
way that I started to learn English, but just grammar, you 
know. Knowing the definition of the words. Knowing ‘I was,’ 
‘You were’ and stuff like that... [The teachers taught] in 
Spanish, but they speak English, so the word “dog” they say it 
in English and “dog” equals to “perro”. 

 

When he began high school, some of Pepe’s EFL teachers were American. They 

conducted classes in English and allowed some time for conversational English, but for 

the most part, the class structure did not change, and the primary areas taught were 

grammar, vocabulary and writing. At the university, Pepe was required to take three years 

of EFL courses, which were somewhat similar to his classes at school.    

My first impression of Pepe was of a much younger man, perhaps because I found 

him to be extremely easy-going, and he constantly joked and laughed. Interviewing him 

was like watching a comedy act or a one-man show-- highly entertaining and engaging as 

the following conversation shows.  
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Sarah:   So how much French do you know now? 
 

Pepe:   No, nothing. I forget [it]...[I] Just [took French] to cover 
my hour that I have free. I have one hour free between two 
important classes, so I want to take French. I don’t want to 
be sleeping at the library.  

 
Sarah:   Did you like the French classes?  

 
Pepe:   Yes, I have nice girl classmates, so that was the real reason 

[laughs]. 
 

He didn’t seem to take anything seriously, but through his humorous 

conversation, I realized that he took many things seriously including language learning. 

Due to his lexical and grammatical errors, he may be placed at the Intermediate-High 

level of proficiency according to the ACTFL Proficiency Guidelines although his ability 

to easily communicate his sarcastic humor in English would have placed him at a much 

higher level of proficiency. 

 

ESL Teacher Participants 

 
All of the participating ESL teachers are Americans and native speakers of 

English. They are also all white and the majority of them (i.e. 3 out of 4) are female, 

which is quite consistent with the demographics of teachers in ESL programs. That is, 

most ESL teachers are indeed white and female (August & Hakuta, 1997). Like the ESL 

student participants, I asked the ESL teacher participants to choose their own 

pseudonyms as I consider them to be more than just my informants; they are also 
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collaborators on this research study. Table 2 below summarizes the information regarding 

the ESL teacher participants in this study. 

TABLE 2: ESL TEACHER PARTICIPANTS 

Name Gender Age ESL Training EFL Teaching ESL Teaching AEP 

Leo M 39 Ph.D. student in foreign 
language teaching 

1 yr. 6 yrs. Southwest 

Mookie F 50 Degree in English NA 5 yrs. ESL Intl’ 

Summer F 30 Certified ESL teacher 2.6 yrs. 4 yrs. ESL Intl’ 

Susan F 32 Ph.D. student in TESL NA 5 yrs. Southwest 

 

LEO 

I met Leo years earlier as a fellow graduate student in Education. He replied to the 

e-mail invitation I sent to all the ESL faculty members at Southwest AEP and expressed 

his willingness to volunteer for the study. Leo’s experience in teaching English as a 

second language is quite colorful and interesting. A journalist both by education and by 

profession, he first became introduced to teaching ESL while working for the Peace 

Corps in Kenya. Upon his return to the US, he found himself working as an English 

teacher for a year, then as a Spanish teacher as well for two years. He then began taking 

courses towards a Ph.D. in foreign language education and was hired as an ESL instructor 

at Southwest AEP for whom he has worked for six years.  

Even though I knew Leo before he volunteered for the study, I knew very little 

about his teaching experiences and his relationships with his students. During our long 

conversations, I discovered that in spite of Leo’s reserved and serious demeanor, that he 
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is a very caring educator. Although he never gushed about his students or described them 

in rosy terms or flowery eloquence, his concern and genuine care for their learning and 

general wellbeing was abundantly clear. For example, in the following excerpt, Leo 

describes why he decided to install the fonts of his ESL learners’ native languages on the 

computers in the AEP student lab. 

 

Leo: A few years ago when I started running the lab, I had Korean 
students asking me…can I see Korean on these computers? Well 
they couldn’t… What I worked out was, I counted the rough 
percentage of the students that we have and we have 21 computers, 
so we’re about … 50% Korean students, approximately …50% of 
these computers tend to have Korean on them…That’s definitely 
driven by demographics… [Installing the fonts is] not entirely 
without controversy sometimes. We do have debates every now 
and then about how much English should the students be using not 
merely in their classrooms but in the hallways and the computer 
lab. I simply decided that we’re gonna do this because I had 
students asking me about it, and because when I checked…the labs 
[on campus] didn’t seem to accommodate non-English characters 
and the only place that I could think of that might do that would be 
Asian studies. And when I checked, it’s a pretty small lab. And I 
thought, we’ve got 200 students a semester, I don’t want to send 
50 to 100 Korean students trekking over to some other place to just 
be frustrated and it’s not our lab; they would be restricted anyway, 
so I thought just put it here so that they can check their e-mail and 
they can keep in contact with home. 

 

Examples such as the one above are plentiful in Leo’s interview data. 

Furthermore, Leo’s data was particularly interesting as he raised a number of intriguing 

issues such as teaching international or world English and the question of who owns 

language. Thus, Leo not only responded to the main questions in this research study, but 

he also raised a few valuable and stimulating questions himself.  
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MOOKIE 

I met Mookie at ESL International where she taught after she responded to an e-

mailed invitation to participate in my research that was sent to all the ESL teachers at her 

school. She expressed much interest and enthusiasm about the research stating that she 

strongly believes in listening to students’ needs and opinions. This came as no surprise as 

several of her former students whom I had interviewed had mentioned how kind and 

helpful Mookie is. 

In addition to being a kind and caring ESL teacher, Mookie is also an experienced 

ESL teacher. After teaching High School and Middle School English for nearly two 

decades, she decided to make a career change and found herself teaching ESL by chance. 

Five years later, she is still teaching ESL simply because -in her words- she “…just fell in 

love with the students.”  The joy Mookie finds in teaching ESL students is clearly 

communicated when she talks about her students and her teaching with such great 

enthusiasm and passion. She smiled broadly when she spoke of her relationship with her 

students. 

Mookie: I think that truly is the most rewarding part of this job is my 
relationships with the students… I still e-mail students that I 
had 4 years ago, 3 years ago, and I’m in touch with a lot of my 
students. I feel very lucky about it. 

  
 

The first thing I noticed about Mookie when we first met was her ready smile and 

kind eyes. She immediately put me at ease with her warm and gentle demeanor. She is 

very soft spoken, but she speaks clearly and slowly much like the manner in which many 

veteran ESL teachers speak. In her mid-fifties, Mookie is one of the older teachers at the 
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school where the majority of teachers are in their twenties and thirties. Perhaps it is a 

combination of her age, warmth and sincerity that make Mookie’s appearance exude 

caring and maternology. In my opinion, Mookie’s students are lucky as well to have her 

as a teacher.  

 

SUMMER 

Summer taught ESL for four years and had recently begun working for ESL 

International when we met. She first became interested in teaching ESL as a result of her 

travels abroad particularly to Thailand where she lived and taught ESL for two and a half 

years. She states that her background in cultural anthropology and in theater prepared her 

well (in addition to her ESL certification) for teaching ESL.  

Summer’s interest in teaching ESL is obvious, but she expressed some concern 

regarding whether or not she would be able to continue working as an ESL teacher when 

she found it difficult to support herself as well as her son, a 2-year-old toddler.   

Summer:  I want to make it into a long-term career if I can support 
myself. I think it’s a really difficult field to be a career if 
you’re just supporting yourself. If you’re supporting yourself 
and someone else, I think it’s so difficult because there’s so 
rarely any benefits and the pay is so little and you’re only paid 
for classroom hours…And you do so much work outside the 
class. I feel like I would love for this to be my lifetime 
teaching if I can. 

 
I met Summer and her son, T, for the first time at a coffee shop after she 

responded to an e-mail invitation to participate sent out to faculty members of ESL 

International, and she agreed to partake in this study. Our subsequent interviews took 
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place at her home or mine, and little T was always part of our conversations as he gurgled 

and drooled his point of view all over me, his mom, and the tape recorder.  

Perhaps due to the presence of Summer’s adorable child or her relaxed nonchalant 

demeanor or to our closeness in age, I found myself to be quite relaxed and at ease during 

all the interviews Summer and I shared. I suspect, however, that it was mostly due to her 

characteristic calm and serenity. I also found that I was not the only person experiencing 

the effects of Summer’s deportment. It was nearly impossible to carry on a conversation 

with Summer in the halls of ESL International where I often ran into her on my way to 

and from interviews with participants. We were always interrupted by a stream of 

students who had to stop to either ask Summer a question, ask her how she was, or 

simply chat for a few minutes. Summer also stopped in mid-conversation to ask after a 

student or a student’s family or to inquire, for example, if a student and her husband were 

planning to attend an upcoming social function sponsored by ESL International. 

Summer’s popularity with her students is understandable as she is not only approachable, 

but is also attentive and concerned about her students at all times both in- and outside of 

her classroom. 

 

SUSAN 

Like Leo, Susan is also a fellow graduate student. She is currently pursuing a 

Ph.D. in teaching English as a second language. After majoring in literature as an 

undergraduate, Susan found herself drawn to ESL teaching while volunteering at a 
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literacy center to teach English to adult learners. Soon afterwards, she got a Masters 

degree in ESL and then began teaching for a few years for two ESL programs at two 

different community colleges. She then decided to complete a doctorate degree in the 

same field and began teaching for Southwest AEP and has been teaching there for three 

years. 

Susan explained that she likes teaching ESL, particularly for the opportunities it 

allows her to interact with students from different cultural backgrounds and with varying 

life experiences, but she also acknowledges some of the frustrations she faces in her job 

and names in particular sometimes having to work with unmotivated learners.  

Susan: Well, I like it better than any other job I’ve had. Like every 
job it has its good points and its bad points, but what I like [is] 
interacting with the students. I like meeting people form all 
over the world and sharing ideas and things like that; customs, 
culture, all that. So that’s really fun. I like the creative aspects 
of teaching; always coming up with new activities. It’s 
challenging trying to come up with ways to address different 
student needs and learning styles, so that’s fun. Downside? 
[Laughs] …There’s always a downside. It can be…frustrating, 
particularly more so I’ve noticed in an IEP program [intensive 
English program] compared to community college because 
[at] the community college I think you’re working with a 
different group of students…Those are mostly immigrant 
students and so they had a different motivation for being there. 
International students here and in other intensive programs 
too… [are] not necessarily that motivated, so they’re kind of 
here sometimes, not other times. In other words, they have a 
lot of other things going on. 

 

Susan volunteered for the study after receiving the e-mail invitation sent to 

Southwest AEP ESL teachers. She was very pleasant to work with, and ESL students at 

Southwest AEP (both participants and other students with whom I spoke) often 
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commented on her constant cheerfulness and enthusiasm as a teacher. I had the chance to 

observe Susan in one of her classrooms for a separate project and found her to be as soft 

spoken and happy in her class as she is outside of class. Susan works to create a 

comfortable, supportive environment for her students and is often heard encouraging 

students and cheering them on in recognition of their language learning efforts. 

 

DATA COLLECTION 

 
I collected data from ten ESL students and four ESL teachers over the course of 

nine months. Much like having a baby, data collection proved to be a long and arduous 

process that ended with much personal satisfaction and a sense of wonder and fulfillment. 

In the following paragraphs, I will first describe the process of selection of ESL student 

and teacher participants then explain in detail the method of data collection employed in 

this study. 

Selection of Participants 

 
As stated above, ESL student participants and teachers were recruited from three 

different programs. I began the process of participant selection with criterion sampling, 

which, according to Merriam (1998), involves the creation of a list of attributes that are 

essential to the study then finding participants who match the list. In this research study, 

the only attribute for ESL teacher participants was that they have at least one year of 

experience teaching ESL to adult learners in an academic ESL program. ESL student 
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participants had to meet the following attributes: (1) they are over eighteen years of age, 

(2) they are in their last semester at or recent graduates of an AEP, (3) they completed at 

least one semester’s worth of AEP courses, and (4) they are able to express themselves 

clearly in English. Only graduates and soon-to-be graduates of AEPs were chosen for two 

reasons: (1) to ensure that the participants have acquired the level of English proficiency 

necessary to guarantee their understanding during interviews and their ability to provide 

comprehensible input in English, and (2) to guarantee to participants that their stories and 

comments about ESL teachers can have no bearing on their academic standing, and thus 

to encourage them to share their honest opinions. 

I first contacted the director of Southwest AEP during the Fall semester of 2003 

and requested a meeting in order to obtain consent to interview current ESL teachers at 

the program and former ESL students of the program. The director expressed interest in 

the study and agreed to send out an e-mail on the program’s list-serve inviting all AEP 

teachers to participate in the study. At the time, ESL Services (under which Southwest 

AEP fell) employed 19 ESL teachers, nine of whom taught AEP classes. The remaining 

10 teachers taught in the English Language Program, which offers English for 

communication, English for business, and English for pleasure classes.   

The director also compiled a list of (more than twenty) names and contact 

information of recent graduates of the AEP who met the desired criteria. ESL student 

participants were then randomly selected from the list using criterion sampling from the 

population of adult ESL students who completed at least one semester of AEP courses 

before graduating, and an e-mail invitation was sent to them as well. In response to the e-
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mailed invitations, three ESL student graduates of Southwest AEP (Peter, Jésus, and 

Michael) volunteered for the study in addition to two ESL teachers (Leo and Susan). I 

immediately began the data collection protocol with these participants while 

simultaneously looking for other volunteers. 

A few weeks afterwards, I began to despair as my e-mails and phone calls 

remained unanswered when my advisor suggested that I contact the owners and the 

director of ESL International and ask for their cooperation in finding participants. The 

owners and the director received me quite enthusiastically and a round of e-mails and 

invitations were sent out to faculty members. As it was not possible for the director to 

contact former students of the program, an invitation to participate in the study was 

distributed to all the current students at the program. Within a couple of weeks, two ESL 

teachers (Mookie and Summer) and three ESL students completing their final semester at 

the AEP (Risa, Andrew, and Pepe) had volunteered for the study. Although the student 

participants from ESL International were still attending classes at the AEP at the time of 

data collection, all of the students were planning to exit the program at the end of the 

semester. When I asked if they had any concerns regarding their academic standing given 

their status as current students, none of the students expressed unease particularly since 

they were all in their last semester at the program at which time the study could not have 

been made available to the public.   

A “snowball” effect (Merriam, 1998, p. 63) then ensued as student participants 

and friends began introducing me to potential volunteers. A mutual friend set up a 

meeting at a coffee shop with Rosa, a former Southwest AEP student who offered me her 
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help almost immediately. The same friend wracked her memory until she found Metta 

who was a friend of mine as well but had slipped my mind as a potential ESL student 

participant. A week after my first interview with Metta, she suggested I contact a friend 

of hers, Yvonne, who met my criteria and who was currently taking ESL classes at the 

local community college. And finally, Risa introduced me to her friend Kate who agreed 

to partake in the study at our initial meeting.      

 

Interviews 

 
The primary source of data collection was a series of semi-structured (one-on-one 

and focus group) interviews that I conducted with the participants. To develop the 

interview protocol, I borrowed and adapted Seidman’s (1998) three-interview series 

method for this research study. Seidman explains that conducting three separate 

interviews with each participant allows the interviewer and the interviewee to establish 

better rapport thus providing more meaning to and better understanding of participants’ 

behaviors and words. As well, the series of three interviews served to satisfy the need for 

triangulation in qualitative research in order to establish the confirmability of the findings 

(Guba & Lincoln, 1985). The following is a description of the interview protocol.  

All interviews were carried out in English with the exception of two interviews in 

which Arabic was used at the request of the participant, Michael. All of the ESL student 

interviewees were proficient enough in English to express themselves clearly enough for 

me to understand them.  
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One-on-one interviews with ESL student participants lasted an average of forty-

five minutes, while interviews with teachers averaged an hour and a half in length. Focus 

group interviews with students were typically an hour and a half long, while the teacher 

focus group interview lasted just under two hours. With the permission of my 

participants, I tape-recorded the interviews for accuracy and then transcribed them 

selectively following Glesne’s (1999) suggestions. I wrote down my reflections after each 

interview was completed as recommended by Merriam (1998). These reflections served 

as an initial analysis of the data and sometimes included tentative coding and 

identification of themes as well as my impressions regarding the participants.  

All of the participants were asked to sign consent forms, which include 

information about the study such as a short description of the study and its purpose and 

goals. The consent form informed participants that they are not obligated to participate in 

the study, that they have the right to withdraw from the study at any time, and that their 

anonymity will be protected (tapes were coded and after the completion of the study, all 

tapes were stored securely in a locked file cabinet accessible only to the researcher). 

Because student participants in the study are not native speakers of English and the 

consent forms were written in English legalese, ESL student participants were given the 

consent forms in advance so that they may have the forms translated and/or explained to 

them by a third party of their choice. None of the ESL student participants expressed such 

a need and all returned the forms on the same day they were given or at the next meeting. 

The interviewing protocol began only after the participants had signed and returned the 

consent forms. Participating students were also assured that their participation in the 
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study can have no bearing on their academic standing with Southwest University or ESL 

International. My contact information was provided to allow participants the opportunity 

to ask questions about the study or to give clarifications regarding interviews. And 

finally, each participant received a hand-written thank you note and a $10 gift certificate 

to a movie theater after the interviewing process was completed.    

Interviewing ESL Student Participants 

 
First, each participating student was interviewed individually. The purpose of this 

initial interview was to gather data regarding participating ESL students’ past ESL 

learning experiences in their home countries. A few days prior to each interview, 

participating ESL students were provided with a basic interview guide9 so that they may 

familiarize themselves with the types of questions that will be asked during interviews 

and to allow them time to begin to think about their ESL learning experiences. This also 

gave the students time to become familiar with any key terms or words that may be new 

to them.  

After the initial set of one-on-one student interviews were completed, interview 

reflections written, and interviews selectively transcribed,10 the participating students 

were asked to take part in a focus group interview the purpose of which was to expand on 

the data provided by the student participants in their one-on-one interviews and to discuss 

their present ESL learning experiences collectively. The advantage to including a focus 

                                                 
9 See Appendixes A & B for interview guides. 
10 See below for an explanation of the decisions I made regarding selective transcription. 
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group interview in addition to one-on-one interviews for the purpose of data gathering is 

that while one-on-one interviews provide the opportunity for a more detailed quest of 

certain information, focus group interviews allow for the observation of interactions 

between interviewees that may yield accounts of meaningful interactional experiences 

(Berg, 2001). Furthermore, in focus group interviews interviewees “... spark off one 

another, suggesting dimensions and nuances … that any one individual might not have 

thought of” (Rubin & Rubin, 1995, p. 140). It is also possible for a completely different 

perspective or viewpoint to emerge during focus group interviews. It was necessary for 

three focus group interviews to take place as the first included ESL student participants 

from the Southwest AEP and the second included the ESL student participants from ESL 

International, and the third included two participants (Metta and Yvonne) who 

volunteered for the study after the first two focus group interviews had taken place. It was 

not possible to bring the three groups together as some of the participants had plans to 

return to their home countries, and thus it was impossible to schedule a single focus 

group interview with all the participants.  

The first focus group interview was conducted with the four ESL student 

participants from Southwest AEP, and the second focus group interview included the four 

ESL student participants from ESL international. At the third focus group interview, there 

were two ESL student participants present one of whom (Metta) had been enrolled for a 

semester at Southwest AEP and the other (Yvonne) had attended ESL classes at a local 

community college.  
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After the focus group interviews were completed, a second set of one-on-one 

interviews took place after participating students were given their interview guides. 

Information about ESL students’ outlooks on their future ESL learning experiences based 

on the previous interviews and discussions were gathered during these final interviews. A 

brief final meeting was needed for member checking. These meetings also allowed me to 

ask for some necessary clarifications and follow-up questions that could not be addressed 

during the previous interviews (due to time constraints, misunderstandings, ambiguities, 

or other reasons). During these meetings the ESL student participants were given the 

opportunity to comment or expand on what they had said in previous interviews and to 

clarify some statements or offer information that they did not (or could not) provide 

during the previous interviews. During these member checking sessions, I read selected 

portions of ESL students’ interview transcripts for the purpose of member checking. By 

hearing their words in someone else’s voice, participating ESL students should gain a 

retrospective viewpoint of what they said thus allowing them to further reflect on their 

ESL learning experiences with good ESL teachers. It was not physically possible to meet 

with two of the ESL student participants (Andrew and Jésus) for member checking as one 

(Jésus) had returned to his home country after the focus group interview and the other 

(Andrew) had also gone home after the final one-on-one interview.  

Interviewing ESL Teacher Participants 

 
Interviews with teacher participants followed a procedure similar to student 

interviews. As with ESL student interviews, participating ESL teachers were provided 
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with basic interview guides prior to each interview including the focus group interview. 

First, I interview each participating ESL teacher individually. The purpose of this initial 

one-on-one interview was to tap into the teachers’ past ESL teaching experiences and 

their general perceptions of good ESL teachers. Then, a focus group interview was 

completed with all the participating ESL teachers. This interview was used to give the 

teachers the opportunity to offer collective explanations, clarifications, or comments, to 

provide the chance for new viewpoints or issues regarding good ESL teaching to be 

raised and to allow teachers to reflect on their present teaching experiences. Finally, a 

second set of one-on-one interviews with the participating ESL teachers was conducted in 

which the teacher interviewees were asked to comment on the effectiveness of their 

actions and negotiation strategies in their ESL classrooms and to respond to findings 

from student data. That is, in this last interview, I made the preliminary findings reached 

from student data available to the participating ESL teachers to gauge their reactions and 

feelings about these findings. A final meeting was used for the purpose of member 

checking.  

TRANSCRIBING THE DATA 
 

I chose to transcribe the 32 interview tapes myself in order to fully immerse and 

saturate myself in the data (Moll & Dworin, 2001). I found that by transcribing the data 

myself, I became so familiar with the data that I was able to pinpoint exactly which 

participant made what statement during which interview as well as its general location in 

an interview transcript (at the beginning, middle, or end). This not only made the process 
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of data analysis relatively easier, it also allowed me to identify themes and make 

connections between categories more efficiently and accurately. 

I transcribed the interviews selectively following Glesne’s (1999) suggestion to 

replay interview tapes a number of times to get to know the data well, reflect carefully on 

one’s needs, and then judge how much should be transcribed. After reviewing my 

research questions and the purposes of my research, I decided to transcribe ESL teacher 

participants’ interviews selectively by eliminating crutch words such as ‘like’ and ‘you 

know,’ hesitations, false starts, non-emphatic repetitions, and empty fillers like ‘um’ and 

‘er’ and using ellipses (…) in their stead. I also did not transcribe teacher participants’ 

digressions from the topic of an interview; however, I added brief notes of these forays 

away from the subject wherever they occurred in a transcript placed within square 

brackets. These notes included a description of the topic of the digression as well as the 

approximate amount of time for which it continued. For example, following a discussion 

about the importance of keeping students’ morale up, teachers in the teacher focus group 

interview digressed into another topic. The note in the transcript read: [Went on to a 

humorous discussion of different methods that may be used to help students loosen up in 

class – 2 minutes]. 

I also transcribed ESL student interviews selectively though less selectively than 

ESL teacher interviews. In ESL student interview transcripts, I included all crutch words, 

hesitations, false starts, empty fillers, emphatic and non-emphatic repetitions, and 

gestures as well as any linguistic or non-verbal markers that could have contributed to the 

intended meaning of student participants. I opted to transcribe participating ESL students’ 
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interviews in this manner because I planned to utilize all the ways (both verbal and 

nonverbal) in which these participants communicated with me during L2 interviews in 

order to understand their meanings; i.e. I focused on both the content and form of their 

responses. ESL student respondents’ words were not altered to achieve grammatical 

accuracy or appropriateness of word choice unless errors rendered a sentence or complete 

string of thought incomprehensible to a sympathetic reader/listener. In such cases, I 

included the participant’s exact words in the transcript then added a clarifying statement 

in square brackets immediately afterwards. For example: 

 
Metta: I think probably this [is] the thing I appreciate [the 

most]. They [ESL teachers in the US] always 
respected us very much. 

 

Furthermore, transcripts included markers that indicated ESL student participants’ 

comprehension (such as ‘ah’) or lack thereof (such as ‘huh?’), difficulty in making a 

point, and requests for repetition or elaboration on a question. For example: 

 
Sarah:  Does he speak in English or Spanish with your 

sister-in-law? 

Andrew:  What? 

Sarah:  Does he speak in English or Spanish with your 
sister-in-law - your brother? 

Andrew:   Ah. He speaks Spanish, and she answer in English. 

Sarah:  Okay. So he uses Spanish even when you’re not 
here. 

Andrew:   Hmm? What?  

Sarah:   He’s using his Spanish even when you’re not there. 

Andrew:   Ah. Yeah, yeah, yeah. 
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In the case of interviews translated from Arabic of in which the interviewee and I 

code-switched back and forth between Arabic and English, I included the translated 

segments in braces. Finally, non-verbal gestures, laughter, pauses, and tone such as 

[whispered] or [ironic tone] were recorded in square brackets, while translations were 

included in braces. 

 

DATA ANALYSIS 
 

The following paragraphs detail the methods of data analysis I employed to order, 

categorize/code, and interpret the data. First, a general description of the qualitative 

method of analysis used is provided followed by a more detailed explanation of how 

interviews were explored.  

LeCompte (2000) states that analysis of data must yield meaningful results (i.e. 

meaningful to those for whom the research is intended), and the creation of such results 

involves validity. In order to seek validity or as Wolcott (1990) puts it, in order not to get 

it all wrong, I followed Wolcott’s (1990) nine suggestions, which include talking a little 

and listening a lot, keeping accurate records, and reporting fully. At the same time, I 

adhered to Guba and Lincoln’s (1982) suggestions to achieve credibility, transferability, 

dependability, and confirmability, which include employing triangulation (via a series of 

three interviews) and practicing reflexivity (by exploring how my involvement influenced 

and informed the research study). Furthermore, I employed member checking sessions 
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(Seidman, 1998) with participants where they were asked if the findings I reached from 

their data are plausible as well as peer examination (Merriam, 1998) methods in which 

colleagues commented on the findings I drew as they began to emerge in order to 

establish the trustworthiness of this study. 

The analysis of the collected date was founded on a theme or category system, 

and interpretations were based on an emic or insider’s perspective (Merriam, 1998). In 

other words, my main concern was to show the participants’ perspectives and their points 

of view as accurately as possible. Categories were derived directly from the available 

interview data, i.e., categories were not pre- established. Furthermore, as suggested by 

Merriam (1998), the data analysis was a continuous, multi-dimensional process that 

began after the completion of the first interview with the first participant. That is, the 

analysis began immediately after acquiring the first portion of data. Thus, the analysis 

began anew with each piece of data as it was acquired (i.e. each reflection, each interview 

transcript). Beginning the process of data analysis early on in the research enabled me to 

constantly sift the data (with multiple readings and constant comparisons) to look for 

frequently identified issues, omitted topics that were never mentioned, and declarations 

deemed by the participants to be significant in order to verify them through triangulation 

as suggested by LeCompte (2000).  Patterns and themes were identified in order to 

compare and contrast said themes across ESL student and ESL teacher perceptions in a 

way that illuminated points of agreement (matches) and discrepancy (mismatches), and 

thus led to the formulation of a possible approach to findings a happy medium between 

what ESL students need and what ESL teachers prefer.  
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Analysis of Interviews 

 
After each initial interview was completed, each interview was selectively 

transcribed. Then, categories were developed and relationships between the emergent 

categories were established via the constant comparative method of data analysis for each 

interview first, then across interviews as more data were gathered. According to Merriam 

(1998), the constant comparative method is a method of data analysis widely used in 

grounded theory qualitative research to establish patterns in data. The method involves 

comparing segments of data to determine similarities and differences. Then, data are 

organized together into groups based on their similarity, and each group becomes a 

category. Once patterns are established, the researcher looks for relationships among the 

patterns that lead to the development of a grounded theory.  

For this study, each category was assigned an electronic file folder (using MS 

Word), and each category folder contained excerpts of data (i.e. quotes and reflection 

notes) that best fit the category. Categories were modified and/or expanded as more data 

were obtained. For example, a preliminary analysis of ESL student participant interview 

data led to the creation of the category of providing corrective pronunciation feedback. I 

had initially interpreted some of the data as indicating that some of the ESL student 

participants described good ESL teachers as those who correct their ESL learner’s 

pronunciation and help them sound more like native speakers of the language. Upon 

subsequent analyses and constant sifting of the data, this category was then split into two 

categories: allowing more personalized speaking time in class and good ESL teacher as a 



 81

native speaker as it became apparent that the participants intended two meanings that had 

to be teased apart. That is, some participants described good ESL teachers as those who 

provided their students with many opportunities to practice the target language in the 

classroom as well as being native speakers of the language – two separate issues that are 

somewhat related to the original category of correcting pronunciation. 

Moreover, statements made by participants during interviews were verified or 

validated in four ways. First, during interviews, I posed hypothetical questions to which 

participants were asked to respond from the perspective of another person. For example, 

ESL student participants were asked how they think they would have taught an ESL class 

if they were an ESL teacher. Second, during focus group interviews and the second round 

of one-on-one interviews, I rephrased some of the key questions previously asked in the 

initial interviews in order to see whether or not respondents’ answers changed. Third, 

during member checking sessions, participants were asked to provide feedback regarding 

the accuracy of selected portions of their interview transcripts after the completion of the 

interview protocol. Fourth, the constant comparative method was used during data 

analysis to identify confirming and disconfirming evidence that supported or refuted 

statements offered by participants during interviews.    
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RECIPROCITY 
 

Feminist qualitative researchers stress the value of providing a high degree of 

reciprocity on the part of the researcher (Oakley, 1981). This view stems from the belief 

that it is simply inexcusable for women to ‘use’ other women. Although I do not consider 

myself to be a feminist researcher per se as my research encompasses both women and 

men, teachers and students, I find myself strongly drawn to the pure ethicality of the 

principles of feminist research- particularly reciprocity. It seems that it is only fair to 

reciprocate in some way to my participants who have taken time away from their busy 

lives, opened up their hearts to me and allowed me to pick their brains for the ‘greater 

good’ in the name of research –regardless of whether or not they are women. Although I 

strongly believe in this principle, I was unsure what form my reciprocity would take and 

whether or not it would prove to be enough in the end. Glesne (1999) echoes my fears 

stating that: 

 As research participants willingly open up their lives to researchers- giving time, 
sharing intimate stories, and frequently including them in both public and private 
events and activities– researchers become ambivalent, alternatively overjoyed 
with the data they are gathering, but worried by their perceived inability to 
adequately reciprocate (P.126).  

 
‘Adequate’ reciprocation is of paramount importance as “there can be no intimacy 

without reciprocity” in qualitative research (Oakley, 1981, P. 51). But how do we judge 

what is ‘adequate’ reciprocity and what is not? Alvesson and Skoldberg (2000) maintain 

that in order for interviews to be good, it is important to establish rapport and mutual 
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relationships with participants and that shared empathy makes the interviews more honest 

and ethical.  

Throughout the research I tried to establish and maintain rapport with my 

participants, and I am reluctant to confess that I was more successful with some than with 

others and more with ESL student participants than with ESL teacher participants for a 

number of reasons the most important of which was the amount of time I was able to 

spend with each participant and whether or not our research relationship morphed with 

time into real friendship. Unfortunately, varying degrees of success in preserving rapport 

also translated into varying degrees of ‘adequate’ reciprocity. Handing Andrew a thank-

you card with a $10 gift certificate tucked inside cannot even begin to compare in terms 

of reciprocity to sipping iced tea and chatting with Rosa on my back porch as I helped her 

figure out her best option for getting a speeding ticket dismissed or to later sharing a 

moment of joy in her life as she introduced me to her beautiful newborn son and telling 

me that “I would like that you know my baby.” A thank-you card cannot compare to 

picking up Michael from the airport and helping him get situated in his new apartment 

after returning with a broken foot from his trip to Israel to see his dying father, or to 

giving his mother my cell phone number to call if she needed to contact him until he 

established new phone service, or to spending hours just listening to him talk about his 

father after he passed away following an agonizing battle with cancer.  

I have tried my best in reciprocating in some way to all my participants, doing 

everything from cooking dinner for the three focus group interviews that took place in my 

home, to helping one of the ESL teachers by volunteering for his research, to answering 
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the ESL students’ questions and offering to help with whatever I could whenever I could. 

I do not think that I did quite ‘enough’ for my participants or that my reciprocity was 

suitably ‘adequate’. I do know, however, that I ended my research having made three 

new close friends (Rosa, Michael, and Peter) whose friendships I will cherish forever and 

having made many friendly acquaintances who I will always remember fondly and 

believe that they will do so as well.        

 

THE RESEARCHER’S BAGGAGE 

 
Qualitative research interviews are very human, social encounters in which the 

relationship between the interviewer and the respondent is one of partnership (Weiss, 

1994). That is, data collected during interviews are socially constructed by the 

interviewer and the respondent(s) (Weiss, 1994). Additionally, in qualitative research, the 

researcher is regarded as a human tool or instrument of data collection. A human 

instrument (as opposed to an inanimate tool such as a questionnaire) is responsive to the 

context of data collection (Merriam, 1998). Being a human instrument for research also 

means that a researcher is able to interact with her/his participants. Consequently, 

qualitative research interviewing is participatory in nature. Due to this unique 

characteristic of qualitative research interviews, the relationship between the researcher 

and the respondent(s) occurs within a social context, which includes an abundance of 

social factors such as gender, race, and class. Moreover, even though interview data are 

assembled by the researcher and the respondent(s) together, the analyses of the data are 
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typically filtered through the viewpoint of the researcher alone as influenced by the 

researcher’s values, biases, and personal characteristics (Merriam, 1998). Thus, it is 

important to include here not only a description of the respondents but also an account of 

myself as the researcher. I will discuss in detail the roles played in the research study by 

the factors of gender and power, vulnerability, and my status as an international student 

and ESL teacher. 

I am a multinational twenty-nine year-old graduate student and ESL teacher. I call 

myself multinational due to the myriad of cultures to which I belong. I consider myself 

first and foremost to be Syrian. I was born and raised in Saudi Arabia as a result of my 

parents’ relocation there in the early ‘70s in search of a better life than was available to 

them in Syria. I also consider myself to be Circassian11 as my father’s family is from 

Chechnya and my mother’s is from a neighboring tribe. My parents are second generation 

Syrians (their grandparents immigrated with their families in the late 1900s to escape the 

religious persecution of the former USSR). In addition to the multicultural quality of my 

immediate family, my extended family is also quite diverse with members hailing from 

countries from the four corners of the earth. Thus, language learning in my family has 

always been a necessity rather than a luxury. I am also a female raised in a middle class, 

moderately religious Muslim family.     

                                                 
11 Circassian is the term used in reference to a number of peoples who inhabit the Caucasus mountains including the 
Chechens, Karachay, Adyge, and Kabarday. The influence of the Circassian culture is still very strong in my family 
and we are all easily recognized as Circassians by Syrians whose ancestors originated from Syria. Not only are our 
names (given and family names) and appearance different, but we are also recognized from our accent when speaking 
Arabic, which is a clear identifying marker.   
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According to Herod (1993) and Johnson-Bailey (1999) these personal 

characteristics and facts may have affected my research, the social interactions and 

relationships I developed with the interviewees, the interview process itself, and they may 

have helped shape the data I attained from interviews due to the interactive, participatory 

nature of face-to-face interviewing. The following is a discussion of some of the factors 

that may have affected this research. 

Matching interviewees to respondents on such attributes as race, gender, class, 

etc. is considered by some to be beneficial to interviews since the interviewer becomes an 

insider to one or more attributes to which the interviewee can react (Weiss, 1994). For 

example, both the interviewer and respondent may be male and parents to young 

children. However, some interviewees tend to open up more readily to outsiders (Weiss, 

1994). Although I did not deliberately choose to match or mismatch certain attributes to 

interviewees’ attributes, I chose to completely disclose myself to them as exactly who I 

am, i.e. a middle-class Arab female, ESL teacher, language learner, and international 

graduate student. Accordingly, I matched the ESL student participants in being a 

language learner (of French as I consider myself to be a native speaker of English) and an 

international student, and I matched all of the ESL teacher participants in being an ESL 

teacher, and two of the teacher participants by being a graduate student as well. I matched 

only one respondent (Michael) in ethnicity and some of the participants in gender. 

Finally, I was close in age to most of the respondents with no more than ten years of 

difference between us except in the case of one ESL teacher participant (Mookie) who 

was older. Thus, gender did not seem to have any detectable influence over the process of 
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data collection or analysis, and the same may be said with regard to ethnicity and class. I 

did not feel at any time that my ethnic background and socioeconomic class had any 

obvious influence during interviews except in the case of interviews with Michael where 

our shared “Arabness” helped create rapport between us relatively fast. 

  However, gender appeared to have the most influence in this study. However, 

gender relations did not inform this study or have any detectable influence on the analysis 

of the data. In other words, tensions of gender were not used as a springboard for 

analysis. Rather, they initially influenced my relationships with the participants and our 

rapport as well. I found that I had more difficulty communicating with the male 

participants than I did with female participants as our initial interviews were much more 

formal (although they became more relaxed over time) and because the male participants 

chose to share much less information initially. I found these issues to be common in other 

studies as well in cross-gender interviews (McKee & O’Brian, 1983). 

For instance, in some cases, interviewees may try to manipulate and interview, 

which is explained by some as being a gender-related matter since issues of control or 

power tend to appear in cross-gender interviewing (McKee & O’Brian, 1983). I found 

this to be true in the case of two male students participants in particular (Michael and 

Jesús) who on many occasions interrupted my questions, questioned my reasons behind 

certain questions, or informed me how I should approach this study. For example, during 

our initial one-on-one interview, Jesús misinterpreted a question I asked as to whether the 

ESL teachers he had were male or female teachers: 
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Sarah:   Did you have women ESL teachers or all men teachers? 
 
Jesús:   No, both of them. 
 
Sarah:  Did you like a teacher specifically or not like a teacher 

specifically? 
 
Jesús:   No, I don’t think that I had any preferences. 
 
Sarah:   So they were all good? 
 
Jesús:   [Defensively] Not about gender I mean. 
 
Sarah:  No, not as far as gender. I mean did you like one teacher, 

the way they taught… because I know that there aren’t a lot 
of guy teachers there [at Southwest AEP], so I was 
wondering if you had all women or all men. 

 
Jesús:   No, I had both, and I didn’t have any preferences. 

 
 

As well, Michael continued to suggest at every meeting we had that I look at what 

he termed ‘the social aspect’ of good teaching, which I had intended to do. I must admit 

here that my attempts to disregard these “manipulations” were not very successful, and I 

found myself increasingly annoyed at the frequent interruptions in particular –although I 

did not express this to the participants. However, as I got to know the male participants 

better, these occurrences of power struggles became less frequent. 

Perhaps as a result of these tensions, I found it took longer to establish rapport 

with male participants than it did with female participants; however, I found that this 

effect was minimized after the focus group interview, which took place at my home over 

dinner. After each focus group interview was completed, I found that both male and 
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female participants with whom I had yet to develop good rapport were much more 

relaxed, approachable, and reachable during and outside of interviews.  

Gender was also a consideration in my interactions with female participants, 

however, not in the sense of power struggles as was the case with male participants, but 

rather in terms of vulnerability. I worried that I was putting my female participants in a 

vulnerable position since they appeared to disclose so much (unsolicited) private 

information during interviews, which left me to wonder if our bonds of “sisterhood” and 

(in the case of some participants) the bonds of friendship are what compelled them to 

share such information when they may not have done so with another interviewer 

(whether a male or a female with whom they were not friendly). I also wondered whether 

or not they regretted sharing so much afterwards. Rosa, for example, broke down in the 

middle of an interview and began crying as she realized the hopelessness of her situation. 

Although we joke about the incident now, I cannot be sure that Rosa felt that she had 

exposed too much of her inner self to me –even though we have become good friends 

since then. Seeing Rosa cry because of a question that I had asked about her plans for the 

future made me feel vulnerable as well (Cotterill, 1992). I began to wonder if my 

questions were too intrusive and what I could do to make it up to Rosa. In the end, a 

heart-to-heart talk over lunch settled some of my concerns, but my guilt over what 

happened remains. 

Moreover, Mookie seemed to struggle for a few seconds with herself during one 

interview over whether or not she should tell me how she truly felt about the program for 

which she worked and then began to talk after stating that she was reluctant to have this 
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portion of our conversation taped. When I reached for the tape recorder to turn it off, she 

asked me not to do so and said that it was okay to keep taping. Because of her reluctance, 

I was uncomfortable disclosing the information she shared and ultimately decided not to 

include that data in the study despite its relevance to the research. 

Finally, my status as an ESL teacher and as an international student also seemed 

to have some affect on this study. Both teacher and student participants frequently used in 

their speech markers that indicated that they considered me to be part of their in-group in 

one way or another. ESL teacher participants, for example, often used such phrases as, 

“As you know…,” “I don’t need to tell you that…” which indicated to me that they 

thought of me first and foremost as a fellow ESL teacher. And, I believe that this had 

some influence on the data they shared during interviews in that the teachers felt 

comfortable to talk “ESL teacher talk” with me without having to explain what they 

meant by each technical term they used. ESL student participants also seemed to consider 

me to be an ESL teacher as well as evidenced by their frequent requests for me to fill in 

the gaps in their L2 speech “How do you say…?” and their use of non-verbal behavior to 

explain their meaning much as they would normally act with their ESL teachers. 

Perhaps other factors of which I am unaware have influenced this research as 

well. Nevertheless, I have provided the information above in an attempt to enhance the 

validity of this study by disclosing the baggage with which I entered the research 

partnership with my respondents as suggested by Merriam (1998) and Scheurich (1997).    
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CHAPTER 4: FINDINGS 

STUDENT SAID, TEACHER SAID: MATCHES & MISMATCHES 

 
Student said:  [With my tutor] it was talking and talking and talking 

all the time. Only talking … and I like so much. I 
think that you can learn better if you talk all the time 
instead to learn the rules because the rules are in the 
books, and if you made the homework, you can take 
the rules and then you can talking, but the only way 
[is] to start talking. [At my other school,] they make 
a lot of emphasis on grammar. And I understand that 
the grammar of course is important, but they spend a 
lot of time on grammar and they almost forgot that 
you have to speak [laughs].  

 
Teacher said: They [ESL students] need individual attention, 

opportunity to speak. If you have a class of even 9 or 
10 in a listening/speaking class or even 8, which 
sounds like a nice small [number], they still only get 
three minutes a piece to say anything. If you try to be 
equitable, there’s just not enough talking. They don’t 
get enough speaking time, I think in particular, so I 
think that they need more speaking time. 

 
 

 
Student said: [The ESL teacher should] Listen. Listen to people. 

Ask them what are the problems that they have. 
Probably sometimes people don’t really know what 
the problem they have, but certainly you know after 
two weeks to start to learn a language. You know 
that I hate grammar or I hate to pronounce in my 
case. To ask them what are they really uncomfortable 
with. 

 
Teacher said: I think they [ESL students] look to you for your 

expectations. I think that they’re not even sure what 
they need. Some of them may, but many of them 
may have no idea what they need, but I think I do 
know what they need in terms of writing or in terms 
of they need to be able to do this, this, this, and that. 
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ESL students’ and teachers’ expectations of each other do not always coincide. 

What students want and what teachers think their students want may not perfectly match. 

Therefore, one of my main concerns in this study was to demonstrate the matches and 

mismatches in participating ESL students’ and teachers’ perceptions of good ESL 

teachers and hence their perceptions of what ESL students need from their (good) ESL 

teachers. In this chapter, I will address these issues by describing participating ESL 

students’ and teachers’ perceptions of good ESL teachers and detailing the matches and 

mismatches between what the participating ESL students want from their ESL teachers 

and what the participating teachers believe their students need, thus answering the first 

research question: What are the matches and mismatches in the qualities of good ESL 

teachers as identified by the participants? I will then describe the differences in 

participating ESL students’ perceptions of good ESL teachers as they pertain to their 

ethnic backgrounds, thus answering the second research question: How do participating 

ESL students’ cultural backgrounds affect their perceptions of good ESL teachers? The 

chapter will conclude with a discussion of themes that emerged from the data that are 

unrelated to the topic of good ESL teachers but are, nevertheless, relevant to academic 

English as a second language programs. 
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EMERGENT CATEGORIES 

 
In order to paint a clear picture of good ESL teachers, I asked the participating 

ESL students and teachers to describe not only what they think an good ESL teacher is 

like but what they envision a good ESL teacher should do in and outside of the classroom 

as well. In addition, I asked the participants to describe an ineffective ESL teacher as a 

means of validating responses. Furthermore, in order to provoke as comprehensive a 

portrait as possible of the good ESL teacher, I asked the participating ESL teachers to 

discuss what they think their ESL students need the most and the least from their 

teachers. The participants’ responses to these questions and their descriptions of good 

(and ineffective) ESL teachers fit into two major categories: individual differences that 

make an ESL teacher good and pedagogical practices of good ESL teachers.  

 

Individual Differences 

 
In many studies concerned with good teaching, researchers have found that 

respondents (both teachers and students) tend to focus on affective matters more 

prominently than any other aspect of good teaching regardless of level of teacher 

experience or age of students (Walls, Nardi, von Minden, & Hoffman, 2002). In this 

study, affective factors were found to be at the forefront of participating ESL students’ 

minds, and they described these factors in terms of individual differences, which in part 

define an ESL teacher as being good or ineffective. The category of individual 
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differences refers to aspects with which teachers may have been born. This is not to say 

that these factors cannot be taught, but they are primarily individual aspects, which 

teachers bring with them into the classroom and have become a part of their personalities 

regardless of whether they acquired them naturally or otherwise. 

While both ESL teachers and students talked about individual differences that 

distinguish between a good and an ineffective ESL teacher, participating ESL teachers 

focused much more notably on the pedagogical practices of good ESL teachers 

particularly during the focus group interview. In general, teacher participants discussed 

individual differences that make an ESL teacher good after explaining their visions of the 

pedagogical practices of good ESL teachers. When asked to paint a picture of the ideal 

ESL teacher, the teachers’ descriptions almost always started with a depiction of good 

ESL teachers’ classroom behaviors and activities, followed by the affective aspect of the 

qualities of good ESL teachers. Conversely, ESL students discussed individual 

differences to a larger extent and introduced more subcategories or themes under the 

main category of individual differences than ESL teachers. In most cases, participating 

ESL students described the affective issues that define a good teacher then went on to 

explain their beliefs about the pedagogical practices of good ESL teachers. This 

discrepancy in prioritizing between participating ESL teachers’ and students’ descriptions 

provided the first insight into some of the mismatches between ESL teachers’ and ESL 

students’ perceptions of good ESL teachers. 

Under the category of individual differences five subcategories describing the 

good ESL teacher developed: (1) a caring educator, (2) a cultural mediator, (3) a 
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respectful professional, (4) a native language speaker, and (5) a patient instructor. In the 

following paragraphs, I will define and discuss each of these subcategories and exemplify 

them with excerpts from the interview data. The subcategories in which ESL teachers’ 

and students’ responses matched will be discussed first followed by the mismatched 

subcategories. I considered a match to occur when any number of participating ESL 

students or teachers both brought up a subcategory in their responses regardless of the 

degree of intensity in which the subcategory appeared. For example, all the participating 

ESL teachers mentioned that they consider a good ESL teacher to be a caring educator, 

while only 40% of the participating ESL students talked about caring; yet I counted the 

subcategory of caring to be a match because both students and teachers discussed it with 

varying degrees of intensity. A mismatch occurred when only any given number of 

participating students or only any given number of participating teachers introduced a 

subcategory. In other words, if one or two or three or however many ESL students 

discussed a subcategory while none of the ESL teachers did (or vice versa), this 

subcategory was counted as a mismatch. For example, while 30% of the participating 

ESL introduced the subcategory of native language speaker, none of the ESL teachers 

brought up this category as being an individual characteristic of good ESL teachers; thus 

I considered this subcategory to be a mismatch. 

Under each section of matches and mismatches, subcategories will be explained 

in order of intensity of the data collected from the ESL student participants as it is 

primarily their perspectives to which I intend to give precedence. In other words, the 

subcategory that was represented in most of the ESL student interview data and that was 



 96

broached by many of the ESL student participants will be addressed first followed by the 

next frequent subcategory and so on.  

It is important to clarify here how I arrived at the frequencies or intensities of 

subcategories. For every individual participant any number of occurrences of a 

subcategory was counted once. For example, regardless of whether Jesús mentioned the 

issue of caring once, twice, or ten times, I counted caring once for this particular 

participant. Furthermore, if a single participant (whether ESL student or teacher) was the 

sole participant to discuss a given theme, this theme was coded as a subcategory 

regardless of whether or not it appeared again in the data.  In other words, a subcategory 

was counted if it appeared a minimum of one time for any number of participants.      

 

Individual Differences: Matches 

 
Participating ESL students’ and teachers’ perceptions matched on a number of 

individual differences (ID) characterizing good ESL teachers with varying degrees of 

intensity. That is, in the case of some categories, teacher and student participants 

appeared to view particular categories of individual differences (such as respecting ESL 

learners) as being vital for good ESL teachers with the same intensity or frequency; while 

for other categories (such as patience with learners) the teacher and student participants 

agreed that these individual differences are necessary in defining good ESL teachers but 

with differing degrees of intensity.     
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Table 3 below summarizes and clarifies the frequency with which each matching 

individual difference subcategory appeared in the ESL teacher and student interview data.  

 

TABLE 3: MATCHES IN INDIVIDUAL DIFFERENCES (ID) CATEGORIES BY INTENSITY 

 
ID Categories Students (10)* Teachers (4)* 

A Respectful Professional 50% 50% 
A Caring Educator 40% 100% 
A Cultural Mediator 40% 50% 
A Patient Instructor 10% 50% 

* Indicates the total number of participating ESL students & Teachers 
 

 
 

A RESPECTFUL PROFESSIONAL 

 
Surprisingly, the individual difference that differentiates between a good and 

ineffective ESL teacher that was discussed the most by participating students was the 

issue of respecting adult ESL students and treating them in the ESL classroom as the 

mature individuals they are. Half of the participating ESL students discussed this 

subcategory. 

This finding is particularly interesting for three reasons. First, the subcategory 

was a perfect match in that it appeared with the same intensity (50%) in both teacher and 

student participant data. Second, it was an unexpected result for I had not anticipated that 

either the participating ESL students or teachers would bring up the issue of respect. I 

assumed that any professional teacher would certainly treat her/his adult ESL students 

with respect especially those enrolled in academic ESL programs. So I did not think 
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likely that any of the participating ESL students would have had any experiences in 

which an ESL teacher disrespected them in the classroom- particularly not in the context 

of academic ESL programs in the US. Second, it was female participants in particular 

who described an ineffective ESL teacher as being disrespectful to students. The 

following excerpt from my first interview with Rosa demonstrates this point. During this 

dialogue, Rosa became very emotional and was clearly upset and perhaps even angry as 

she recounted an experience she had with an ineffective ESL teacher in her home country 

of Venezuela. 

 

Rosa:   sometimes I don’t like the teacher [laughs]. 
 

Sarah:  Why what happened? 
 
Rosa:  Because I had a one teacher that was how can I say? 

Unrespectful? 
 

Sarah:   Oh. They weren’t respectful to you? They were 
disrespectful? 

 
Rosa:   Yes, and for all students. 

 
Sarah:  Why? What did they do? 

 
Rosa:  For example, if I say something, she high [gestures to 

throat]… 
 

Sarah:  She raised her voice to you? 
 

Rosa:   Yes. Or say something like, I don’t know. 
 

Sarah:  Did she scream at you? If you made a mistake she 
screamed at you? 

 
Rosa:  Sometimes yes, but in other case if when for example, I 

asking a question about the class [gestures around]… 
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Sarah:   Oh if you’re talking to somebody in the class? 

 
Rosa:  Yes, and but she doesn’t know what is people talking and 

she high voice and say something irrespectful, and I say 
what? I’m asking a question. [And she would say,] No ask 
a question! 

   -Interview #1 
 

This need for respect from ESL teachers was not limited to students’ depictions of 

their ESL learning experiences in their home countries. The female ESL students brought 

this matter up again during a focus group interview the focus of which was their current 

ESL experiences in the US. The students felt that teachers were being disrespectful to 

them by talking to them and treating them as if they were young children. Again, during 

the following account, Peter and Rosa (both Latina students) appeared irritated as they 

described what they did not like about their ESL teachers in the US.     

Peter:  Sometimes we felt that the teachers talked to us like if we were in 
the kindergarten, you know? We were PhD candidates, master’s 
candidates, and still [being treated like] a little girl. We start 
talking, the three Latinos [in the class] don’t you feel that we were 
in the kindergarten? And then we started talking with the guys 
from Japan, and they agree also. 

 
Sarah: Was it all the teachers or a specific teacher? 

 
Peter:  Especially the women. I talked to them because they were two 

women, and they told me yes, but you have to understand that this 
is the way that it is, and you have to understand that we have to be 
really clear because all of you are from different cultures. It’s 
better that you understand well everything. 

 
Sarah: And they kept doing it? 

 
Peter:  Yes, of course. 
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Rosa:  I did, too [I had a similar experience]. I think that both male and 
female [teachers did it]. I say, [to myself] I am 28 years old! 

 
Peter:   It’s the way they express themselves. Do you watch Barney? 

[Sarah nods] You see, these professors are the same. 
- Focus Group #1 

 

Other female participants, however, made statements to the contrary describing 

their ESL teachers as being respectful and treating their ESL students as adults. Metta 

and Yvonne, for example, both students from Taiwan, maintained that one of the things 

they liked the most about their ESL teachers in the US was their respect for students.   

 
Metta: I think probably this [is] the thing I appreciate [the most]. 

They [ESL teachers in the US] always respected us very 
much. 

 
Yvonne:  They treat us like adults. 

    -Focus Group #3 

 

Interestingly when asked during focus group interviews, all of the participating 

male students insisted that they never felt that any of the ESL teachers they had 

encountered -whether female or male- treated them with anything other than complete 

respect. However, prior to the focus group interviews taking place, one of the male 

participants recalled an incident with one of his ESL teachers in the US in which the 

teacher embarrassed and humiliated him in front of the whole class in response to my 

asking him if had even had a bad experience with an ESL teacher. 

 
Jesús:  It wasn’t a bad experience, but I felt uncomfortable at that 

time. That was because one of my professors [ESL teachers] 
asked me a question directly… I didn’t understand in fact the 
question, and …my reaction was fear instead [of] ask[ing] [the 
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teacher,] “I didn’t understand your question. Can you repeat 
me again that question?” And I just answer because everyone 
was looking at me and I said, “Yes!” … and everyone begin 
laughing, and I really felt really uncomfortable. And I think 
the professor noticed that, but…he took part of the mob… I 
think he was able to notice that I really didn’t understand the 
question and I think his position should be maybe trying to 
…maybe help me? But he didn’t, and I felt really 
uncomfortable, but it was just a small detail, but it wasn’t a 
bad experience. I mean it was just I feel uncomfortable, not 
bad. 

            -Interview #1 

 
Although Jesús insisted that the incident was a minor one, the words he chose to 

describe how he felt and what was going through his mind at that time (e.g., 

uncomfortable, fear, everyone was looking at me, mob) perhaps betray his true feelings. 

It is my suspicion that Jesús felt embarrassed to admit how humiliating it must have been 

to have his teacher and fellow students laugh at him openly. Being a male may also have 

influenced his insistence that the experience was not that “bad.” Jesús, Rosa, and Peter all 

participated in the same focus group interview. After Rosa and Peter talked about how 

some ESL teachers treated them with little respect, I asked Jesús if that is what he felt his 

ESL teacher had done when she laughed at him. He explained that he felt uncomfortable 

but that he did not think that the teacher was trying to be disrespectful. Again, it is my 

belief that Jesús was simply trying to save face as I could sense that I had embarrassed 

him by mentioning the incident in the focus group despite the fact that I had not given 

any details or revealed that his teacher and classmates had laughed at him. Rather, I 

simply alluded to the incident to remind him of what he had shared with me by saying, 

“What about the incident with that teacher you told me about, Jesús?”  
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Thus, Jesús’ reluctance to state that his ESL teacher was disrespectful to him 

caused me to have some reservation regarding what the other male participants said in 

this regard. Researchers have found that males are socialized to conceal their humiliation 

or their fear of humiliation. Admitting that he has been humiliated or fears being 

humiliated is in essence admitting a weakness, and males are discouraged from divulging 

their vulnerabilities (Adler, 1993). Were my male participants telling me their true 

feelings and perceptions by stating that all of their ESL teachers always treated them 

respectfully? This seems possible particularly since none of the male students had been in 

the same ESL classes with Rosa or Peter although they may have had the same teachers. 

Or were the male participants simply saving face by denying that they experienced or 

noticed their ESL teachers behaving in a disrespectful manner or talking to ESL students 

in a belittling way? I must admit that I cannot be sure of the answers to these questions 

despite their possible implications for ESL teachers.     

Fifty percent of the participating ESL teachers also addressed the issue of 

respecting students albeit less directly than students did. During the focus group 

interview with the teacher participants, two teachers, Summer and Mookie, agreed that 

perhaps the worst thing that an ESL teacher could do is disrespect students in class either 

by humiliating them through public, deconstructive criticism or by making sarcastic 

remarks, the humor in which ESL students do not always understand.  

Summer:  Maybe [the worst thing an ESL teacher can do]…is criticizing 
the students in front of others because so many students come 
from cultures where to be defaced is the ultimate no… 
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Mookie:  I really do agree. Being sarcastic, it’s really not understood… 
I’m saying that because…I know that it’s not only 
inappropriate in any classroom but especially with people who 
don’t have that humor… Some cultures like it and laugh and 
think it’s funny, but I don’t mean put downs, but just sarcastic 
humor. 

 -Focus Group Interview 
 

Accordingly, ESL students’ and ESL teachers’ perceptions of good ESL teachers 

matched in this regard. This unexpected finding accompanied by so much frustration and 

intense emotion from the female students who broached the issue prompted me to later 

ask the participating ESL teachers to comment. The participating ESL teachers agreed 

that talking down to students is not an uncommon phenomenon in ESL classrooms. 

Below Susan discusses that she believes that some ESL teachers may talk to or treat their 

adult ESL learners as they would young children but do not do so deliberately, and she 

provides her own explanation as to why this phenomenon sometimes occurs in the ESL 

classroom. 

 
Susan:  I’ve actually been doing a lot of interviews with teachers…, and 

one thing that came up is that some teachers were really offended 
by the fact that they felt that the students were being treated like 
children, so the students aren’t the only ones… Just from my 
observation I think that’s true. I don’t think it’s really appropriate, 
but I don’t think that it’s intentionally that way… My guess would 
be that they [students] get that more from women than from men, 
and I think that it’s because women…have this mothering thing 
that turns on… I need to take care of my students and so that’s 
what’s happening. That’s my guess, [but] I don’t know. 

   -Interview #3 
    

All of the participating ESL teachers also established that such teacher behavior is 

completely inappropriate in the adult ESL classroom. Clearly, both the participating ESL 
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students and teachers are aware of the problem of talking down to students, which ESL 

students appear to interpret as a lack of respect for them as adults. It seems that ESL 

students want their teachers to understand that their limited linguistic proficiency in the 

target language does not correspond to a diminished mental capacity. In other words, 

ESL teachers must keep in mind that just because ESL students do not always sound 

intelligent in English does not mean that they are indeed unintelligent. 

 

A CARING EDUCATOR 

 
The second individual difference that was considered by ESL student participants 

to help define a good ESL teacher was the affective quality of caring. Previous research 

on good teaching has established teachers’ and students’ beliefs in the importance of 

affect in the ESL and foreign language classroom. Reid (1999), for example, asserts that 

language learners tend to react better in a positive classroom environment while Brosh 

(1996) argues that teacher communication style and the quality of teacher-student 

interaction are important factors in distinguishing between good and ineffective teachers. 

Participating ESL teachers’ and students responses echoed these findings and stressed in 

particular the important role that empathy and caring play in the ESL classroom.  

Four of the ten participating ESL students (i.e. 40%) described the good ESL 

teacher as a caring teacher. Caring was depicted by these students as encompassing 

genuine concern for students as individuals or as Peter, an ESL student from Columbia 

stated, “They were really interested in all of us.”  
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Furthermore, teacher caring in students’ responses also included caring about 

students’ learning as the following excerpt from the first interview with Peter shows. 

 

Peter:  [I want my ESL teachers] to be concerned about the students. 
 

Sarah:  In what way? What do you mean? 
 
Peter: In the way that you have to be responsible for the thing that you 

are teaching… You have to be concerned…, which is really 
important for those who are sitting in this place [the students]. I 
don’t know how, but you [the teacher] can tell when you have 
someone distracted [in your class]. You have to take care of this 
guy. Something…is wrong because he is distracted or she is 
distracted. At least this is my concern when I am teaching 
something. When I saw someone looking through the window, 
[then I know]…something I’m doing [is] wrong …because this 
guy is not interested at all in me. Probably he has or she has a 
problem, so [I should ask] what is wrong? 

  - Interview #1 
 

Thus, to Peter being concerned with the learning and interest of every individual 

in the classroom demonstrates teacher caring, which she stresses as an essential quality of 

good ESL teachers. In the following excerpt from my initial interview with Metta, an 

ESL student from Taiwan, Metta recalls her favorite ESL teacher at her junior high 

school in Taiwan. She describes her as being caring because she empathized with her 

students and understood when they were feeling tired and frustrated. Metta also states 

that this teacher was considered by students to be one of the best teachers at her school 

due to her caring nature.      

Sarah:   Why do you consider her to be…[one of the best ESL teachers at 
your school?] 
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Metta:   Although she look[ed] serious, we all know that she was caring. 
She won’t say caring words anytime, but usually say that at the 
right time. 

 
Sarah: What kind of things did she say? 
 
Metta:   For example, because we had lots of exams from the early morning 

to the late evening, and sometimes she know that we were very 
agitated or very frustrated. She would maybe make some jokes and 
let us laugh.  

   -Interview #1 

 

In the following interview with Metta, she described in more detail how she 

perceives caring teachers to be. According to Metta, a caring teacher is one who always 

practices the ethic of care both inside and outside of the classroom and always meets 

her/his students with engrossment (Goldstein, 1998; Noddings, 1984). 

 
Metta: I am a person who maybe more focus on emotional thing…. We 

judge to see if the teacher is caring or not because I think emotion 
influence the learner a lot, so …maybe he or she need[s] to make 
the students feel comfortable or that they are cared [for] in a 
classroom. So maybe they should be sincere and don’t always look 
so cold because actually I came across some teachers [who] look 
very passionate inside the classrooms, but outside of the 
classrooms, they changed… For example, you saw them on the 
street. You say hello to them, but the way they answer you [is] 
different from the way they answer you in the classroom, so I 
totally got very disappointed. So that’s why I realized teachers they 
have many faces. 

 -Focus Group Interview #3 
 
 

McCroskey (1992) suggests that it is critical for teachers to effectively 

communicate to their students that they care about them. Moreover, students’ perceptions 

of teacher caring have been directly linked by researchers to students’ affective and 

cognitive learning (both measured and perceived) as well as to their evaluations of their 
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teachers (McCroskey, 1992; Teven & McCroskey, 1996; Teven, 2001; Wheeless, 1975). 

Although research on caring in the ESL context is not extensive, some researchers have 

found that there is a positive relationship between teacher caring and second language 

learning (Garrott, 2002).  

The participating ESL teachers’ responses matched those of the students. Thus, all 

of the teachers agreed with the students and indicated that caring is an essential 

characteristic of ESL teachers in particular. In the following excerpt Mookie, a veteran 

ESL teacher, explains that caring about students involves caring about their learning, i.e. 

considering their learning needs and helping them fulfill those needs.   

 

Sarah: Can you think of anything else about being a good teacher? 
 

Mookie:  I think you just have to care. You have to care. 
 

Sarah:   When you say that can you tell me what you mean?  
 
Mookie:  I think that you have to care about the individuals who are there. 

They are in the classroom and what their needs are.  
   - Interview #1 

 

According to McCroskey (1992), teachers can demonstrate to their students that 

they care about their welfare by being empathetic, responsive, and understanding. 

Empathy is the ability to regard a situation from another person’s perspective (Teven & 

McCroskey, 1996). “When a teacher is able to not only understand a student’s view but 

also respect it, the teacher may be granted more credibility, and the students are more 

likely to believe the teacher cares about them” (P. 2). Responsive teachers are those who 

are attentive to and listen to their students (McCroskey, 1992). Teacher responsiveness as 
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well has been found to be central to the way students perceive their teachers (Thomas, 

Richmond, & McCroskey, 1994). Moreover, understanding teachers have the ability to 

recognize when a student is having a problem - be it personal or classroom related. When 

students recognize teacher understanding, they are apt to perceive the teacher as being 

caring (Teven & McCroskey, 1996).    

Participating ESL teachers’ responses reflected all three factors of teacher caring. 

The ESL teachers discussed empathizing with their students and recognizing the 

difficulties they face in learning a second language as can be seen in the following 

excerpt from the focus group interview with ESL teachers. 

 

Mookie:  I tend to think that I’m just empathizing with them when I say that 
I recognize how difficult this is.  

 
Leo:  Yeah! 
 
Susan:  Yeah! 
 
Mookie:  And I’m kind of just letting them know that I understand how 

difficult it is. Probably what you’re doing… I know I do the same 
thing. I know I did it today. I just said I know that this is really 
difficult… 

 
Leo:   A second language is difficult. It’s a lot to know. It’s a lot to get. 

There’s a lot to know. There’s a lot of vocabulary. Spanish is my 
second language. There’s never gonna get to be a point where I can 
say, I know it, you know? 

   -Focus Group Interview 

 
The teachers also discussed being responsive to students’ needs as being crucial in 

the ESL classroom as well as really listening to students in order to be able to first 

identify their needs then respond to those needs appropriately. As one of the ESL 
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teachers asserted, teacher responsiveness is essential in the context of the ESL classroom 

because it is much more difficult for ESL teachers –given language barriers- to determine 

what their students want and need. 

 
Susan:   I think the best thing is really you have to listen to your students 

because if you’re not responding to their needs, they’re not always 
going to be able to articulate what they really want and what they 
really need and how they best learn, so not only do you have listen 
to what they’re saying, you have to listen to what they’re not 
saying and be able to respond to that. The worst thing: not to listen. 
-Focus Group Interview: On the best and worst things ESL teachers can do. 

 

 Moreover, the teachers also stressed that being responsive to students 

entails not only listening to students but also observing their nonverbal behaviors and 

body language and using them as indicators of confusion, loss, or frustration because as 

Mookie states below, ESL students are not always able or willing to express these 

feelings in the classroom perhaps due to their limited linguistic proficiency or simply out 

of fear of being humiliated by being (in their minds) the only person in class who does 

not understand a given point.  

Mookie: I think a good teacher has to really watch, I watch their faces, I 
watch for questions, I watch their faces even for the slightest bit of 
confusion…because they may not be apt to say, that wasn’t clear 
could you say that again? 

   - Interview #1 
 

This emphasis on nonverbal conduct in the classroom has not been sufficiently 

addressed in the ESL context (Cochran, 1985). Nonetheless, researchers have found that 

students’ nonverbal behaviors are highly predictive of their emotional responses even 

more so than teachers’ nonverbal behaviors (Mottet & Beebe, 2000).   
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Furthermore, the participating ESL teachers also talked about the caring factor of 

teacher understanding in terms of noticing when students are having difficulties that have 

nothing to do with their language studies but are rather of a more personal, social, or 

psychological nature. The teachers established that they believe they should be 

understanding of students’ personal problems and make themselves available to students 

who express a need to vent their frustrations, but they also expressed concern about 

counseling students about personal matters and explained that they may prefer to direct 

students to those more qualified to do so as Susan states below.  

  
Susan: A student came to me and she was having marital difficulties and 

she needed help with that, and … I talked to her about that and that 
was fine… I’m glad that she felt that I was someone that she could 
talk to about it. On the other hand, I really don’t feel comfortable 
advising her about that. So I have resources across the street 
[student health services] that I could refer her to... I had a student 
not too long ago come in and talk and ask me for career advise and 
again, I’m happy to talk to her about it, but I’m not the best source 
of information for her because she was interested in the legal field 
and she needed to talk to someone who’s in that field. I’m perfectly 
willing to talk to people, but at the same time I want to direct them 
to someone who is more appropriate to get them what they need. 

  -Interview #3 
 

Thus, in essence both the participating ESL teachers and students agree that 

demonstrating caring and practicing the ethic of care in the ESL classroom is an integral 

quality found in good ESL teachers. Caring teachers are open and receptive to their 

students’ perspectives and they practice emotional displacement by putting their students’ 

needs and goals first (Goldstein, 1998; Noddings, 1984). 
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A CULTURAL MEDIATOR 

 
According to the participating ESL students, the third individual difference that 

makes an ESL teacher good is acting as a cultural mediator. Research on the role of ESL 

teachers has highlighted the multitude of responsibilities that ESL teachers undertake in 

their classrooms. These roles include classroom-specific roles such as facilitator, director, 

source of knowledge, and manager (Brown, 1994), as well as interpersonal or socio-

psychological teacher roles such as mentor, motivator, and counselor (Peyton, 1997). 

These socio-psychological parts played by ESL teachers appear to be of particular 

importance to adult ESL students when they first arrive in the US. For many international 

students who come unaccompanied by family members or friends to the US, the first few 

months of their stay can be emotionally and psychologically taxing (Kinoshita & 

Bowman, 1998). They feel scared and confused and very much alone in a country that is 

utterly strange and unfamiliar. These fears are confounded by the fact that they either do 

not speak the language of the country or they do not speak it well enough to communicate 

effectively with those around them.  

The participating ESL students’ accounts of their experiences upon arriving in the 

US for the first time echo these feelings. They explained that it was primarily their ESL 

teachers who helped them understand and later overcome their initial culture shock, 

loneliness, and depression. Jesús, for example, explained that although he moved to the 

US with his wife and children, he suffered from culture shock and feelings of isolation 

particularly during the first few months after his arrival. 
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Jesús:  They [ESL teachers] are really nice professors. They try to make 
you feel comfortable in classes… The first months here for me … 
were really stressful… They [ESL students] come most of the time 
alone. And they need something else more than just classes. And if 
you don’t know anyone in this country, well at least…I would like 
to talk with my professor outside of the room and talk about 
something else. At least give me some clues how to get an 
apartment here in the United States or where is a good place to 
make groceries. 
–Interview #1 

 

Jesús then went on to explain that he felt many pressures weighing him down 

after moving to the US. He had a family to take care of, he was expected by his company, 

which had sent him to the US on a scholarship to finish his ESL courses within a few 

months so that he would be accepted in the Petroleum & Engineering Department and 

begin taking graduate classes, as well as the pressures he felt in adapting to a new 

environment and a new country.  For Jesús, his ESL teachers clearly played an 

instrumental role in helping him adjust to life in the US and overcome his culture shock. 

This in essence is what a cultural mediator does. 

Although not all the participating students discussed going through culture shock, 

four of them12 expressed an understanding of a need for ESL teachers to play the role of 

cultural mediator. Andrew who came to study ESL over the summer in the US explained 

that although he did not suffer culture shock when he arrived in the US, he witnessed its 

effects on some of his classmates.  

 

                                                 
12 Three Latino students, Jesús, Andrew, and Peter and one Middle Eastern student, Michael  
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Andrew:  I think it’s not my situation because I live [with] my brother and 
my sister-in-law, but I see in my classmates. Sometimes you feel 
very alone when you study in another country, so you [the ESL 
teacher] can motivate them and you can organize 
activities…[During] those activities you are obviously gonna speak 
in the [target] language and that can help the people to learn.  

   -Interview #3 

 

Hence to Andrew, the solution to the problem of ESL students’ cultural 

adaptation lies in the hands of ESL teachers. Andrew even goes as far as suggesting the 

introduction of cultural mediation activities into the ESL curriculum during which ESL 

students not only learn more about the target culture, but also simultaneously learn more 

of the target language.  

This emphasis on the role of ESL teachers as cultural mediators also appeared in 

the ESL student focus group interviews as evidenced in the following excerpt from the 

focus group interview with the ESL student participants: Michael, Peter, Jesús, and Rosa.   

 

Michael:  At [the AEP at Southwest University] the teachers are nice… I 
realized that there is such a policy to do something extra with the 
students; to be close to the students. Here, we have parties, and 
they are close to us. And I like it, and that’s very helpful for me. 

  
Peter:  Yes. Because you don’t feel so alone. We are supported. 

   
Jesús:   Well, when I came here, I have my family with me, but also I 

really think that the most thing that I like [the thing I liked the 
most] when I was in ESL [classes] was this contact with 
professors... I think that it was an extra. I don’t think it was 
policy… They care about you after classes. You feel comfortable 
especially when you are here in your first month or second month 
and you don’t know anyone. 
- Focus Group #1: On what they liked the most about their ESL classes in the US. 
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Thus, 40% of the student participants essentially considered the role of the good 

ESL teacher to be so much more than simply teaching language skills. They expressed 

their appreciation of the non-academic help they received from their ESL teachers despite 

their confusion as to whether or not it is a part of an ESL teacher’s job to extend such 

help to students 

Participating ESL students’ descriptions of acting as cultural mediator as an 

individual difference that distinguishes between good and ineffective teachers were 

matched in some of the participating ESL teachers’ depictions of good ESL teachers. For 

instance, Susan -an experienced ESL teacher and a doctoral student in the Foreign 

Language Education Department at Southwest University- addressed the role of the good 

ESL teacher as going far and beyond teaching language to learners. She described a good 

ESL teacher as one who is in touch with her/his students and one who understands the 

emotional and psychological turmoil that plagues many newcomers to the US.   

 

Sarah:   What about a good or effective ESL teacher? What does that look 
like to you? 

 
Susan:  I think an ideal ESL teacher has to be able to interact with students 

on a personal level perhaps more than if I were teaching just as a 
regular faculty member… I really think that particularly if you’ve 
come to a new country to study and you’ve never been away from 
home before, I think about all the psychological things that are 
going on… And, not speaking the language… can be totally 
stressful… So I think you have to be more alert about if something 
is going on in their personal life that maybe they need to be pointed 
in a direction for counseling... I would do that more with an ESL 
student than I would with an American student because I know that 
an American student would have more of a support group. 

   -Interview #1 
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In a separate interview, a second ESL teacher, Mookie, addressed the issue of the 

good ESL teacher as a cultural mediator after discussing at length the pedagogical 

practices of a good ESL teacher. 

 
Mookie:  [You have to consider] what it’s like to be a foreigner; to be in a 

place where they may not even see…too many people after they 
leave the classroom… And I think that it’s important that they’re 
going to feel that somebody really wants to help them... That’s not 
just being a teacher, that’s being an ESL teacher because other 
students go home generally to family [Italics added to indicate 
emphasis]. 

   - Interview #1 

 

Mookie thus explained that one of the major differences between an ESL teacher 

and other subject teachers lies partially in the roles that ESL teachers play. She described 

ESL teachers’ responsibilities as stretching beyond attending to the cognitive wellbeing 

of their students into their psychological and emotional health and adjustment as well.    

Interestingly, although two of the four participating ESL teachers initiated the 

discussion of their roles as cultural mediators in their ESL classrooms during one-on-one 

interviews, the topic did not arise in the focus group interview conducted with all of the 

participating ESL teachers. This raises a number of questions and concerns. For example, 

did the participating ESL teachers who discussed the students’ needs for cultural 

mediation base their perspective on their own teaching experiences or on their training as 

language teachers? Should cultural mediation be considered one of the second language 

teacher’s responsibilities? And if the answer to this question is ‘yes’, then should 

language teacher training programs include such preparation of second language teachers 
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as cultural mediators as well? Are we asking too much of second language teachers who 

already have so much to deal with in the classroom? These questions will be addressed in 

the implications chapter. 

 

A PATIENT INSTRUCTOR 

 
The final individual difference that was discussed as being part of what 

differentiates between a good and ineffective ESL teacher was patience. Only one of the 

participating ESL students, Peter, brought up the importance of patience as a quality of 

good language teachers and briefly at that. It is possible that the other students either 

believed that mentioning patience would be stating the obvious or that they truly consider 

that such an attribute does not necessarily define a good teacher.  In the following 

excerpt, Peter lists patience as the first quality should thinks an ESL teacher should have 

without further elaboration. 

 

Sarah:  What qualities in the ESL teacher do you want to see? 
 
Peter:  Patient, but for any teacher… patient. 

-Interview #1 
 

Peter’s subcategory of patience was matched by two of the four participating ESL 

teachers who also mentioned patience as a necessary characteristic of the good ESL 

teacher as Summer states below.  

 

Summer: I think a good ESL teacher also needs to be really patient 
because some students just can’t get it. And they can’t get it 
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today or tomorrow or the next week, but they will eventually 
get it, but…you have to be really patient... That’s probably 
one of the biggest things at least for teaching beginners– just 
being really patient. 
- Interview #1 

 

The ESL teachers reasoned fairly that teaching ESL requires at times much 

repetition and reiteration to ensure learners’ full grasp of the points being taught, which 

necessitates much patience on the teacher’s part. 

 

Individual Differences Mismatches 
 

The participating ESL teachers’ and students’ perceptions were mismatched with 

regard to a single subcategory of individual differences of good ESL teachers. Table 4 

below summarizes the frequency with which the only mismatching individual difference 

subcategory appeared in the interview data.  

 

TABLE 4: MISMATCHES IN INDIVIDUAL DIFFERENCES (ID) BY INTENSITY 

ID Categories Students (10)* Teachers (4)* 
A Native Language Speaker 
 

30% 0% 

* Indicates the total number of participating ESL students & Teachers 
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A NATIVE LANGUAGE SPEAKER 

 
Three of the participating ESL students regarded their ESL teachers in the US to 

be good teachers partially because they are native speakers of the language, which meant 

to the students that the teachers had “no accent” in English and taught them “correct” 

English pronunciation and good English speaking skills. The ESL teacher participants’ 

stated perceptions of good ESL teachers exposed a mismatch with students’ perceptions 

with regard to this subcategory. In the following conversation with Andrew, an ESL 

student from Chile, Andrew explains that what he liked the most about the ESL classes 

he attended at a language institute in Chile after completing high school. Andrew states 

that his ESL teachers at the institute were Americans and native speakers of English. He 

then goes on to argue that his ESL teachers in school in Chile were not good ESL 

teachers in part because they did not sound like native speakers of English.  

 
Sarah: Can you think of three things that you sort of liked about your 

English classes in Chile either at school or at the institute? 
 
Andrew:  The institute it was good… When you take English courses at the 

institute they have American teachers, so you can learn from 
them... They have very good pronunciation. You know they don’t 
have accent, no[t] like my teacher in the school. (Laughs) 

 
Sarah [Tell me] Three things that really bothered you [about your ESL 

classes in school in Chile]. 
 

Andrew:  My teacher I think she has very bad accent. 
   -Interview #1 
 
 

Another student also agreed with Andrew and explained that one of the best ESL 

teachers she had at school back in her home country of Japan was a Canadian teacher. 
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When I pressed her to explain why she believes that this teacher was particularly a good 

language teacher, her response was that the teacher was a native speaker of English. 

 
Sarah:  Can you tell me why you thought she was a good teacher? 

 
Risa:   She is a native speaker so her purpose is not [to] teach vocabulary. 

She has to teach native speaking language, so it’s a good teacher. 
   -Interview #1 
 
 

This insistence on good language teachers being native speakers of the target 

language by the three ESL student participants is not surprising as bias against non-native 

ESL teachers is well documented in the literature (e.g., Medgyes, 1992; Phillipson, 1992; 

Tang, 1997). One explanation for the students’ assertion that the native ESL speaker 

teacher is by default a good teacher (or at least better than a non-native speaker teacher) 

was revealed in the interview data with the three participants who discussed the issue. All 

three of the students also expressed a strong belief in the importance of having ESL 

teachers model correct pronunciation so that they may learn to sound more like native 

speakers. In the following excerpt, Michael explains why he did not like working in 

groups in his ESL classes and how he worried that he would not learn the correct 

pronunciation of words in English while speaking to other nonnative speakers in class. 

He also expresses his concern that his non-native accent would harm his fellow students’ 

progress as well.  

Michael: {One time I had an early class and the instructor asked that I 
work in pairs on a conversation dialogue with an Asian 
student. I think her accent wasn’t good. I told the instructor 
that I don’t think she would be able to help me, and that my 
accent isn’t good either and I can mess hers up.} I want to 
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learn an American accent… Sometimes we have the wrong 
pronunciation and sometimes I learn the wrong 
pronunciation…American people are very lazy. If you don’t 
pronunciate [pronounce] the word accurately, they say they 
don’t know what you’re talking about. If you don’t speak 
English properly, they won’t participate with you in a 
conversation. 

 -Interview #3 
  

 Thus, Michael’s concern is that he needs to hear and practice speaking the 

language with native speakers who can model for him proper pronunciation and 

intonation so that he may become a better speaker of English. Andrew reiterates 

Michael’s concerns below.      

 
Andrew:  Well, I didn’t like [my ESL teachers in Chile] because they 

are all Chilean Spanish native speaker[s] teaching you, and 
they have the same pronunciation problem that you eventually 
can have… You never get used to listen to native English 
speaker, so when you get here, you…don’t understand 
anything. So I think it’s important to have…a teacher who 
speaks with accent- United States accent or British. 

 - Interview #1 
 

Although none of the participating ESL teachers -all of whom are native speakers 

of English- mentioned native speaker status as being a prerequisite of good ESL teaching, 

the problem of students’ anxieties regarding their accents and pronunciation was raised 

during interviews. The teachers discussed ESL students’ expectation that they must 

eventually sound like native speakers and the ways that ESL teachers should respond to 

and deal with such unrealistic goals. In the following excerpt, for instance, Leo discusses 

his own approach to illustrating to his ESL students the fact that the English language 

does not belong to a certain people in particular and that it belongs to them as well 
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despite their non-native speaker status, thus laying to rest their concerns about not 

sounding like native speakers. He discusses as well introducing the more practical goal of 

being understood by other speakers of English rather than achieving a native-like English 

accent. 

Leo: I try to articulate this to the students, that the goal here 
should be not to I want to speak like native speaker…, but 
it should be that you’re learning this because it’s a world 
language… I try to give them the scenario, ten year form 
now you’re a professor or businessman or a writer or 
something and you’re from Korea and you meet with 
somebody from India and another person from Latin 
America, gee where’s the native English speaker? 

 -Interview #1 
 
 

At the same time, one of the participating ESL teachers, Mookie, stated that she 

understands ESL students’ need of a good model. In the excerpt below, she addresses the 

issue of modeling and affirms that modeling for students proper forms of speech or 

writing is part of what makes an ESL teacher good.  

 
Mookie: I definitely think that a good ESL teacher has to model 

…clear, good pronunciation…Speak slowly and model 
clear pronunciation…. The teacher really needs to model 
the desired objective whether it’s speech, whether it’s the 
writing of a sentence structure. I think …really have to 
model what you’re looking for and then almost teach it as 
though you’re teaching a pattern or something they have 
to make an attempt to use in their own way. 

 -Interview #1 & Focus Group Interview 
 
 

The implications that may be inferred from this finding reach far beyond the 

scope of the ESL classroom and delve well into pernicious political waters. These 

implications will be addressed in the final chapter. 



 122

 

Pedagogical Practices 
 

As stated above, the participating ESL teachers’ focus in their depictions of good 

ESL teachers was primarily on the pedagogical practices of these teachers. This is not to 

say, however, that ESL students did not consider pedagogical practices to be important as 

well. Rather, participating ESL students simply gave precedence to and elaborated more 

on individual differences, but at the same time, they also discussed a myriad of 

pedagogical behaviors and practices, which they believe contribute to ESL teacher 

effectiveness. 

Under the category of pedagogical practices of good ESL teachers eleven 

subcategories describing the good ESL teacher developed: (1) allowing personalized 

speaking time in class, (2) teaching authentic language & culture, (3) engaging students, 

(4) negotiating the curriculum, (5)  conducting an organized class, (6) demonstrating 

subject area knowledge, (7) integrating content areas, (8) building learner autonomy, (9) 

building learner confidence, (10) catering to learners’ cognitive learning styles, and (11) 

tolerating ambiguity. 

The order in which these emergent subcategories are discussed follows the same 

arrangement by intensity in which individual differences subcategories were explained, 

i.e. following the intensity with which the subcategories appeared in the ESL student 

interview data.  
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Pedagogical Practices: Matches 

 
Participants’ perceptions matched on many subcategories of pedagogical practices 

(PP) of good ESL teachers. Table 5 below sums up the intensity with which ESL student 

and teacher participants regarded each pedagogical practice as being a necessary practice 

of good ESL teachers. 

TABLE 5: MATCHES IN PEDAGOGICAL PRACTICES (PP) CATEGORIES BY INTENSITY 

 
PP Categories Students (10)* Teachers (4)* 

Teaching authentic language & Culture 100% 100% 
Allowing personalized speaking time in class 100% 25% 
Engaging students 60% 25% 
Negotiating the curriculum 50% 75% 
Conducting an organized class 20% 25% 
Demonstrating subject area knowledge 20% 25% 
* Indicates the total number of participating ESL students & Teachers 
 

TEACHING AUTHENTIC LANGUAGE & CULTURE 

This subcategory delineated a perfect match between ESL teachers’ and students’ 

perceptions as all of the participating ESL students and teachers agreed that good ESL 

instructors teach their students authentic target language and culture.  

In the following excerpt, Pepe describes what he would do if he were an ESL 

teacher. He states that in an ideal world, he would offer his students a class in which they 

would be able to not only learn authentic target language by communicating with native 

speakers outside of the classroom, but they would also learn about the target culture 
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through their interactions in the real world (i.e. outside of the confines and artificial 

environment of the ESL classroom) with native speakers. 

Pepe: I don’t know if I could invent a kind of special course to be 
into real situations but controlled….like go and buy a book, 
buy a beer and maybe kind of …[a] special class. Go outside 
and you will ask the waitress or you will ask the vendor [for] 
some book or some whatever. Ask to this person how I have to 
take the bus or something like that, but in the real speed. I 
would love to do that. Maybe it is difficult because it will 
involve a lot of people.  
– Interview #3  

  
Thus, Pepe appears to be suggesting that an ideal ESL teacher gives students the 

opportunity to immerse themselves in the target language and enrich their learning 

experiences. Student participants described everyday, authentic English as ideally 

including conversing with native speakers in real life situations, learning idioms and 

slang expressions as well as learning about the culture as Peter states below in her 

description of a good ESL teacher who tutored her in Columbia before she moved to the 

US. 

Peter: She taught me a lot of idioms, a lot of customs. Like the way that it 
is, is in this way… You have to [do or say,] da, da, da, and start 
learning not only the language but the culture. 
-Interview #1 
 
 

Some of the student participants demonstrated a sophisticated grasp of the 

complex relationship between language learning and culture. Metta, for example, 

criticized the way in which EFL is taught due to the tendency to disconnect language 

teaching from the target culture and thus introducing students to a disjointed and 

incohesive representation of the language.  
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Metta:  I think maybe they should introduce more American or 

English culture, which could probably could help us learn 
English better, because I really think that language and culture 
are inter-related. You couldn’t just sit there and memorize the 
words and don’t know anything about the culture. Maybe if I 
were an English teacher, I probably will introduce what 
Thanksgiving looks like or what a new year’s eve looks like. 
That kind of thing. 

 - Interview #3 
 

 
 The importance of using authentic materials in meaningful contexts and teaching 

practical, “real-world” English in the second language classroom has been well 

established in ESL literature (Brown, 1994). Participating ESL teachers’ descriptions of 

what good ESL teachers should do reiterate this strong belief. Although the ESL teacher 

participants did not mention expanding the ESL classroom to include the outside world, 

they clearly stated that providing language students within the classroom with authentic, 

real-life situations in which to practice the target language is essential as Mookie and 

summer affirm below. 

 
Mookie: I think that it’s very important to make situations real life. To bring 

the real world into the classroom as far as language whether it’s 
through conversation, through grammatical skill practice, reading 
and writing. I think it’s really important to make it not so remotely 
academic…They need to be able to relate to it; [it has to be] 
situational. 

 
Sarah:  So it has to be practical too for them? 

 
Mookie:  Yes, practical. I think it’s very important that they can do practical 

things… I know that even if you’re practicing - especially for 
beginners - situations that they’re going to encounter, in a gas 
station, in a store, in an airport …so that they can feel comfortable 
with certain expressions or questions or language or vocabulary 
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that they’re going to encounter, so I think that those are the things 
[that every ESL teacher should do]. 

 -Interview #1 
  

Summer: [What makes an ESL teacher effective is] also giving them as 
many assignments and situations to be using the language [in] real 
world type settings… Depending on situations where they have to 
communicate using the language that the native speakers use 
because a lot of the time I use material form the textbook, but then 
I’m like you know, to be honest, we don’t really pronounce it this 
way; we don’t really say it this way, and if you spoke like this 
people would think that you’re stuck up. Here’s the kind of rhythm 
you need to speak with … So trying to just really pay attention to 
what students are doing that is unnatural and get them to work with 
their language in ways that will be the most productive so that they 
can fit in comfortably in whatever setting that they need to speak in 
or write in…. so always making sure that they’re doing things that 
are real life. 

  - Focus Group Interview 
 

 

 What I found to be particularly interesting in one of the teachers’ responses was 

his emphasis on teaching and promoting ‘World’ English or ‘International’ English to his 

ESL students. This will be further discussed in the final section of this chapter entitled: 

Other issues that emerged from the data as this finding does not directly relate to good 

ESL teachers per se, but is rather a consideration for ESL programs. 

 

ALLOWING PERSONALIZED SPEAKING TIME IN CLASS 

 

As previously stated in the literature review, numerous research studies concerned 

with teacher effectiveness have attempted to describe teacher effectiveness in terms of the 
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connection between teachers’ behaviors in the classroom and student outcomes and 

achievement (Ornstein, 1986). Thus, it was anticipated that teachers’ actions and 

behaviors would figure quite prominently in participating ESL students’ descriptions of 

ideal or good ESL teachers. 

The most common answer I received from all of the student participants was that 

good ESL teachers give their students many opportunities to speak in class and converse 

with native speakers as part of the ESL curriculum. Below Pepe describes how he would 

conduct his classes if he were an ESL teacher and explains that he would give his 

students as many opportunities as possible to speak and practice the language. 

 
Pepe: I have never thought about [being a language teacher], but maybe I 

would make my students to speak a lot among them. That would be my 
main concern… to speak because the real world is speaking… I 
wouldn’t be a teacher who just speaks. I like that my students speaks 
instead of I am speaking all the time. 
- Interview #3 

 
 

When I asked another ESL student, Rosa, what she believes is important in the 

ESL classroom, her response was as follows. 

 
Rosa: [It’s important in class to] Speak a lot about our life, about something, 

just speak [laughs]. For me, it’s very, very hard to try to speak because 
I read, I write more, more, more [much more] than I speak. When I try 
to speak, I forgot all about English [laughs], and I think that many 
people, for example, in my country, they have the same problem, and I 
think that…it’s important to speak for can [so that we can] 
communicate with other people.  

 - Interview #1 
 

Rosa describes the sentiments of many ESL learners. Any ESL teacher will 

confirm that reading and writing are the easiest skills for adult ESL learners to acquire 
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because they are typically the focus of most EFL classes as all of the participating 

students in this study affirmed. When ESL students begin to take English language 

classes in the US, they tend to struggle enormously with speaking, often finding it 

difficult to communicate with native speakers of English. 

The value of being able to speak in class and converse with native speakers of 

English could also be clearly found in the participants’ depictions of what they least liked 

about their EFL classes in their home countries. Risa and Yvonne, for example, 

complained that speaking had no place at all in EFL classes in their countries.  

  
Risa: In Japan we learn just vocabulary and grammar so we can’t 

use English when we come to America [laughs], so sometimes 
my friends he can read newspaper, but he can’t speak with 
restaurant [a waiter] or cashier. It’s a problem with Japanese 
education. 
-Interview #1 
 

Yvonne:  In Taiwan I feel like the teacher just focus on…vocabulary 
and grammar. But here [in the US] …One teacher is 
responsible for grammar and the other is focus on 
conversation, speaking, so at the same time I am learning 
grammar and also they force me to go out and speak …In 
Taiwan we would never talk [in class]…so…whenever I feel 
[met a] foreigner [in Taiwan] I feel sacred because I couldn’t 
speak at all, but …I like [what I learned] here much more than 
what I learned in Taiwan. 
-Focus Group Interview #3 

 

Thus, when I asked the students to describe three things that they disliked about 

their EFL classes in their home countries, their responses without fail always included 

this need for more speaking and conversing time.  
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Teacher participants’ perceptions of good ESL teachers matched ESL student 

participants in this regard. Interestingly, however, only one of the participating ESL 

teachers broached the subject of allowing language students more speaking time in class. 

She states that what ESL students need the most in their ESL classes is more 

opportunities to speak and practice the language.   

 
Mookie:  They need individual attention, opportunity to speak. If you 

have a class of even 9 or 10 in a listening/speaking class or 
even 8 which sounds like a nice small [number], they still only 
get like three minutes a piece to say anything. If you try to be 
equitable, there’s just not enough talking. They don’t get 
enough speaking time, I think in particular. 

 -Focus Group Interview 
 

In one of my informal chats with students at ESL International, some of Mookie’s 

students explained to me that her conviction and belief in this need led to the creation of a 

conversation club, led by Mookie, which meets once a week and is open to all students at 

ESL International. Whenever possible, native language speakers are invited to join the 

club to allow the students to converse with native speakers in a relaxed and non-

threatening environment.  

The large discrepancy between the number of student participants and teacher 

participants who claimed allowing speaking time as a fundamental practice of good ESL 

teachers calls for pause as it is perhaps indicative of a crucial adult ESL student need that 

does not appear to be met in the ESL classroom adequately. Further discussion of this 

finding will be delineated and its implications will be addressed in the implications 

chapter.  
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ENGAGING STUDENTS  

 
Many of the participating ESL students (60%) argued that good ESL teachers are 

able to keep their students engaged in the classroom and in language learning. They also 

complained that EFL classes in their home countries were very often boring, which 

caused them to become disengaged as both Risa and Rosa explain below. 

 
Sarah:   Did you have an ESL teacher that you didn’t really like? 

 
Risa:   Yes, the Japanese English teacher [laughs]. 

 
Sarah:   Why didn’t you like the teacher? 

 
Risa:  Because she always face the blackboard and writing. I was 

very bored. 
  -Interview #1 
 

Rosa: At the beginning [of the class] I like because I want to learn 
English, but at the middle of the time it was boring, very 
boring. The class was boring. 
-Interview #1 

 
The students did not; however, appear to believe that their language teachers must 

entertain them. Rather, they simply wanted their teachers to keep their classes interesting 

including the materials they chose to use in the classroom. Michael, for example, 

described one of his former ESL teachers as being a very good teacher because she had 

chosen interesting ESL textbooks, which contained carrier topics he found to be 

fascinating.  

 
Michael: {I liked the textbooks. They were interesting. The topics were 

about the ecosystem and politics. I learned a lot.}  
-Interview #1 
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Moreover, the participating ESL students’ and teachers’ perceptions of good ESL 

teachers matched on this subcategory as one of the four ESL teachers emphasized the 

importance of engaging students by choosing the right kind of materials and introducing 

a variety of activities. 

 
Summer: And I really do think it’s important to be creative because I 

think students can get bored. If the teacher can’t create an 
interesting, dynamic classroom, then I think the students get 
bored and [the material] becomes mundane and they’re not 
gonna remember it… 

 -Interview #3 
    
 

Accordingly, what the ESL student and teacher participants are stating is that 

teachers must find ways not to constantly amuse their students or supply them with 

extrinsic motivation (i.e. a fun time in the classroom); rather, they should devise methods 

for language learners to become engaged in and enjoy the learning process itself 

including homework assignments and classroom activities i.e. to enhance their intrinsic 

motivation. 

 
 

NEGOTIATING THE CURRICULUM 

Fifty percent of the ESL student participants discussed at length a desire for their 

opinions to be heard in their ESL classrooms, and their perceptions on this subcategory 

were matched by 75% of the ESL teacher participants. The ESL students expressed a 

need to be able to negotiate the curriculum with their ESL teachers and to make 



 132

suggestions as to what they do in their classrooms. This want to have some power in the 

classroom was clearly illustrated in students’ descriptions of what they would do if they 

were ESL teachers. Michael, for instance, states that if he were a language teacher, he 

would expect his students to tell him if they found certain activities or particular aspects 

of the curriculum unhelpful and suggests that negotiating with students can only benefit 

them and help them learn better. 

 
Michael:  I would listen to students. I would like [if] they say to me, 1, 

2, 3, 4, 5 we don’t like about the class. If you ask them what 
you think, what [would you like] to do? They will more 
benefit… Sometimes I [the teacher] want to spend time on this 
[topic] but [maybe] it’s very clear to them. [They should tell 
me] why spend time on this? Spend time on that one [topic]. I 
[may] think it’s clear, but to them it’s not clear. It’s a positive 
thing dialogue between students and teacher. 
 – Interview #3 

 
 

The students also demonstrated a clear understanding that students cannot expect 

all aspects of the curriculum to be negotiable particularly when it is only very few 

students who may be dissatisfied with the curriculum as Pepe explains below.     

Pepe: If there are a lot of student who don’t like the activity, I would 
ask for an opinion and we will make another activity, but if 
it’s only one who always is bothering, I will take him out of 
the classroom [and talk to him in private]… It’s gonna be a 
democracy [in my class]. [I will ask,] ‘Do you think this topic 
is interesting? Ah yes okay we will do it,’ but if no, ‘no it’s 
very boring,’ then okay we change. 
– Interview #3  

 
 

An interesting learner perspective on negotiation was proposed by Metta and 

Yvonne, two students from Taiwan who argued that negotiating with language teachers 
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or trying to inform ESL teachers of students’ needs and interests is not only culturally 

inappropriate but also may be embarrassing for teachers as well as it could imply student 

dissatisfaction with their teachers and that the teachers are not doing a good job as the 

following excerpt from the focus interview with Metta and Yvonne shows. 

 
Metta:  I think I was trained to accept whatever the teacher gave 

me, so although sometimes some of the activities I didn’t 
feel it was necessary,  I still did it and then I never 
thought about telling her [the teacher]… I’m just thinking 
behave in the class and after three months you will get out 
of here [Yvonne & Metta laugh]. 

 
Sarah:  But you never talked to the teacher and told her this is not 

helpful for me? I’m not learning anything? 
 

Metta:  I thought it’s not useful to tell her. Because I assume if I 
had told her she won’t change it because of me. I 
probably would just create some trouble for myself. I 
need to explain what’s wrong, and eventually she still 
won’t change it, so why bother? 

 
Sarah:    But how do you know? 

 
Metta:  That’s my assumption. I thought that since she already 

have the teaching materials and it looks like the rest of the 
classmates they didn’t look upset, so I don’t think she will 
change the materials because of only one individual 
student. Especially because all the activities …all come 
from some textbooks, so I think she just did what she 
should do. So that’s why I was thinking don’t be so 
critical to the teacher. Just sit there… I was trained to 
behave in class. I had a sister [back in Taiwan] she always 
spoke out and she didn’t get a good result, so I know… 

 
Sarah:     Her grades were affected? 

 
Metta:  Actually, the teachers got upset very much, and her 

emotion got influenced too [she also got upset], so it’s a 
lose-lose situation, so I learned don’t confront the teacher. 



 134

 
Sarah:     You felt the same way, [Yvonne]? 

 
Yvonne:     Yeah. Never argue with teachers. 

 
Metta:   I … feel [that] if I tell him or her that something [is] 

wrong, …my assumption [is that] he or she will feel 
humiliated. And I think that they will really feel some 
humiliation. 

 
Sarah:     So you don’t want them to lose face basically? 

 
Yvonne & Metta: Yes.  

 
Yvonne:     It’s a cultural thing. 

       -Focus Group Interview 

 

This distinctive perspective on negotiation will be further discussed below 

regarding the influence of culture on ESL student participants’ perceptions of good 

language teachers.  

Nevertheless, negotiating the curriculum with learners has been increasingly 

gaining much headway in the field of second and foreign language teaching. Dialogue 

about negotiation often involves a discussion about sharing power with students in the 

language classroom, facilitating learner autonomy, and creating participatory classroom 

(Craig, 1997; Myers, 1990; Richard-Amato, 2002). Although most of the participating 

ESL teachers emphasized the importance of negotiation in their classrooms, they also 

seemed to grapple with two problems in particular. First, according to the ESL teacher 

participants, language learners may not always know or be able to clearly communicate 

what is best for them pedagogically; thus, they may not be able to negotiate with their 

teachers to the advantage of their own language learning as Mookie explains below.   
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Mookie: I definitely try to incorporate as much as possible …the goals 

they [the students] have. 
 

Sarah:  I’m sure you have some of it planned before the semester 
actually starts, but do you change stuff depending on what 
they tell you they want at the beginning of the semester? 

 
Mookie:  Yes. Well…I wouldn’t say largely. I would say to some 

degree because there is a planned curriculum…that is pretty 
set. 

 
Sarah: You have to follow... 
 
Mookie:  It’s not that you have to follow it; it’s something that’s been 

created and developed and evolved, hopefully with them [in 
mind] whether they know or not [laughs]… It’s like telling 
your child it’s gonna be to your advantage to take piano 
lessons, when they’re…8 years old and they say, no, It’s not… 
I think they look to you for your expectations. I think that 
they’re not even sure what they need. Some of them may, but 
many of them may have no idea what they need, but I think I 
do know what they need …Some of them…may have a vague 
idea [of what they need]… They may not know what they 
need until I hear or see what they can or cannot do... So it’s 
hard to …assess right away. 

 -Interview #1  
 
 

Second, the ESL teachers also lamented their own lack of power over the 

curriculum. Susan, for example, discusses below her frustration at not always being able 

to meet her students’ needs because she is bound to follow a program-dictated 

curriculum.   

Susan: On the one hand we say that you have to take these classes, 
but these classes may not really be what this person needs in 
order to accomplish their goal. So you’re setting up the 
situation where the teacher may get frustrated because the 
student’s not doing the work, and the student’s frustrated 
because he’s not doing the work he really wants to be doing. 

 -Focus Group Interview 
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Susan’s point is reiterated below by Metta who was forced (to use her words) 

after successfully completing her first semester of graduate level classes in her field of 

education to take and pay for a conversational English ESL class, which she did not 

believe she needed.  

Sarah: Why did you take it [an ESL conversation class] if you didn’t 
want it? 

 
Metta: They [Southwest University International Office] forced me to 

do that. The second semester they asked me to take the course, 
but actually I [was] already studying in the [mainstream] 
classes for one semester, so I didn’t need to take it, but the 
international office director she called me and told me, oh we 
made a mistake we should have asked you to sit in a 
conversation class, but I told her but the first semester I got all 
‘A’s. It means I even did presentations in class. My professor 
didn’t say I have any communication problems, so why should 
I pay for the conversation class? But she didn’t listen to me, so 
I was so mad. Maybe that’s why. I got so upset entering the 
classroom, so I never, never had the good motivation to be in 
the class. So I brought some bias into the class. 

 -Focus Group #3 
 

 

Metta’s aggravation at having no power over her own education and learning is 

abundantly clear. And, she plainly states that her performance and attitude in the ESL 

classroom were affected by this feeling of disempowerment.  
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CONDUCTING AN ORGANIZED CLASS 

 
The importance of teacher organization and preparedness is one of the most 

common features of the good teacher identified by both teachers and students in many 

previous studies. Brosh (1996), Eble (1988), and Penner (1992), for example, all found 

that good organization and preparedness on the part of the teacher helps learners learn 

better by ensuring that they have a clear sense of the priority and significance of the 

material at hand as well as giving students a clear notion of where their lessons are going 

and what to expect from each lesson. 

Conducting an organized class includes not only teacher preparedness and 

creating well thought-out lesson plans, but also returning classroom assignments in a 

timely manner and keeping up with administrative work that can affect students, such as 

maintaining accurate attendance records, which students may need to prove their 

compliance with immigration laws as Leo states below, for example.  

 
Leo: I would say that it’s important to be on top of the 

administrative things that relate to the students and to 
teaching. 

 
Sarah:  For example? 

 
Leo: Well, having some vague idea at least if not a very clear idea 

of who has been coming to class and who has not, and what is 
their attendance rate? Who is sick and who is not? If they’re 
absent, why are they absent? That sort of thing… Also things 
like what programmatic things that are coming up that may 
affect them like in the beginning of the semester…you’ve got 
to show some proof of a TB immunization, and so we always 
have some students every semester that need to go over and 
get a TB test, so of course, trying to keep in mind who these 
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people are so that I don’t necessarily mark them absent in the 
wrong way and also make sure that they get their letter 
because if they don’t get their letter in a timely fashion, then 
[our program coordinator] is gonna get in trouble from the 
university because we have people who may have TB and so 
then they’re gonna get barred form class... Every Friday we 
distribute this little newsletter [about] what’s happening 
around town, which provides cultural and social things for 
people to do. Well, it isn’t very helpful if I forget to distribute 
it because many of the things tend to be keyed to Saturday and 
Sunday, so if I give it to them on Monday, there may be one 
Tuesday item at the bottom that they can do…[Also] Trying to 
keep up with the grading and the assessment [are important]… 

  -Interview #1 
 

Twenty-five percent of the participating ESL students described an ineffective 

ESL teacher as being disorganized and unprepared. This perception was matched by 

twenty-five percent of the ESL teacher participants (i.e. 1 out of 4 teachers) as well who 

listed conducting an organized class as being practiced by good ESL teachers. In the 

following excerpt, Yvonne first recalls an ineffective, unorganized ESL teacher she had, 

which prompts Metta to voice her dislike for unprepared language teachers.  

 
Yvonne: I think [it was a] minor problem. The way she taught is not 

very organized, [but it was] not only my problem. Most of my 
classmate[s]…had the same feeling. She just read whatever 
[from] the textbook, but that was for one week and after that 
we had a new teacher. 

 
Metta: Usually after one or two weeks I can judge the teacher if he or 

she is sincere or if he or she is conscientious? Because some 
of the teacher you can feel that he or she doesn’t prepare 
enough for the teaching materials. The materials suck. You 
can feel that. And he or she just throw you bunches of 
information and very chaotic. You can feel it. I don’t like this 
kind of teacher. 
-Focus Group Interview #3 
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Metta later went on to explain that her experiences with some unprepared 

language teachers left her feeling upset and frustrated because she had invested large 

sums of money in order to learn the target language only to find the teachers completely 

unorganized and unprepared to teach and thus felt that she had wasted her time and not 

gotten her money’s worth or as she puts it, “I saw my money, they put in their purses!” 

The participating ESL teacher who discussed organization and preparedness as 

important pedagogical practices of good ESL teachers explained that conducting an 

organized class allows the teacher to spend class time wisely, not waste students’ time, 

and provide learners with the teacher’s full attention.  

Leo:  In my ideal class when I come out and say okay I did my job 
today, I feel like I need to plan out what we’re gonna do. It doesn’t 
mean necessarily down to the last detail, but I should have a fairly 
detailed idea of at least what I’m gonna do… You’ve got 10 people 
here waiting for you. You need to be prepared because it’s rude if 
you’re not. They’ve come a long way and they’ve paid a lot of 
money for your time, and it’s their time. And also, the point is if 
you’re organized before class, in class the goal is to interact with 
your students and get them to interact with each other. If you are 
off in your own little world of chaos, it’s not helpful to them. So 
you need to get yourself together so that you can interact with 
them, so you’re focused. You cannot be here, present if you 
haven’t things organized in their state of not yet being. So that’s 
why it’s important to be… organized. 

   - Interview #1 
 
 

Other researchers have found that teacher preparedness and class orderliness and 

organization were identified as vital characteristics and practices of good teachers (e.g., 

Brosh, 1996; Walls, Nardi, von Minden, & Hoffman, 2002). Therefore, it was interesting 
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to find that in this research study this subcategory appeared in the data collected from 

only two out of ten students and one out of four teachers.  

   

 

DEMONSTRATING SUBJECT AREA KNOWLEDGE 

 
The last pedagogical issue that defines a good ESL teacher that was discussed by 

participating students was the issue of demonstrating subject area knowledge. Two of the 

participating ESL students (i.e. 20%) discussed this subcategory matched by one of the 

ESL teacher participants (i.e. 25%). 

I did not expect any of the participating ESL students to talk about teacher 

knowledge simply because I thought that they would believe that saying that a good 

teacher is a knowledgeable teacher is simply stating the obvious. Therefore, I was not 

expecting my first interviewee, Jesús, to argue so strongly that teacher knowledge 

precedes in importance the way instructors teach. 

 
Jesús: What makes more efficient a professor [ESL teacher] …is the 

knowledge of the professor. If he has a good knowledge about 
what he is teaching or what she is teaching, then that professor 
is able to transmit ideas. I have heard….[that] professors they 
learn material …and then sometimes they took some other 
classes or they learn abilities about how to transmit those ideas 
to their students… I think there are some people who believe 
that the way you teach is more important than what you know. 
And I don’t think so. The most important thing is what you 
know, and then okay, maybe you should have some ability to 
transmit that idea to students, but I think it doesn’t have any 
sense if you don’t have the knowledge, then what you have to 
transmit? Nothing. Or your ideas are really poor, but if you’re 
knowledge is strong, then… maybe I am not good enough or I 
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am not the best, but I can find some ways to transmit my ideas 
if my knowledge is really good, and that makes the big 
difference between anything in life. And well, you can apply 
this to ESL professors. 
- Interview #1 

 

Summer, the only ESL teacher to bring up this subcategory seemed to waver 

between considering teacher knowledge of subject matter to be important to not being so 

central in defining a good ESL teacher. In our first interview, she made the following 

brief statement reflecting this uncertainty. 

 
Summer:  I think it’s important to know what you’re teaching. But 

sometimes I don’t think that is the most important thing. 
- Interview #1 

  

Later on, during the focus group interview I conducted with all of the 

participating ESL teachers present, Summer touched on an issue that may explain her 

feelings of indecisiveness in this regard.  

 
Summer: I get questions almost daily that I’m just like, oh God. I don’t 

know. I’m gonna have to tell you tomorrow. And I hate that, 
but I really will say that I’m stumped minimum once a week 
where I have to tell the students I’m really sorry, I’m gonna 
have to tell you tomorrow. I cannot figure out why this is the 
way it is. There’s noting I hate more than that. 
-Focus Group Interview 

 

Although summer did not make the link between her beliefs about ESL teacher 

knowledge and her feelings about not always having the right answers for her students, 

the link -in my mind- is clear particularly given the fact that none of the other 

participating ESL teachers seemed to share her feelings about the importance of teacher 
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knowledge nor “hating” not being able to provide language learners with the correct 

answers to all of their questions on the spot. Leo, for example, argued that handing all the 

right answers to language learners all the time can only be detrimental to their language 

acquisition because it goes against principles of promoting learner autonomy in the 

language classroom.13   

Leo:  [What ESL students need the least from their ESL teachers is] 
the right answers… I don’t know what the right answers are, 
how would I know? It’s my native language. Most of it is in 
my subconscious. I have to look it up in a book just like 
everybody else [laughs].  I think they need to be given the 
techniques and the motivation to figure out what the right 
answers are. It’s not that I can’t tell them…, but the goal is not 
for them to be sitting in my classroom for the rest of their 
lives. It’s a language get out there and use it! I’m there to help 
them to leave my classroom. That’s my job. I’m there not to 
teach the any more. That’s the point. That’s how I see it. 
-Focus Group Interview 

 
Thus, despite the fact that Leo is a native speaker, is a highly trained ESL 

professional pursuing a Ph.D. in foreign language teaching and has many years of 

language teaching experience (both ESL and Spanish as a foreign language) to his credit, 

he states that he cannot and should not have all the right answers for his students.  

However, it is not apparent whether or not the two ESL students who mentioned 

ESL teachers’ knowledge of subject matter agree with Summer or with the other ESL 

teacher participants simply because the students’ comments on the issue of teacher 

knowledge either did not include a discussion of teachers providing all the answers or 

                                                 
13 Building learner autonomy will be discussed as a subcategory below. 
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were too brief (particularly in the case of Metta) to deduce their perceptions in this 

regard. 

This subcategory is of particular importance despite the minimal amount of data 

found in this study because it raises the much debated question of whether it is only 

certified language teachers who can possibly teach language. Many would argue that 

language teachers who lack professional training and education in the field of language 

learning/teaching cannot conceivably be as good as highly certified and trained language 

teachers (Antunez, 2002; Peyton, 1997). This issue will be addressed further in the 

implications chapter. 

 

Pedagogical Practices: Mismatches 
 

For the most part, mismatches that appeared between ESL teacher and ESL 

student participants’ perceptions regarding the pedagogical practices of good ESL 

teachers occurred because teachers recognized many classroom practices as contributing 

to the effectiveness of successful ESL teachers, while the ESL student participants 

identified only one pedagogical practice that was not mentioned by ESL teacher 

participants. Table 6 below reflects this point and makes clear the frequency with which 

each subcategory was identified by participants as being a practice of good ESL teachers. 
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TABLE 6: MISMATCHES IN PEDAGOGICAL PRACTICES (PP) CATEGORIES BY INTENSITY 

 
PP Categories Students (10)* Teachers (4)* 

Integrating content areas 10% 0% 
Building learner autonomy 0% 100% 
Catering to cognitive learning styles 0% 50% 
Building learner confidence 0% 50% 

* Indicates the total number of participating ESL students & Teachers 
 

INTEGRATING CONTENT AREAS 

 
The participating ESL students’ and teachers’ perceptions of the pedagogical 

practices of good ESL teachers did not match with regard to the subcategory of 

integrating content areas as 10% of the ESL student participants (i.e. 1 out of 10 students) 

discussed this practice while none of the participating teachers mentioned it as being a 

teaching procedure used by good ESL teachers. 

In the following excerpt, Peter recalls what she liked about her ESL classes in the 

US, namely that the ESL teachers integrated students’ different fields of study (finance 

and public affairs in the case of Peter) in their lessons and activities so that each student 

in the class was able to speak and write in the target language on topics that were not only 

interesting but also meaningful and helpful for the student’s mainstream (i.e. non-ESL) 

classes. 

Peter: They [the ESL teachers] asked us to make like real topics… 
You have to choose something from your degree or your 
career, and speak. I am talking about these kind[s] of things 
which are difficult. Like you want to say something that is real 
important. It was really useful. 
 - Focus Group #1 
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Perhaps one possible explanation as to why only one of the ESL student 

participants thought to bring up this issue is that this particular participant had 

experienced an ESL class where the teacher made an effort to include her students’ areas 

of interests and fields of study in the design of classroom assignments and activities. The 

remainder of the student participants may not have had such opportunities or experiences 

in their ESL classrooms, and thus did not think to consider integrating content areas as 

being a pedagogical practice of good ESL teachers. 

The value of content-based instruction in ESL and EFL classrooms has been 

clearly established in the literature (Pally, 2000). Content-based instruction refers to the 

sustained study of an academic subject over time using the target language (Pally, 2000). 

Yet, many ESL programs do not make use of content-based instruction and textbooks 

(Haynes, 2001). However, content-based instruction differs from what Peter discussed 

above in that content-based classrooms have fixed subject areas or carrier topics through 

which the target language is taught. What Peter described as a pedagogical practice of 

good ESL teachers is making use of ESL students’ fields of study or occupations as a 

catalyst for teaching ESL.  

In other words, Peter argued that good ESL teachers allow their students to learn 

English by using content that is highly motivating and interesting for students. She 

described, for example, her experiences with one good ESL teacher she had who asked 

students in her ESL writing class to write essays the topics of which had to relate to their 

academic fields of study. This, according to Peter, not only helped learners become better 
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ESL writers, but it also allowed them to practice the genre of writing specific to their 

various fields of study, which Peter later found to be greatly valuable once she began 

taking mainstream classes in her chosen field of public policy. 

 

BUILDING LEARNER AUTONOMY 

 
All of the participating ESL teachers agreed that helping their ESL students 

achieve learner autonomy is one of the best things that they can do for their students. This 

perception appears to mismatch learners’ perceptions as none of the participating ESL 

students discussed building learner autonomy as being a pedagogical practice of good 

language teachers. 

Learner autonomy is defined as students taking responsibility for their own 

learning (Holec, 1981). Learner autonomy has been found to entail much more than 

simple collaboration between the teacher and students, but also collaboration between 

students and students, as well as learners’ awareness of their own self-direction (Usuki, 

2002). Furthermore, some researchers argue that the key to learner autonomy may very 

well lie within teachers’ attitudes towards their students (Green, 2000).  

In the following excerpt, one of the teacher participants describes his hopes for his 

ESL students. He elaborates on his belief in building learner autonomy and describes the 

end result he wishes his students to ultimately achieve via autonomy is owning the target 

language and making it theirs. 
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Leo:  Part of my job is to get them to the point where I’m not teaching 
them any more. Because if they’re serious about doing it, then I 
want them to … almost take it up as hobby where they do it for the 
rest of their lives. … I would like to hear about them 10 years from 
now not necessarily taking an English class yet again, but I’d like 
to hear about them listening to the BBC on the internet or on their 
shortwave or reading novels where they’ve got their native 
language on this side and English on the other side; using it 
professionally, doing something that is not necessarily structured in 
a classroom. Or they’re volunteering teaching people in church or 
whatever, so that it’s their language; it’s not this thing that I did. 
It’s not that I went to this weird funky country and I did this so I 
can get my degree and thank God I’m done with that now. Uh-uh 
[no]. It’s a world language and I want them to own it. I want it to 
be theirs. To be theirs, they’ve got to do it [themselves]. 

 - Focus Group Interview 
  

I will venture to guess -although I cannot be sure- that none of the ESL student 

participants brought up the issue of learner autonomy simply because they may be 

unaware that helping them become autonomous language learners is one of their 

language teachers’ goals for them as students in their classrooms. In other words, it is 

possible that these ESL students have never been told explicitly by their language 

teachers that some of the skills they are being taught in the target language classroom are 

designed to help them achieve learner autonomy.  

Nevertheless, previous research has indicated that regardless of cultural 

background, students’ perceptions of high autonomy and control over their own learning 

yields a positive impact on student achievement (d’Ailly, 2002). 
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CATERING TO STUDENTS’ COGNITIVE LEARNING STYLES  

 
Ornstein (1986) asserts that one of the reasons why there have been no decisive 

definitions of good teaching is that researchers and educators cannot agree as to whether 

teaching is an art or science. Gage (1978) contends that teaching is an art or is least it is 

more than just science since teachers have to use their judgment and insight in the 

classroom as well as when considering and interpreting research in order to decide what 

generalizations to transfer or apply in their classrooms. Moreover, Eisner (1983) believes 

that teaching is based on artistry and affect, not scientific laws. Ornstein, however, 

maintains that teaching is part science, part art. 

It is not my purpose here to argue for or against defining teaching as an art or 

science; rather, it is to simply describe the mismatch that appeared in the participants’ 

perceptions in this regard. Although none of the ESL student participants discussed the 

importance of catering to students’ learning styles as being practiced by good ESL 

teachers, two of the teachers did. These teachers appeared to agree that good language 

teachers are in a sense, artists, explaining that creativity and innovativeness are essential 

qualities of the good language teacher as Summer argues in the following excerpt. 

 

Summer: I think a good ESL teacher is creative. That person could think 
about a lot of a variety of activities that go along with the topics 
and can quickly think of examples that help explain vocabulary or 
grammar. 

   - Interview #1 
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Research on second/foreign language acquisition has proved again and again that 

language learners not only have different learning styles, which may be affected by many 

factors including their cultural background, but also that students’ learning style 

preferences can and do require different teaching approaches, techniques, and activities in 

order for these students to optimally learn the target language (Reid, 1995). Susan, a 

seasoned ESL teacher, concurs with these findings and proposes that good language 

teachers are those who are able to cater the ESL classroom to their students’ multiple 

learning styles. 

 
Susan:  I think ESL teachers have to be more aware of different teaching 

techniques, not just transmitting information verbally. You know, 
different learning styles. Of course a content professor would have 
to know that too, but I think it’s even more important because ESL 
students they can’t rely just on the verbal stuff because it’s not 
there. So I think you have to be more aware of presenting material 
in different ways and use different methods… I think you have to 
be very clear about what you’re doing. You can’t just say things 
once and expect everybody to get it. Repeat things, rephrase things. 
Say it verbally, put it in writing - multiple tactics! [Laughs].  

   - Interview #1 

 

Accordingly, Susan in essence argues that catering to students’ learning styles by 

providing a variety of activities and presenting material in numerous ways is much more 

critical in the second/foreign language classroom since learners in these classrooms do 

not have the advantage of knowing the medium of instruction well enough to be able to 

somewhat rely on it in understanding the material being taught even when their learning 

styles are not being triggered or employed. The implications of this finding will be 

discussed in detail in the implications chapter.  
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BUILDING LEARNER CONFIDENCE 

 
Another mismatch between the participating teachers’ and students’ perceptions 

of good language teachers appeared in the data coded under the subcategory of building 

learner confidence. While 50% of the ESL teacher participants stressed building learner 

confidence as being an essential practice of good language teachers, none of the ESL 

student participants discussed this theme at all. 

Many researchers describe a good teacher in general (i.e. not a language teacher) 

as being someone who knows her or his students, creates a positive classroom 

environment that supports and fuels students’ motivation to learn, and who wins students’ 

attention and keeps them interested in learning (Brosh, 1996). Participating ESL teachers’ 

portraits of good ESL teachers mirrored these conclusions from past research, particularly 

in their discussion of motivation and self-confidence building as being one of the most 

important roles of the ESL teacher. The teachers also demonstrated a balanced 

perspective of their responsibility to build learner confidence by arguing that while they 

strongly believe that good ESL teachers cheer their students on, spark and then try to 

maintain their motivation, and help them build confidence in their linguistic abilities, the 

teachers also believe that part of being a good teacher is to help learners be realistic about 

their language learning goals and not to set students up to fail by giving them false 

confidence as the following excerpt from the teacher focus group interview demonstrates. 

 
Summer: One of my main goals even beyond the academics of learning the 

language is to build their confidence and to get them to practice 
things that they might not feel comfortable practicing, but to both 
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try to build their confidence through positive either feedback or 
each other giving feedback and realizing they make the same 
mistakes; they make the same errors. 

 
Susan:   I think that maybe it’s something particular to ESL instructors 

because I hear this from ESL instructors all the time. They’re very, 
very caring about their students and the issue of building 
confidence is a topic that comes up all the time, and I don’t know 
maybe you do hear that from teachers from other content areas, but 
for me it seems as if maybe ESL teachers are there more. 

 
Mookie:  And again it’s a very cultural thing. [For] American students that is 

a mission statement in public schools to [promote] self-assurance, 
self-confidence. It’s what you start with. That is not what most 
foreign school systems teach. They teach the opposite if anything. 
To be very meek to be very submissive, to not be outspoken, ask a 
lot of questions. So it’s always like a challenge to Americanize 
them [laughs] or bring that component of self-confidence… I think 
that self-confidence is a wonderful thing to try to install in them. 
It’s a challenge. I think it’s so foreign to them. 

 
Susan:   I think they need us [not to] overdo our feedback or be unrealistic 

about our feedback. In other words, I don’t think that we should 
tell them something that’s not true in order to build their 
confidence. Because they need to have a realistic picture of what 
their skills are, and I don’t think that if we build them up to the 
point where they have these unrealistic ideas of their current 
performance that that’s doing them any favors because I think 
that’s a disservices because then they may go into the university 
classroom and be totally blown away and unprepared with what 
they’re doing, so I think they don’t need us to be a cheerleader to 
the point that we’re not giving them an accurate picture of their 
proficiency and what they need to do to improve. 
- Focus Group Interview 
 

 
In addition, the participating ESL teachers considered building learner self-

confidence to be not merely their responsibility as teachers but also the responsibility of 

students in their classrooms. Thus, the ESL teachers reasoned that part of their role as 



 152

confidence builders is to help their students create intact language learning communities 

and support groups amongst themselves as Summer explains below.  

 
Summer: I try to create some sort of atmosphere that allows them to 

communicate as honestly as possible and also to address their 
insecurities or lack of confidence and what they think is difficult or 
important in their English. But in terms of students’ relationships I 
think that I really try to also create a space so that the students are 
supporting each other in addition to me supporting them so that 
they feel like they can be at ease to make mistakes in front of each 
other and also help each other build each other’s confidence so 
they can take compliments form each other as well… I think a 
good teacher helps build the confidence of the students. I’m a big 
believer in [this]…My aunt is someone who says your attitude is 
your edge, and I think that that applies to everything including 
language learning. I think if you have the confidence that you can 
do it then you can do it. And if you don’t have the confidence, I 
think you’ll never learn. So really I think that’s one of the most 
central things for me as teacher. With all kinds of activities I’m 
trying to build their confidence. I feel that’s one of my biggest 
goals in being a teacher. 
- Interview #1 

 

As such, Summer reiterates what educators (particularly socio-constructivists) 

have been saying for years: learners’ cognitive development is better enhanced when 

learners work together (Glassman, 2001). Researchers suggest that collaborative learning, 

working in groups, and learning communities not only promote positive learning 

environments and helps students value and aid all members of a learning community 

(Moore & Brooks, 2000), they also increase motivation (Benbunan, 1997; Slavin, 1990) 

and provide social and attitudinal benefits which in turn have a positive impact on 

learner’s linguistic achievement (Slavin, 1990).  
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THE ROLE OF CULTURAL BACKGROUND IN SHAPING PERCEPTIONS 
 

Participating ESL students in this study came from three distinct cultural 

backgrounds: four are Asian (2 from Japan and 2 from Taiwan), five are Latino/a (2 from 

Mexico, 1 from Venezuela, 1 from Chile, and 1 from Columbia), and one is Middle 

Eastern (from Israel). I chose to analyze the data from student participants in terms of the 

participants’ cultural backgrounds rather than race because the issue of race or racial 

differences never appeared during my conversations with participants. Rather, student 

participants tended to describe differences in perceptions as cultural differences making 

such statements as: “In my country, students are…” as opposed to “Asian students are…” 

As well, the ESL student participants never referred to the race of their teachers 

describing them simply as “American”. This, however, may be explained as resulting 

from the fact that the majority of ESL teachers in the US are in fact White as stated 

earlier. Thus, it is plausible that the student participants never had the opportunity to be 

taught by a non-White ESL teacher in the US. 

In the analysis of the categories identified by the participating ESL students, some 

interesting patterns emerged particularly among the participants from Asian and Latino/a 

cultural backgrounds. The Middle Eastern student was not included in the analysis 

because he was the only participant from this particular background. Particularly 

interesting are the findings regarding the mismatches in perceptions between the Asian 
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and Latino/a participants.14 The table below sums up the frequencies with which these 

mismatches occurred.  

TABLE 7: MISMATCHES IN ID AND PP CATEGORIES BY STUDENT CULTURAL BACKGROUND 

ID Categories Asian (4)* Latino/a (5)* 
A Cultural Mediator 0% 60% 

 
PP Categories 

 
Asian (4)* 

 
Latino/a (5)* 

Conducting an organized class 50% 0% 
Negotiating the curriculum 0% 80% 

   * Indicates the total number of participating ESL students & Teachers 
 
 

It was particularly surprising to find that none of the Asian student participants 

discussed the individual difference of acting as cultural mediator as distinguishing 

between good and ineffective ESL teachers when many of the Latino/a participants (i.e. 

60%) made this assertion. Although it is not plausible to conclude that Asian ESL 

students do not believe that good ESL teachers play the role of cultural mediators in their 

classrooms; it is reasonable to argue that this particular individual difference may not be 

as important to Asian ESL students as it appears to be to Latino/a ESL students. 

Similarly, it seems that the pedagogical practice of conducting an organized class is more 

influential on Asian ESL students’ perceptions of good ESL teachers than it is on 

Latino/a students’ perceptions. This may be because none of the Latino/a students 

thought to mention conducting an organized class as a practice of good ESL teachers 

while half of the ESL student participants of Asian cultural backgrounds did so. It may be 

                                                 
14 ESL student participants’ perceptions matched very closely in intensity with regard to the remainder of the 
categories.  
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probable to speculate that the reason behind this discrepancy is that Asian students’ 

classroom experiences differ from those of Latino/a students in that classes in Asian 

countries (particularly Taiwan and Japan) may be more structured or organized by virtue 

of their being almost wholly teacher-centered than classes in Latin countries. 

Accordingly, ESL teachers should acknowledge that their learners’ diverse cultural 

backgrounds may influence their perceptions of good ESL teachers and may thus 

influence their attitudes towards their ESL teachers and classrooms. 

Finally, it was completely unforeseen that none of the participating Asian students 

described negotiating the curriculum with students as a pedagogical practice of good ESL 

teachers while nearly all of the Latino/a students (i.e. 80%) did. More astonishing still 

was the assertion of the two participants from Taiwan who argued that negotiating with 

teachers (whether ESL or mainstream teachers) could lead to loss of face for the teachers 

as it indicates disrespect or lack of trust in teachers’ judgments. If this belief is true and 

applies to many Asian students, ESL teachers who consider the practice of negotiating 

the curriculum with students to be good may wish to consider explaining this practice to 

Asian students before instigating it in their classrooms as these ESL learners may find it 

particularly difficult to accept negotiating with teachers because it is a practice that goes 

against the acceptable mandates of their cultures.  

A caveat that must be addressed here is that although culture or ethnic 

background has been found by some researchers to be one factor that may influence 

learners’ perceptions (Seidman, 1998), it is beyond the scope of this study to discuss the 

various factors that helped shape the participants’ perceptions as revealed in this study. 
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Thus, readers are cautioned to bear in mind that although culture appears to be an aspect 

that impacted the perceptions of participants in this study, it is only one of many possible 

influential factors, including, for example, the ESL learning context, individual 

differences, differences in teaching practices, age, and gender (Horwitz, 1999). In other 

words, the main purpose of this study was to describe the matches and mismatches 

between ESL teachers’ and students’ perceptions rather than explaining why these 

matches and mismatches may have occurred.      

 

OTHER ISSUES THAT EMERGED FROM THE DATA 
 

 
In what follows, I will describe in brief three additional themes that emerged from 

the data relevant in particular to academic ESL programs rather than good ESL teachers. 

These issues were introduced by two of the participating ESL students and one of the 

participating ESL teachers. The implications of these findings will be briefly touched on 

here as they are not the focus of this study. 

Two of the student participants, Andrew and Pepe brought up issues related to the 

way language programs are organized when they were asked what (if anything) they 

would like to change about their ESL classes and what they would do if they were 

language teachers. First, they mentioned the matter of having small classes. To Andrew 

and Pepe, class size has a great influence on students’ success in the language classroom. 

When I asked Andrew what he would do if he were an ESL, he responded as follows: 
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Andrew:  Well, [what I would do if I were a teacher is that] I’d have 
small classes first. 

 - Interview #3 
 

Thus, to Andrew, class size was his first priority. He then continued to describe 

how he would teach his students and that he would focus on teaching them the target 

culture and authentic language. When I asked Pepe what he liked about his classes at the 

ESL program he was attending, (ESL International) Pepe replied that the small sizes of 

the classes at this program were particularly good because there are only 3-8 students per 

class, which Pepe believes is ideal for a language class for the success of the language 

learners.  

Pepe: In the morning [there are]… 8 [students per class], and in the 
afternoon 3. It’s really good because you can be very [attuned] 
specifically to anyone’s needs… That’s good. Language class 
should be, I think, maximum 10.  

 - Interview #1 
 

 
The positive outcomes of reducing class size have figured prominently in 

discussions concerned with general education particularly in the primary grades since the 

1930s (Morgan, 2000). Class size has also been exhaustively addressed in second/foreign 

language teaching settings, and the verdict is the same: smaller classes15 are better classes 

overall (Morgan, 2000). Or as Alatis (1992) asserts, “Class size directly affects the 

quality of language instruction: the smaller the class, the more intensive the exposure to 

the language and the better the results” (p. iv).   

                                                 
15 What constitutes a “large” or a “small” class differs not only from culture to culture but also depending on the grade 
level and age of students as well as the subject and objective of the class (Morgan, 2000).  
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Accordingly, second and foreign language programs should consider reducing 

their class sizes so that their language students may best benefit from their classes. This is 

not to say, however, that this is the only option open to such programs. An alternative to 

reducing class size, which may be costly to programs as it also requires hiring more 

teachers, is for programs to train their teacher on how to best deal with larger classes and 

familiarize them with teaching strategies which allow language learners to succeed 

despite having a large number of students in each class. One of these recommended 

strategies, for example, is conducting student-centered classrooms in which the teacher 

promotes and encourages learner autonomy and utilizes pair and group work 

(Christensen, 1994). Thus, the results of this study suggest that academic language 

programs catering to adult language learners should take into consideration their 

perspective students’ perceptions and expectations regarding class size. 

The second issue raised by Andrew and Pepe of concern for language 

second/foreign language programs is that of correct level placement. When I asked Pepe 

and Andrew to explain what they would change about their ESL language classes in the 

US if they could, their responses were quite similar and both stressed the importance of 

being placed in the correct level and class in order to learn English effectively. 

Andrew described his frustration after arriving in the US when he was placed in 

his ESL program’s highest level classes due to the high scores he received on the 

program’s placement test, but when classes began Andrew realized that the level was too 

high and that his classmates were much farther ahead of him in their English proficiency. 
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Andrew:  The problem … when I came here [was that] the placement 
test was very easy for me. Well, I don’t know if it was very 
easy, but I got a high percentage. So they put me in the highest 
level, and I felt kind of lost in that level. I think it was very 
difficult for me in that moment. Now in the level that I am, I 
feel like [I’m] not learning anything.   

 - Interview #1 
 

After discussing his problem with the administration, Andrew was moved to 

another class, but he was again incorrectly placed this time in a much lower level class 

because there were not enough students at his level to warrant opening a whole class. 

Thus, Andrew found himself sitting in a classroom and paying tuition for a class in which 

he learned very little. 

Although Pepe did not share any specific stories about experiences he may have 

had with being placed at the incorrect level, he insisted that one of the first things he 

would change about the English language classes he’d taken in the US is to make sure 

that most of the students (if not all students) in each class are at relatively similar levels 

of linguistic proficiency.   

 
Pepe:  Maybe the thing that I would like [to change about ESL 

classes in the US is] to be in the same level course with all my 
classmates. That would be the main concern about that. Make 
sure that everyone is in their right level. It’s the best way to 
learn because this way you don’t have to wait to the others. 
You aren’t stopping the higher ones. I think that’s the main 
thing... the level is important in order to make bigger steps to 
reach better English. You know because the other way we are 
like very slow advance [we all advance slowly]. 
- Interview #3 

 

Pepe asserts and researchers agree that in order for students to achieve higher 

gains in language learning, they must be at similar levels of proficiency since teachers 
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tend to teach or gear their classes towards the middle students (i.e. not at the students 

with the highest level of proficiency in the class nor at those with the lowest level of 

proficiency). When students’ levels of proficiency vary largely in a classroom, students 

suffer the consequences of teaching to the middle student. Higher level students may 

become bored and are unchallenged, while lower level students become lost and almost 

vanish in the background.  

The magnitude of correct level placement in language programs hardly requires 

an argument. All second/foreign language programs appear to appreciate this and offer 

placement tests to all new incoming students. As such, what I would like to suggest here 

based on the data above, is for said language programs whose students have suffered in 

the past from incorrect placement to reevaluate their placement tests and measures so that 

their students may achieve the highest gains from their language classes. 

Finally, one of the ESL teacher participants raised the question of who English as 

a language belongs to and which variety of the English language should be taught to ESL 

learners. He states: 

Leo:  I try to articulate … to the students that the goal here should be not 
[that] I want to speak like native speaker whatever that is, but it 
should be that you’re learning this because it’s a world language. 
And who does English belong to? Well, I personally think that it 
belongs to the people who speak it. And I try to give them the 
scenario, ten year form now you’re a professor or businessman or a 
writer … and you’re from Korea and you meet with somebody 
from India and another person from Latin America. Gee, where’s 
the native English speaker? So, my schpeel to them [is] you’re 
learning this to live in a larger world, and so I tend to pitch the 
class more as my … picture of an international space within the 
context of a fairly mainstream US American academic 
environment. So my …perspective is, you are learning this not just 
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to be you in your culture; you are learning this because you want to 
get something outside… If you want to stay home and speak 
English solely in a Mexican context, there are so many English 
language schools in Mexico that will cost you a whole lot less 
money. Stay home because you can certainly pick up a lot of 
English in Mexico; you’re right next to the United States. Same 
thing in Korea, but you won’t get the international experience.  

   - Interview #1 

 

In the last few years, ESL and EFL researches and educators began to dialogue 

about the place of English as the preeminent international language and challenged the 

way in which English is taught in English speaking countries (Mitchell, 2002). These 

educators call for fundamental changes in the ESL classroom. In an increasingly smaller, 

“globalized” world in which most speakers of English are non-native speakers of the 

language (Brumfit, 2002) and in which one in three people lives in a country where 

English is a major language and where one in eighteen speaks some variety of English as 

a native tongue (Crystal, 1997; Graddol, 1997), English has become the language of 

power and success particularly due to the influence of the Internet and the forces of world 

economy (Brumfit, 2002). As a result, the distinction between native speakers and non-

native speakers of English will eventually disappear (Brumfit, 2002). What this means for 

academic ESL programs is that they need to consider making adjustments in their 

curricula that reflect the changing face of speakers of English. The English language has 

broken free from monolingual native speakers, which entails that ESL pedagogy will also 

need to break away from mono-cultural suppositions (Brumfit, 2002)- an implication that 

concerns ESL teacher preparation programs as well as academic ESL programs. 
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CONCLUSION 
 

 
The participating ESL students demonstrated a high level of awareness and 

sophistication in relation to their perceptions of good ESL teachers. They considered both 

affective and practical aspects of language teacher effectiveness and were able to describe 

their language learning needs and goals articulately and clearly. These students are thus 

living testimony to language learners’ ability not only to communicate their needs -

despite language limitations- but also to provide critical explanations of the perceptions 

they hold. 

Teachers’ and students’ perceptions were matched on some themes and 

mismatched on others, which indicates a definite need for language teachers and adult 

language teachers to communicate and exchange their perceptions of good language 

teachers and teaching in order for them to better understand each other, for language 

teachers to better teach their students, and for language learners to better learn the target 

language.  

The implications of the findings outlined in this chapter should be of interest to 

ESL teachers, foreign language teachers, academic ESL and language programs, as well 

as to educators and researchers interested in curriculum design.  
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CHAPTER 6: FINDINGS, CONCLUSIONS, & IMPLICATIONS 

 
 

In this chapter I will briefly summarize the major findings of this study in 

response to the two main research questions: 1. What are the matches and mismatches in 

the qualities of good ESL teachers as identified by the participants? 2. How do 

participating ESL students’ cultural backgrounds affect their perceptions of good ESL 

teachers? Following the findings summary section, conclusions relevant to the context 

and particular participants in the study will be discussed. The chapter will conclude with 

implications that may be gleaned from the study as they relate to the wider audience of 

second/foreign language teachers and researchers. That is, I will provide suggestions for 

this wider audience by helping readers find the starting points from which they may begin 

to transfer the findings of this study that are pertinent to their own unique contexts, 

learners, and L2 research.  

 

SUMMARY OF FINDINGS 
 

 
The findings of this study indicate if nothing else that language teachers are not 

always fully aware of their students’ expectations of them or perceptions about them. 

Although some matches between participating teachers’ and students’ perceptions 

occurred, mismatches also appeared regarding individual differences of the good 

language teacher and pedagogical practices of the good language teacher. In other words, 

what the participating students appeared to value in their language teachers differed 
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substantially in some instances from what the teacher participants seemed to appreciate 

and regard as important for their learners. In this section I will present a brief synopsis of 

the results of this study as they relate to teaching by first discussing the matches and 

mismatches that appeared between student and teacher data regarding individual 

differences of good ESL teachers then the matches and mismatches in participants’ 

perceptions of the pedagogical practices of good ESL teachers. 

Individual Differences: Matches 

 
Participating ESL students and teachers agreed on a number of individual 

characteristics or differences that they believe distinguish between an good and 

ineffective ESL teacher with varying degrees of intensity. Both teachers and students 

regarded highly the need for ESL teachers to treat their adult learners with respect and 

caring, with respect being stressed by students as the most important factor that 

differentiates between a good and ineffective teacher and with caring being stressed by 

teachers as the most salient individual difference that defines an ESL teacher as good.  

The participating ESL students’ and teachers’ perceptions also matched with 

regard to the individual differences of cultural mediation and patience. It is not 

unreasonable nor surprising for participants to state that ESL teachers must practice great 

patience in their communication with L2 learners as learning a target language –

particularly for adults- is in no way an easy or simple task. Thus, being a patient 

instructor is a necessary virtue in any good ESL teacher. Acting as a cultural mediator, 

however, may not be as obvious a quality distinguishing between a good and ineffective 
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ESL teacher. What some of the participating students and teachers expressed, however, 

was a belief that a good ESL teacher acts as a cultural mediator for students, i.e. s/he 

helps adult ESL learners to adjust to the target language culture, become more 

knowledgeable about it, and even overcome culture shock. 

Individual Differences: Mismatches 

 
One mismatch appeared between the perceptions of participating students and 

teachers with regard to good ESL teachers’ individual differences. Some of the student 

participants stressed that a good ESL teacher is by necessity a native speaker of the target 

language (i.e. English). The ESL teacher participants, however, did not bring up this issue 

at all perhaps by virtue of their all being native speakers themselves.   

 

Pedagogical Practices: Matches 

 
The student and teacher participants also agreed on a number of pedagogical 

practices used by good language teachers. All of the ESL student and teacher participants 

stated that teaching authentic target language and culture is one of the most important 

classroom practices of good ESL teachers. The students and teachers basically expressed 

that they value the pedagogical consequences and benefits to which learners are exposed 

by acquiring knowledge of authentic language, i.e. “real” language, which includes slang, 

dialects, and idiomatic expressions and culture, i.e. “little c” culture or the beliefs and 

behaviors of a particular group (Seelye 1984). 
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As well, all of the participating ESL students (and only some of the teacher 

participants) stressed the magnitude of allowing students more personalized speaking 

time in the ESL classroom. In other words, the students and teachers maintained that in 

order for learners to acquire English as a target language effectively, they must be given 

many opportunities to use and practice the language. The teacher participants also agreed 

that ESL learners in most classrooms do not receive enough speaking time in class and 

are thus being deprived of necessary, valuable practice and experiences due to time or 

class size constraints.  

Another pedagogical practice on which teacher and student perceptions matched 

is the practice of engaging language learners in the process of learning. Most of the 

students and some of the teachers posited that keeping students engaged in language 

learning can only be beneficial to the learners’ acquisition of the target language. That is, 

ESL students who are bored or uninterested in the materials being taught in the ESL 

classroom cannot learn successfully and teachers who cannot engage their learners and 

spark their interest are not considered to be good teachers. 

Furthermore, negotiating the curriculum with language learners figured quite 

prominently in ESL teacher participants’ descriptions of the pedagogical practices of 

good ESL teachers. As well, half of the ESL student participants described a good ESL 

teacher as one who is open to negotiating the dimensions of the ESL classroom with 

students and its curriculum. To these teachers and students, taking students’ interests into 

consideration is an important element of negotiating the curriculum. 
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Finally, about a quarter of the student and teacher participants asserted with 

similar intensity the importance of ESL teachers conducting organized classrooms and 

demonstrating their knowledge of their subject area (i.e. the English language). 

Accordingly, both ESL teacher and student participants appeared to believe that good 

ESL teachers are organized, come to classes well prepared, and have acquired the 

necessary knowledge to be able to teach (regardless of teaching style or approaches) ESL 

to adult learners. 

Pedagogical Practices: Mismatches 
 

The participating ESL teachers’ and students’ perceptions of the pedagogical 

practices of good language teachers were mismatched with regard to a number of 

practices. While some of the ESL students expressed a strong belief that good ESL 

teachers integrate their students’ chosen fields of study or profession into the content of 

their classrooms to better facilitate target language learning and to establish the 

practicality and relevance of learning English, none of the participating teachers 

addressed this issue, which may be explained –though speculatively- as being a result of 

the use of predetermined curriculum design, syllabi, and textbooks and/or materials 

common in many academic ESL programs.  

The remaining mismatches regarding the pedagogical practices of good ESL 

teachers which emerged from the data were all introduced by the ESL teacher 

participants alone. These were: building ESL learner autonomy, catering to cognitive 

learning styles, Building learner confidence, and tolerating ambiguity. That is, none of 
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the ESL student participants raised any of these categories as being key practices of good 

ESL teachers.  

CONCLUSIONS 
 

 
According to the findings above, ESL teachers whose students are adult learners 

in academic English programs should consider the role their ESL learners’ perceptions 

play in their ESL classrooms. That is, these teachers may wish to take into account their 

ESL students’ varying perceptions of what it means for an ESL teacher to be good. No 

ESL teacher wishes her/his students to think wrongly of her/him as a “bad” or ineffective 

teacher. The findings of this study support the results of previous studies on student 

perceptions in that it demonstrates that students’ and teachers’ perceptions do not always 

correspond. The participating ESL students each had an image in her/his mind of what 

the ideal ESL teacher is like and how this teacher conducts her/himself and what s/he 

does in the ESL classroom. These idealistic images did not always match the picture of 

the good ESL teacher painted by the participating teachers of ESL. The possibility of the 

occurrence of such discrepancies in any ESL teacher’s classroom is -in all probability- 

high particularly with ESL students in academic programs coming from all corners of the 

globe. Regardless of what the particular categories of good teachers/teaching considered 

as important by ESL students and teachers are, ESL teachers must keep in mind that their 

adult ESL learners’ expectations of them when they enter the classroom may oppose the 

expectations and perceptions of the teacher, which can in one way or another have some 

negative influence on the students and their acquisition of ESL. 
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TEACHING IMPLICATIONS 
 

 
In the paragraphs below, I will begin by outlining the practical implications of the 

findings for second and foreign language teachers regardless of what target language they 

teach or where in the world they teach it. Next, implications for foreign and second 

language teaching programs catering to adult learners will be detailed. I will discuss two 

major issues under implications for language teaching programs: a call for inviting 

teacher and student input and voices in the design of second/foreign language curricula as 

well as some practical considerations for the success of students enrolled in these 

programs. Finally, implications pertinent to language teacher training departments and 

programs will be discussed. Within this final section, I will attempt to answer (at least in 

part) two questions raised in the data that have been the subject of much deliberation in 

the field of second/foreign language teaching and which have serious implications for 

departments of language teacher preparation: (1) are good Language teachers born or 

made? and (2) who can teach Language? Accordingly, the purpose of this implications 

section is to supply interested educators with a roadmap of implications from which they 

may begin to draw transferable and applicable paths that lead to efficacy in their own 

unique second/foreign language contexts. 
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Implications for Second/Foreign Language Teachers 
 

Implications for teachers of second/foreign languages relate to the individual 

differences and pedagogical practices identified by the participants as part of what makes 

a language teacher good. Although some of these implications may seem obvious, they 

serve to affirm via a qualitative study what has been previously found in mainly 

quantitative research studies in the field. Readers should also keep in mind that some of 

the implications discussed below have not been thoroughly introduced in the field of 

second/foreign language education in the past, particularly the roles of respect and care in 

the language classroom. 

The issue of respect and refraining from using condescending language when 

communicating with language learners is an issue that has not been –to the best of my 

knowledge- discussed in the literature on second/foreign language teaching of adults, and 

it is a concern that must be differentiated from foreigner and teacher talk. Foreigner talk 

refers to the type of speech used by native speakers of a language when conversing with 

non-native speakers of the language. This kind of speech is characterized as being slower 

and louder than normal speech. Users of foreigner talk utilize simplified vocabulary and 

grammar and frequent repetition (Richards, Platt, & Platt, 1997). Teacher talk refers to 

the type of speech sometimes used by teachers when in the process of teaching. This 

speech takes on many characteristics of foreigner talk addressed to language learners 

(Richards, Platt, & Platt, 1997).  Research on foreigner talk and teacher talk suggests that 

these types of speech are often used (particularly in language classrooms) as a means of 

scaffolding to help the listener (i.e. the non-native speaker) to understand what is being 
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said (Kelch, 1985; Long, 2002). Thus the difference between using foreigner or teacher 

talk and using patronizing or belittling language to learners is clear. While the former is 

meant to be used as an aid for language learner comprehension, the latter may be used 

subconsciously by some language teachers simply because their learners’ limited 

proficiency in the target language does not allow them to express themselves as the 

intelligent adults they are, but rather has them struggling to sound like a young child 

speaking the target language haltingly and with many lexical and grammatical (and even 

cultural) mistakes. Therefore, language teachers should pay particular and conscious 

attention to the ways in which they speak to their adult language students and keep in 

mind at all times that they are sharp and bright adults even if their target language speech 

resembles the speech of a child.  

As regards practicing the ethic of care, the issue has been addressed with great 

attention in the field of early childhood education (e.g., Goldstein, 1998; Noddings, 

1984), but little has been said pertaining to the role of caring in adult education and even 

less still in adult second/foreign language education. Nevertheless, this lack of research 

on caring in language teaching should not be taken as an indication that adult language 

learners and teachers have no need, expectation, or want for caring relationships as the 

data from this study clearly contest. It may even be argued that some of the individual 

differences and practices of good language teachers enumerated by both the teacher and 

student participants may be considered to be diverse manifestations of practicing the ethic 

of care. For example, when students stated that they would like their language teachers to 

be patient with them, this may be interpreted as an expectation for language teachers to 



 172

meet their students with emotional displacement or with full attention and engrossment, 

which entails, in my opinion, a degree of patience. Therefore, language teachers should 

keep in mind that although the discourse on caring has not yet been introduced in 

second/foreign language teaching conversations, language students appear to need or at 

least hope that their language teachers will demonstrate the ethic of care in- and outside 

of the classroom, which they believe will enhance their language learning experiences as 

a result of the (perceived) efficacy of caring language teachers.   

Moreover, the findings of this study suggest that language learners believe that a 

good language teacher (particularly, a good second language teacher)16 acts as a cultural 

mediator for students, i.e. s/he helps adult language learners to adjust to the target 

language culture, become more knowledgeable about it, and even overcome culture 

shock. Accordingly, language teachers should take into account the unique role they play 

in their second language classrooms as they are the students’ first (and sometimes only) 

source of information about the target culture, and thus in their hands lies some of the 

answers to the confusion and shock many second language learners experience in a 

foreign country. This is not to say, however, that language teachers need to be trained in 

dealing with culture shock; rather, they should be able to recognize it in their students and 

then direct them to professionals (such as counselors) who may then help them defeat 

culture shock, and they should consider aiding their learners in bridging the minor 

cultural hurdles they may face as they adjust to their new surroundings (e.g., answering 

                                                 
16 The teacher role of cultural mediator is perhaps needed to a much larger extent in second language classrooms; i.e. 
in classrooms taught in the target language country as opposed to foreign language classes, which typically take place 
in learners’ home countries.   
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such questions as: ‘what do I do when I want to send a letter to my family?’ or ‘ what are 

telemarketers and what is the appropriate way of dealing with them?’). Language 

teachers should keep in mind, however, that not all learners will expect their teachers to 

play the role of cultural mediator as indicated by the absence of this teacher role from 

Asian student participants’ descriptions of good language teachers. Therefore, language 

teachers should be aware of the possibility that students from different cultural 

backgrounds may expect their teachers to play certain roles that may differ from those 

expected by other learners from dissimilar ethnicities.  

As well, the relevance of cultural mediation may be discussed as perhaps being 

the responsibility of second language (particularly ESL) programs rather than the 

teachers themselves, but language teachers remain to be the students’ first source of 

cultural knowledge since language and culture are inseparable and teaching language 

entails be necessity teaching culture as well (Silberstein, 1983). 

Furthermore, the implications of the findings about the pedagogical practices of 

good ESL (or language) teachers are numerous. The importance of teaching authentic 

language (Hawley & Oates, 1983) and culture (Chang, 2000) and using authentic 

materials (Larimer & Schleicher, 1999) in the classroom has been well established in 

second/foreign language teaching literature the implications of which for language 

teachers are evident. The student and teacher participants in this study only echoed what 

has been firmly established in the literature, namely that teaching authentic target 

language and culture is good language teaching practice. What this means for language 

teachers is clear: providing language learners with interesting and engaging materials and 
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finding ways in which to ignite learner curiosity and attention are good teaching practices 

that should be adopted as their contribution to language learner success is invaluable.  

As well, the value of being able to practice speaking a target language and the 

amount of time language learners actually speak using the target language has been 

shown to relate to better language acquisition and achievement (Oxford, 1990). 

Therefore, what language teachers should consider is findings ways in which to offer 

their students such opportunities to speak either through in-class or outside of class 

activities and assignments.  

Additionally, participating students’ and teachers’ beliefs reiterated what has been 

already firmly recognized in the literature as good pedagogical practice not only in 

language teaching but in general education as well (Thomases, 1998). Negotiating the 

curriculum for language teachers reading this should be understood as a willingness to 

share power in the classroom with students and help learners play an active role in 

deciding the direction of their classrooms and their own learning, which is consistent with 

the tenets of learner autonomy (discussed further below). Equally important for language 

teachers is to recognize that negotiating the curriculum may not be an acceptable practice 

for learners from certain cultural backgrounds as evidenced by some Asian participants’ 

insistence that negotiating with any teacher on anything related to the classroom or to 

teaching is not only deplorable social behavior but is also potentially disrespectful of and 

embarrassing to teachers. Therefore, language teachers who wish to share power with 

their students should be prepared to explain to their learners why they chose to employ 
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this democratic practice and the (pedagogical and psychological) benefits they may 

receive from it.17 

Moreover, participants’ agreement that engaging students is a vital practice of 

good language teachers was only to be expected. Second and foreign language literature 

is rich with a plethora of studies (both teacher and researcher directed) describing many 

ways of maintaining learner interest in the language classroom (e.g., Buchanan, 2001). 

What this means for language teachers is clear: providing language learners with 

interesting and engaging materials and finding ways in which to ignite learner curiosity 

and attention are good teaching practices that should be adopted as their contribution to 

language learner success is invaluable.  

Furthermore, the implication that may be drawn from the finding that participants 

considered demonstrating subject area knowledge and conducting an organized class to 

be practices of good language teachers is that second and foreign language instructors 

should only enter the language classroom well prepared and organized with enough 

knowledge to teach the content of the curriculum. This implication may be justly viewed 

as overly simplistic or too idealistic by some language teachers. They may argue that 

lesson planning and organization are -of course- necessary in any classroom, yet these 

teachers should realize that learners from different cultural backgrounds may have 

different perceptions of what an “organized” language classroom looks like. What may 

seem to be complete chaos to one group of learners may appear to be the epitome of 

                                                 
17 The relevance of negotiating the curriculum will also be discussed below as it relates to language teaching 
programs. 
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orderliness to another as signified by the finding that Asian students discussed the 

importance of organization as a pedagogical practice while Latino/a did not think to 

mention this category at all.  These teachers may also contend that constantly having all 

the right answers for students is not always possible for any teacher, and the 

second/foreign language teacher is no exception. Such arguments would be completely 

defensible; nevertheless, given the findings described above, second/foreign language 

teachers must be at the very least prepared to deal with some language learners’ 

expectation that the language teacher will always be able to immediately provide them 

the correct answers upon request. 

Finally, teacher participants’ depiction of the good language teacher as one who 

integrates content areas in the classroom, build language learner autonomy, caters to 

students’ cognitive learning styles, and build learner confidence is well supported in the 

literature (e.g., Caraway, 1986; d’Ailly, 2002; Pally, 2000; Reid, 1987). It is not 

surprising that student participants did not discuss any of the last three categories as they 

are pedagogical practices learned by language teachers in their preparation programs. 

Language students may not be aware that their teachers specifically use these practices to 

enhance their language learning experiences, which is a tribute to language teachers’ 

teaching abilities. What this translates into for second and foreign language teachers is 

that these pedagogical practices –although unrecognized or unnoticed by some language 

learners- still appear to be at the forefront of language teachers’ minds and are still 

effective practices that may lead to the success of language learners in acquiring a target 

language. This also suggests that language learners cannot know all that everything about 
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what they need from their language teachers although they may have unmistakable 

expectations and perceptions. Teachers do know best and have much to offer language 

learners beyond what students can conjure up in their minds. Thus, the second/foreign 

language classroom should be a composite of both what the learners want, expect, or 

perceive to be good and what language teachers want, know, or believe to be in the best 

interest of their language students’ success.        

 

Implications for Language Programs 
 
Two main implications for second and foreign language programs will be 

discussed based on the findings of this study. The first recommendation is a plea to 

academic second and foreign language programs to consider incorporating their language 

teachers’ and adult learners’ voices and input in the design of their curricula. The second 

suggestion relates to two issues that emerged from the data contributed by two of the 

participating ESL students. The students raised two problems in academic language 

programs, which can have a strong influence on the success of language learners, 

specifically class size and level placement.      

 

VOICES INFLUENCING THE SECOND/FOREIGN LANGUAGE CURRICULUM 

 
The main purpose of this research study was to describe matches and mismatches 

that exist between what ESL teachers want or prefer and what adult ESL learner need or 

expect in their ESL classrooms in order to reach some happy (and practical) medium for 
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both ESL teachers and students. Therefore, I will argue that applying the research 

findings of this study in adult second (and foreign) language programs entails that the 

input of both students and teachers be seriously considered in the design of these 

programs and their curricula.  

Educators and scholars have been calling for the contribution of students (and 

teachers) to curriculum design for nearly a century. Dewey stresses the value of learners’ 

experiences, needs, and interests to curriculum design (1938) and the importance of 

teachers’ roles in incorporating learners’ experiences and interests and in inducing “vital 

and personal” educative experiences (1990, p. 201). Freire (1968) also contends that there 

should exist a dialogue between teachers and students in education in order for there to be 

“authentic” thought, reflection, and action. The absence of such a dialogue, Freire 

suggests, is a form of oppression and a violation of people’s (both learners’ and 

teachers’) humanity and freedom. In recent years, educators have continued to call for a 

consideration of learners’ needs and experiences in pedagogical and curricular 

design/reform particularly as influenced by their racial, ethnic, gender, and/or social-class 

backgrounds (e.g., Bohn & Sleeter, 2000; Ladson-Billings, 1994, 1995a, 1995b; Sleeter, 

2000, 2001; Valenzuela, 1999). Yet in spite of the long-established history and 

perseverance of such calls for change, these pleas continue to be unheeded both in 

general education and in second language teaching settings.  

Some ESL researchers, for example, have documented the existing conflict 

between ESL students’ linguistic and cultural backgrounds and the demands of academic 

programs at the college and university levels; nevertheless, most adopt an 
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accommodationist philosophy and suggest (in spite of their research findings) that EAP 

programs should help students succeed under existing curricula as it is “unrealistic” to 

expect universities to adapt to the languages, cultures, and world views of nonnative-

speakers (Benesch, 1993). Thus, these researchers appear to support the view that the 

goal of EAP curricula should be solely to assimilate ESL students into US academic 

society and to prepare them for their future careers. They argue as well that it would be 

pointless to adopt democratic practices such as negotiating with students since such 

practices are rarely the norm in mainstream academic programs (Benesch, 1993). 

However, some argue that the actual reason behind such an accommodationist approach 

to EAP curricula is the marginal status of both ESL faculty and ESL students in the world 

of academia (Auerbach, 1991). In addition, others maintain that academic ESL program 

and curricular designs are influenced (at least partly) by state funding and/or educational 

policies with funding having a stronger influence. Ignash (1995) for example, found that 

some colleges/universities receive more funding for remedial/developmental ESL courses 

or ESL courses offered for institutional non-transfer, non-degree applicable credit than 

for ESL courses offered as “regular” academic courses (e.g., foreign language 

coursework such as French 101). Thus, administrators in some academic ESL programs 

have little incentive to change the remedial/developmental status of ESL courses when 

this translates as loss of considerable revenue for their institutions. The implications of 

such policies for ESL students enrolled in such programs could be that these students are 

actually being tracked away from further education and hence from upward social 

mobility (Ignash, 1995).      
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At the same time, the trend in the discourse on the design of second/foreign 

language curricula has been towards a discussion of the content and materials (e.g., 

adopting a communicative language teaching approach18 versus a grammar-oriented 

curriculum, etc.). Sauvé (1989) reasons that such a discourse means that educators are 

engaged in training rather than educating second language students. Education to Sauvé 

(1989) entails empowering language learners to “take increased control over the direction 

of their own lives” (p. 122). Thus, by tracking students in the way described by Ignash 

(1995), English for academic purposes programs are in effect disempowering ESL 

students.  

In short, it appears that in the design of second language programs and curricula 

the voices of students in particular (and to an extent, the voices of teachers) are rarely 

heard. Teachers have little input on what they teach and how they teach it as a result of 

their powerless status, educational policies, funding, and/or departmental demands, and 

students are told what they “need” to learn and how they should learn it. However, 

deciding what is best for teachers and students should be left, in my opinion, to teachers 

and students. It is my hope that this research will be a step in that direction, i.e. in the 

direction of empowering language teachers and students and lending them voice.      

 

 

                                                 
18 Some of the basic features of these approaches include emphasizing that learners be able to communicate via 
interacting in the target language (i.e. English), linking language learning in the classroom with language use outside 
the classroom, and using “authentic” materials (Brown, 1994; Larsen-Freeman, 1986). 
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Implications for Language Teacher Training Programs 
 

 
In addition to the obvious implication that language teacher training programs 

should consider adding to their curricula discussions of the value of language teacher and 

student perceptions as well as including discussions of the practices and individual 

differences of good language teachers, there are two additional issues that arose from the 

data with clear implications for language teacher training programs and departments. 

First, I will present some of the arguments regarding whether or not good language 

teachers are born or made and the relation of this question to the debate concerning 

whether language teaching is an art or science. Second, I will address the erroneous belief 

shared by some of the participating students that good language teachers are by necessity 

native speakers of the target language. Both matters are relevant for language teacher 

training departments and programs as such considerations are often at the forefront of 

teacher trainees’ minds. Suggestions for language teacher training programs will then be 

specified.  

 

ARE GOOD LANGUAGE TEACHERS BORN OR MADE? 

 
The question of whether successful language teachers are born or made relates in 

my mind –albeit indirectly- to the question of whether teaching language is an art or a 

science. It may be argued that by asking if good language teachers are born, we are 

simultaneously asking if the language teacher is an artist; and by asking whether a good 
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language teacher is made, we are also asking whether that teacher learned the “science” 

of language teaching. Arguing that good language teachers are born is in essence an 

argument for a consideration of language teaching as an art as most successful artists are 

born inherently talented. Similarly, stating that good language teachers are made is 

supportive of the belief that language teaching is a science, i.e. knowledge that is 

potentially learned or acquired. The participating ESL teachers in this study indirectly 

raised these questions in their discussions of how they view successful language teachers 

as creative artists while at the same time enumerating practices that successful language 

teachers use, which they had learned either during their training as language teachers or 

from experimenting in their classrooms to find what works for students. Some of the 

student participants in this study also in some way touched on these issues in their 

arguments depicting good language teachers as being creative artists with many ideas and 

interesting activities, but at the same time they described good language teachers as those 

who have acquired great knowledge about the target language and how to teach it well. 

The debate on whether teaching in general and language teaching in particular is 

an art or science has been ongoing for decades. And, according to Ornstein (1986) the 

reason why there have been no decisive definitions of good teaching is this ongoing, 

unresolved debate as to whether teaching is an art or science. With regard to language 

teaching specifically, much of the debate has taken place within the filed of teaching 

English as a second or foreign language. The general consensus appears to be that 

language teaching is part art, part science (Ornstein, 1986; Tucker, 2000). It is important 

to explain here what is meant by the terms “art” and “science” in the field of language 
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learning and teaching. Art is defined as incorporating the elements of creativity, 

enthusiasm, imagination, and intuition of teaching language (Shohamy, 2000). Science, 

on the other hand, has undergone a transformation in its definition in the field from being 

a way of seeking a single reality or truth to a method of seeking multiple truths 

determined by different communities and/or individuals. The goals of science in language 

education is no longer to prove or disprove or to predict; rather its goals are to “interpret, 

understand and gain insights into specific contexts as exemplified between the researcher 

and that which is researched, often in a form of a dialogue” (Shohamy, 2000, p. 12). At 

the same time, science in an integral component of art as artists often use principled 

techniques and technologies, therefore, the dichotomy is not a clear one, hence the 

consensus that language teaching draws from both art and science (Shohamy, 2000).  

What does all of this mean for language teacher preparation programs? It means 

that both the art and science of language teaching are teachable and learnable. It means 

that good language teachers may be born, but exceptionally good teachers are “made” as 

they acquire both art and science and thus know how to best impart target language 

knowledge to their students. It also means that language teacher training programs have a 

great responsibility in capitalizing on their student teachers’ talents and enhancing them 

with knowledge of both the art and science of language teaching.    
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THE NATIVE SPEAKER FALLACY: WHO CAN TEACH LANGUAGE? 

 
The majority of English language teachers in the world are non-native speakers of 

the language (Matsuda & Matsuda, 2001). Nevertheless, non-native English-speaking 

teachers generally suffer from much discrimination in employment practices. Native 

language speakers with little experience or training in language teaching are often much 

more likely to be hired than credentialed and experienced non-native speaker teachers 

(Amin, 2000; Braine, 1999; Canagarajah, 1999; Maum, 2002). Such undemocratic 

practices may be attributed to “the native speaker fallacy”, a phrase coined by Phillipson 

(1996), which refers to the belief that the ideal language teacher is a native speaker.  

The debate on who can teach language and who makes a better language teacher, 

a native speaker or a nonnative speaker, has been deliberated by educators for quite some 

time (as early as the 1960s or perhaps even earlier) and continues to be a matter of 

contention particularly in the field of teaching English as a second language (Maum, 

2002). As well, a debate persists regarding the terminological distinction between native 

and non-native speaker language teachers. Proponents argue that the dichotomy is 

necessary and enhances the strengths and unique qualities of each group, while opponents 

(e.g., Medgyes, 1992) maintain that such differentiation only serves to perpetuate “the 

dominance of the native speaker in the ELT profession and contributes to discrimination 

in hiring practices” (Maum, 2002, p. 1). Valdés (1991) adds another dimension to these 

ensuing debates by arguing that the discrimination faced by non-native speaker language 

teaching professionals often robs them from “the higher reaches of power within [their 
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language] department[s]” and by adding a third facet to the divaricating terminology, 

namely native speakers of a nonprestigious variety of the target language who often 

confront the same intolerant and undemocratic hiring practices experienced by non-native 

speakers of the language (p. 11). 

Not only is the native speaker fallacy a problem for language educators, the issue 

has also found its way into the discourse of language learners who may be affected by the 

negative attitudes expressed towards non-native speaker language teachers (Valdés 

1991). Whether these students are learning the target language to become future teachers 

of the L2 or whether they are simply acquiring the language for other gains, the 

underlying assumption of many of these students is that a native speaker of the target 

language is a better teacher of the language, or they hold the even more extreme notion 

that the native language speaker is the only one who can teach the target language. 

Language teachers in training who are non-native speakers of the target language may be 

led to believe by the hegemony of the native speaker fallacy that they will never learn the 

target language well enough to teach it (Valdés 1991). These beliefs regarding the fallacy 

were echoed by a few (30%) of the ESL student participants in this study who stressed 

that a native speaker teacher is by default a good ESL teacher.  

What these students and educators in general appear to be unaware of are the 

many strengths of the non-native language teaching professional, which include first-

hand experience in learning the target language as a second (or third or fourth, etc.) 

language and hence a keen sensitivity for what learners of that language need 

linguistically and/or culturally (Maum, 2002). Furthermore, a non-native speaker 
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language teacher who shares the same L1 with her/his students has a high advantage over 

other teachers in that the non-native speaker teacher has  developed while learning the 

target language an acute awareness of the (cultural and linguistic) differences that exist 

between learners’ L1 and the target language and thus has an ability to anticipate 

students’ problems in learning the L2 and are better able to help them learn the target 

language (Auerbach, 1993; Maum, 2002; McNeill, 1994).  

Therefore, what language teacher training programs should take into 

consideration is the strengths of the non-native speaker language teacher and thus 

capitalize on these assets and enhance them through training and preparation courses. 

Non-native language teachers are advised to be prepared to address the native speaker 

fallacy in their foreign language classrooms since their students may be firm believers in 

the fallacy. Finally, language programs should consider revising their hiring policies by 

taking into account among their criteria for employment of language teachers the unique 

strengths of non-native speaker teachers and by focusing their searches for new teachers 

on finding good teachers regardless of their native or non-native speaker status.   

    

REFLECTIONS ON THE RESEARCH PROCESS: LESSONS LEARNED 
 

 
In this section, I reflect on the process of research and the procedures I used as 

well as explain the lessons I learned from conducting this study. I also detail some of the 

unexpected issues I faced in the course of completing the research. My purpose here is to 

alert researchers who may undertake similar studies in the future to some of the possible 
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concerns that are inherent in second and foreign language research so that they may be 

better prepared than I was to deal with these matters.  

One problem that I did not foresee in this study was the high mobility of the 

participating ESL students that is only to be expected of international students. All of the 

participating students in this study were international students who had moved to the US 

on a temporary basis either to study the English language (e.g. as was the case with 

Andrew) or to pursue graduate or undergraduate degrees in their various fields of study. 

Some of these participants were not even sure how long they would be staying in the US 

as in the cases of Risa and Kate who had moved to the US from Japan to be with their 

husbands whose jobs had relocated them to Texas for a period of time that they were told 

may stretch anywhere from one to three years. Risa and Kate informed me that their 

husbands’ company may ask them to return to Japan at any time with no more than a 

week’s notice. Furthermore, most of the student participants had plans to return to their 

home countries at some point and expressed no intention to remain in the US any longer 

than it was necessary for them to complete their studies. 

Accordingly, I was unprepared for the possibility that some of the participating 

students would leave for their home countries during the course of the study so that in 

one case (i.e. that of Jesús), the interview protocol could not be completed as the 

interviewee returned to Mexico before the final one-on-one interview could be 

completed. In other cases (i.e. the cases of Pepe and Andrew), the participants left 

immediately following the completion of the interview protocol, and thus it was not 

possible to contact them for further clarifications or follow-up questions that emerged 
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from the analysis of the data they provided. The analysis of the data was also affected by 

this mobility.  

My intention was to analyze each interview after it was conducted and to have a 

preliminary analysis of each interview and a preliminary cross-analysis of participant 

interviews (i.e. those completed up to that point in time) done before the following 

interview was to take place. The purpose of this was to enable me to begin to identify 

issues or themes on which to later follow-up and further explore with participants. 

However, because some of the participants had tight schedules dictated by their imminent 

departure from the country, I had to step up the pace of the interview procedure and 

complete some of the interviews without having completed a preliminary analysis of any 

kind. It is my belief that a more in-depth analysis would have resulted if the student 

participants’ time had allowed for interviews to be spaced further apart as had been 

originally planned. That said, the analysis of the data should not be considered to be 

lacking or incomplete due to this limitation; rather it was carried out with great care. 

However, readers should keep in mind that certain categories or themes could have been 

addressed in much more detail had participant mobility and time constraints not 

interfered. 

Another unforeseen issue relates to the analysis of the data based on the student 

participants’ cultural backgrounds. In retrospect, finding participants from diverse 

ethnicities more representative of the population of ESL learners in central Texas (e.g., 

students from a Korean or Mexican background) would have been ideal, and a more 
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balanced recruitment of participants (in number, gender, and background) would have 

probably yielded more varied data and categories.   

Although there is much that I would change if I had the chance to go back and 

redo this study, I still believe that the findings of this study are of value to language 

teachers despite these limitations because the results –hopefully- provide a glimpse into 

the minds of our learners and teachers.   

 

FURTHER RESEARCH NEEDED: LESSONS TO BE LEARNED 
 

 
Researchers in the field of second and foreign language education have done very 

well in eliciting teachers’ and students’ perceptions about language learning and teaching 

(Barcelos, 2000). Extensive research has been carried out regarding language learners’ 

acquisition strategies (e.g., Horwitz, 1987), affective aspects of language learning (e.g., 

Arnold, 1999; Horwitz, 2001; Wenden & Rubin, 1987), successful methods of language 

teaching (e.g., Larsen-Freeman, 1986), assessment of language learning (e.g., Bachman 

& Palmer, 1996; Barr-Harrison & Horwitz, 1994; Hancock, 1994) as well as countless 

other key issues. However, the field literature is lacking with regard to research on good 

language teachers, that is., who they are, what they do in and outside of class, and what 

their students think of them. In view of that, what appears to be needed in future studies 

is more extensive research focusing specifically on good language teachers (their 

classroom practices, attitudes, and motivations) as well as language learners’ perceptions 

of these teachers. In other words, more research is needed in which language teachers’ 
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and learners’ voices are elicited and heard with regard to their perceptions of good 

language teachers, particularly since this and other studies (e.g., Barcelos, 2000; Levy & 

Wubbles, 1992) have demonstrated that teachers’ and students’ perceptions do not always 

match. 

As well, more research is needed in this area that particularly adopts a qualitative 

methodology seeing that many previous studies of teacher effectiveness and 

teacher/student perceptions have been quantitative in nature. Qualitative studies, as 

discussed above, provide an emic (or insider’s) perspective on individuals, phenomena, 

and groups (Watson-Gegeo, 1988). In other words, what is needed in the literature is 

more research from the language learner’s perspective on good language teachers and 

teaching since these individuals are the “insiders,” i.e. they are the ones on the receiving 

end of what language teachers do in the classroom, the curriculum they implement, and 

the teaching approaches they adopt. Qualitative research and methodologies also 

emphasize that the participants’ voices (as opposed to the researcher’s voice) be heard 

(Bailey & Nunan, 1996). Again, this provides an emic vantage point and hence may as 

well yield results that differ substantially from those that may be attained via quantitative 

research methodologies in which the analysis and interpretation of data takes place from 

an etic (or outsider’s) perspective.   

Finally, an area of untapped research, which language researchers may wish to 

consider in the future, is that of L2 interviews and interviewing non-native speakers. The 

literature on interviewing has thus far presented strategies and suggestions for attempting 

to bridge the cultural and socio-economic gaps that may exist between interviewers and 



 191

interviewees in L1 interviews such as age, gender, race, class, and many others 

differences (Seidman, 1998). What is yet to be discussed is a consideration of the cultural 

and linguistic gaps that exist between interviewers and interviewees in L2 interviews.  

  

FINAL REMARKS 
 

 
What I wish readers to take away from this study is an awareness of the power of 

perceptions in the language classroom and hence the importance of listening to both 

teachers and learners. If anything, this study has demonstrated that what adult language 

learners believe they need and what their teachers think they need do not always 

correspond. Thus, teachers should familiarize themselves with their adult students’ 

perceptions and vice versa, and ESL programs should employ these matches and 

mismatches in perceptions to the benefit of language learners so that they may be better 

able to acquire the language. This is not to say, however, that language teaching is similar 

to the restaurant business where the customer (or the adult language learner) is always 

right, but I what I am arguing for here is that the customer’s perspective is valuable and 

perhaps just as valuable as that of the service providers (i.e. the teachers and the 

programs for which they work). And, their perspectives change depending on so many 

variables such as context, cultural background and possibly even gender and age as well 

as many other factors. Thus, it is of the utmost importance to elicit their points of view, 

needs, and expectations (keeping in mind their interlanguage dialects) as they are 

constantly changing from one unique context or class to the next. These customers are 
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not passive receivers of service who will eat just about anything! They are generally 

discerning epicureans who know what they want and what the best “food” tastes like. At 

the same time, language teachers should tempt these gourmets with a buffet of 

opportunities, activities, and behaviors based on their professional knowledge and 

experience in order to provide learners with choices from which they can find what suits 

them best as individuals. Students’ perceptions are based on what they know, where they 

are from, and the experiences they have had, thus they cannot ask for something they do 

not know exists or something that they have not yet tried. In other words, even though 

connoisseurs and “foodies” know what they like and what their dietary needs and 

expectations are, they still like to try something new once in a while and add to their 

gastronomic repertoire with the help of a “good” chef.  
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Appendix A 

ESL Student Interview Guide 

 
 

1st one-on-one Interview 
 

1. Tell me three things that you liked the most about your ESL classes in your home 
country? (Why?)  

2. Tell me three things that you liked the least about your ESL classes in your home 
country? (Why?) 

3. How did you feel about the way English was taught in your home country? 
4. Have you ever disagreed with one of your ESL teachers? What did you do? 

(Why?)  
5. Who do you think was a good (or bad) ESL teacher (you don’t have to give a 

name)? What do you think made this teacher good (or bad)? 
 

 
Focus Group Interview 

 
1. What are the things that you like the most/the least about your ESL teachers in the 

US? (Why?) 
2. What are the similarities and differences you see in your experiences learning 

English in your home countries and in the US? 
3. What do you do when you disagree with you ESL teachers? (Why?)  
4. How would you describe an ideal ESL teacher? Tell me three things that every 

ESL teacher should do. 
 

 
2nd one-on-one Interview 

 
1. If you could have changed anything about your ESL classes or teachers in your 

home country or in the US what would it have been? 
2. How would you teach English if you were an ESL teacher? 
3. What do you think your relationship with your students would be like? 
4. What would you do if your students disagreed with you? 
5. These are some of the comments that ESL teachers have made about good ESL 

teachers. Do you agree/disagree with them? (Why?) 
6. How do you see your future in continuing to learn English? What are your plans? 
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Appendix B 

ESL Teacher Interview Guide 

 
 
 

1st one-on-one Interview 
 

1. How would you describe the relationships you have had with your ESL students 
in the past? 

2. How do you envision an “ideal” ESL student to be like? (Why?) 
3. How would you describe an effective ESL teacher? 
4. Tell me three things that every ESL teacher should do? 

 
 

Focus Group Interview 
 

1. In your collective experience, what makes an ESL teacher effective or 
ineffective? 

2. If you were ESL students, what would you change about the way ESL is taught? 
3. Based on your past and present ESL teaching experiences, what do you think your 

ESL students need/want the most form you as teachers? What do you think your 
ESL students need the least of? 

 
 

2nd one-on-one Interview 
 

1. What is the role of negotiation in your classroom? How do you usually handle 
negotiations with your ESL students? 

2. Have you and your student(s) ever disagreed on the way you taught in class?  
a. How did you feel? 
b. How do you think the student(s) felt? 
c. What did you do in this situation? 

3. How do you see your future in teaching ESL? What are your plans? 
4. How do you respond to these statements made by ESL students about effective 

ESL teachers? Do you agree or disagree with them? (Why?) 
 
 
 
 
 
 



 196

References 
 

Aagard, L., & Skidmore, R. (2002). Preservice teacher perceptions of their best and 
worst K-12 teachers. Paper presented at the 29th Annual Meeting of the Mid-
South Educational Research Association. Chattanooga, TN, November 6-8, 2002. 

Alatis, J. E. (1992). State University System of Florida Foreign Language and Linguistics 
Program Review. Report No. FL020250), Tallahassee, FL: Florida State 
University. (ERIC Document Reproduction Service No.  ED344467). 

Allen, E. A. (1959). Attitudes to school and teacher in a secondary modern school. M.A. 
Thesis, University of London. 

Allinder, R. M. (1994). The relationship between efficacy and the instructional practices 
of special education teachers and consultants. Teacher Education & Special 
Education, 17, 86-95. 

Alton, M. Z. (1997). The culture of the English language teacher in an EFL context. 
Paper presented at the 31st Annual Meeting of the Teachers of English to Speakers 
of Other Languages. Orlando, FL, March 11-15, 1997. 

Alvesson, M. & Skoldberg, K. (2000) Reflexive Methodology: new vistas for qualitative 
research. London: Sage. 

Amin, N. (2000). Negotiating nativism: Minority immigrant women ESL teachers and the 
native speaker construct (Doctoral dissertation, University of Toronto, Canada, 
2001). Dissertation Abstracts International, 61, A 4579. 

Anderson, B. A., Silver, B. D., & Abramson, P. R. (1988). The effects of race of the 
interviewer on measures of electoral participation by blacks in SRC national 
election studies. Public Opinion Quarterly, 52 (1), 53-83 

Antunez, B. (2002). The Preparation and Professional Development of Teachers of 
English Language Learners. (Report No. EDO-SP-2002-01), Washington, DC:  
Office of Educational Research and Improvement. (ERIC Document 
Reproduction Service No.  ED477724). 

Aries, E. (1987). Gender and communication. In P. Shaver (Ed.), Sex and gender 
(pp.149-176). Newbury Park, CA: Sage. 

Arnold, J. (Ed.) (1999). Affect in language learning. Cambridge: Cambridge University 
Press. 

Athanases, S. Z., & Brice Heath, S. (1995). Ethnography in the study of the teachingand 
learning of English. Research in the Teaching of English, 29 (3), 263-287. 

Auerbach, E. R. (1991). Politics, pedagogy, and professionalism: Challenging 
marginalization in ESL. College ESL, 1 (1), 1-9.  



 197

August, D. & Hakuta, K. (Eds.). (1997). Improving schooling for language minority 
children: A research agenda. Washington, D.C.: National Academic Press.  

Bachman, L., & Palmer, A. (1996). Language testing in practice. Oxford: Oxford 
University Press.  

 

Bailey, K. M., & Nunan, D. (Eds.). (1996). Voices from the language classroom: 
Qualitative research in second language education. Cambridge, UK: Cambridge 
University Press. 

Bandura, A. (1982). Self-efficacy mechanism in human agency. American Psychologist, 
37, 122-147. 

Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 
Educational Psychologist, 28 (2), 117-148. 

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. H. Freeman. 

Barcelos, A. M. F. (2000). Understanding teachers’ and students’ language learning 
beliefs in experience: A Deweyan approach (Doctoral dissertation, The University 
of Alabama, 2000). Dissertation Abstract International, 917, AAT 9966679.  

Barkhuisen, G. P. (1998). Discovering learners’ perceptions of ESL classroom 
teaching/learning activities in a South African context. TESOL Quarterly, 32 (1), 
85-107. 

Barnes, G. V. (2000). Self-efficacy and teacher effectiveness. Journal of String Research 
[Online], 1. Available: http://arts.music.arizona.edu/jsr/jsrhome/index.html 

Barr-Harrison, P., & Horwitz, E. K. (1994). Affective considerations in developing 
language tests for secondary students. In C. Hancock (Ed.) 1994 Reports of the 
Northeast Conference of Foreign Language Teachers, 1994, 183-210.  

Beer, D.W. (1997). “There’s a certain slant of light”: The experience of discovery in 
qualitative interviewing. The Occupational Therapy Journal of Research, 17 (2), 
110-129. 

Beishuizen, J. J., Hof, E., Van Putten, C. M., Bouwmeester, S., & Asscher, J.J. (2001). 
Students' and teachers' cognitions about good teachers. British Journal of 
Educational Psychology, 71 (2), 185-201. 

Bell, C., & Roberts, H. (Eds.). (1984). Social researching: Politics, problems, practice. 
London: Routledge & Kegan Paul. 

Benbunan, R. (1997). Effects of computer-mediated communication systems on learning, 
performance, and satisfaction: A comparison of groups and individuals solving 
ethical case scenarios (Doctoral dissertation, Rutgers University, 1997). 
Dissertation Abstracts International, 58 (04), 1139. (University Microfilm No. 
AAT 9729583). 



 198

Benesch, S. (1993). ESL ideology, and the politics of pragmatism. TESOL Quarterly. 27 
(4). 705-716. 

Berliner, D. (1987). Simple views of effective teaching and a simple theory of classroom 
instruction. In D. Berliner & B. Rosenshine (Eds.), Talks to teachers (Pp. 93-110). 
New York: Random House. 

Berg, B. L. (2001). Qualitative research methods for the social sciences (4th ed.). 
London: Allyn & Bacon. 

Bohn, A., & Sleeter, C. (2000). Multicultural education and the standards movement. Phi 
Delta Kappan, 82 (2), 156. 

Boomer, G., et al. (Eds). (1992). Negotiating the curriculum: Educating for the 21st 
century. London: Falmer Press. 

Borich, G. D. (1986). Paradigms of teacher effectiveness research: Their relationship to 
the concept of effective teaching. Education and Urban Society, 18 (2), 143-167. 

Braine, G. (Ed.). (1999). Non-Native Educators in English Language Teaching. New 
Jersey: Lawrence Erlbaum Associates 

Brophy, J. E., & Good, T. L. (1986). Teacher behavior and student achievement. In M.C. 
Wittrock (Ed.), Handbook of Research on Teaching (3rd ed.) (Pp. 328-357). New 
York: MacMillan. 

Brosh, H. (1996). Perceived Characteristics of an Effective Language Teacher. Foreign 
Language Annals, 29 (2), 125-38 

Brousseau, B. A, Book, C., & Byers, J. L. (1988). Teacher beliefs and the cultures of 
teaching. Journal of Teacher Education, 36 (6), 33-39.  

Brown, H. D. (1994). Principles of language learning and teaching. Englewood Cliffs, 
NJ: Prentice-Hall. 

Brumfit, C. (2002). Global English and language teaching in the twenty-first century. 
(Report No. CLE-OP-59), Southhampton, England: Center for Language 
Education, University of Southhampton. (ERIC Document Reproduction Service 
No. ED-477-223). 

Buchanan, S. (2001). Freeing their spirits: The experiences of an ESL teacher. Paths of 
Learning: Options for Families & Communities, 10, 20-22. 

Buhler, J. H., & Roebuck, F. N. (1987). Effects of legislated educational reforms on in-
service teachers’ perceptions of self, students, and career. Paper presented at the 
Annual Meeting of the Association of Teacher Educators. Houston, TX. February 
22-26, 1987. 

Burke, J. (1991). What will students remember? Educational Leadership, 49 (3), 96. 



 199

Burns, A. (1996). Starting all over again: From teaching adults to teaching beginners. In 
D. Freeman & R. Richards (Eds.), Teacher learning in language teaching (Pp. 54-
177). Cambridge: Cambridge University Press. 

Busier, H., Clark, K. A., Esch, R. A., Glesne, C., Pigeon, Y., & Tarule, J. M. (1997). 
Intimacy in research. Qualitative Studies in Education, 10 (2), 165-170. 

Butler, S. & Roesel, K. (1991). Students' Perceptions of Male Teachers: Effects of 
Teachers' Dress and Students' Characteristics. Perceptual and Motor Skills, 73, 
943-951. 

Calderhead, J. & Robson, M. (1991). Images of teaching: Student teachers’ early 
conceptions of classroom practice. Teaching and Teacher Education, 7, 1-8. 

Canagarajah, S. (1999). Interrogating the “native speaker fallacy”: Non-linguistic roots, 
non-pedagogical results. In G. Braine (Ed.), Non-native educators in English 
language teaching (pp. 77-92). Mahwah, NJ: Erlbaum. 

Carson, B. H. (1996). Thirty years of stories: The professor’s place in student memories. 
Change, 28 (6). 10-17. 

Christensen, T. (1994).  Large Classes and Their Influence on Language Teaching. 
Journal of Hokusei Junior College, 30, 121-129 

Christison, M. A., & Karhnke, K. J. (1986). Student perceptions of academic language 
study. TESOL Quarterly, 20 (1), 61-81. 

Clark, C.M. (1988). Asking the right questions about teacher preparation: Contributions 
of research on teacher thinking. Educational Researcher, 17 (2) 5-12. 

Cochran, C. E. (1985). Effective Practices for Bilingual/ESL Teachers. Classroom 
Strategies for Limited English Proficient Students.  (Report No. FL018136), New 
Jersey: New Jersey State Dept. of Education, Trenton. Div. of 
Compensatory/Bilingual Education. (ERIC Document Reproduction Service No.  
ED310630). 

Coffey, A. (1996). The power of accounts: Authority and authorship in ethnography. 
Qualitative Studies in Education, 9 (1), 61-74. 

Cotterill, P. (1992). Interviewing women: Issues of friendship, vulnerability, and power.  
Women’s Studies International Forum, 15 (2), 593-606. 

Craig, B. (1997). Negotiating discourse expectations in an English as a foreign language 
classroom. Hong Kong Journal of Applied Linguistics, 2 (1), 1-22. 

Cruickshank, D. (1987). Reflective Teaching: The Preparation of Students of Teaching. 
Reston, VA: The Association of Teacher Educators. 

Cruickshank, D. R., & Haefele, D. (2001). Good teachers, plural. Educational 
Leadership, 58 (5), 26-30. 



 200

Crystal, D. (1997). English as a global language. Cambridge: Cambridge University 
Press. 

D’Ailly, H. (2002). A cross-cultural study on autonomy and perceived control in 
learning. Paper presented at the 110th Annual Meeting of the American 
Psychological Association, Chicago, IL. August 22-25. 

Dana, N. F., Dana, T. M., Thomas, D., & Tippi. D. J. (1992). Qualitative Interviewing 
and the Art of Questioning: Promises, Possibilities, Problems, and Pitfalls. Paper 
presented at the Qualitative Research in Education Conference (Athens, GA, 
January 1992). 

Darling-Hammond, L., Wise, A., & Pease, S. (1983). Teacher evaluation in the 
organizational context: A review of the literature. Review of Educational 
Research, 53(3), 285-328. 

Delpit, L. (1996). Other Peoples’ Children: Cultural Conflict in the Classroom. New 
York: The New Press. 

Delso, D. L. (1993). What good teachers do: A qualitative study of experienced 
Oklahoma teachers’ views on effective teaching. (Doctoral dissertation, The 
University of Tulsa, 1993). Dissertation Abstract International, 2986, AAT 
9400130. 

Dewey, J. (1938). Experience and education. New York: The Macmillan Company. 

Dodd, A. W. (1994). Learning to read the classroom: The stages leading to teacher self-
actualization. Northwords, 4, 13-26. 

Dodd, A. W. (1995). Engaging students: What I learned along the way. Educational 
Leadership, 53 (1), 65-69.  

Dovidio, J. F., Ellyson, S. L., Keating, C. F., Heltman, K., & Brown, C. F. (1988). The 
relationship of social power to visual displays of dominance between men and 
women. Journal of Personality and Social Psychology, 54, 233-42. 

Drake, L. E. (2001). The culture-negotiation link: integrative and distributive bargaining 
through an intercultural communication lens. Human Communication Research, 
27 (3), 317-349. 

Eble, K. (1988). The craft of teaching. (2nd ed.). San Francisco: Jossey-Bass. 

Edge, J. & Richards, K. (1998). May I see your warrant please? Justifying outcomes in 
qualitative research. Applied Linguistics, 19 (3), 334-356. 

Eisner, E. W. (1983). On the Relationship of Conception to Representation. Art 
Education. 36 (2), 22-27. 

Eisner, E. W. (1985). The educational imagination: On the design and evaluation of 
school programs. New York: Macmillan. 



 201

Eisner, E. W. (1997). The promise and perils of alternative forms of data representation. 
Educational Researcher, 26 (6), 4-10. 

Eisner, E. W. (1998). The enlightened eye: Qualitative inquiry and the enhancement of 
educational practice. Upper Saddle River, NJ: Prentice-Hall. 

Evans, J. F. (2002). Effective Teachers: An investigation from the perspective of 
elementary school students. Action in Teacher Education, 24 (3), 51-62. 

Fedderson, C. H. (2003). African-American students’ perceptions of caring teachers. 
Paper presented at the 3rd Annual Ohio Graduate Student and Faculty 
Conference. Miami University. March 22, 2003. 

Feldman, K. A. (1988). Effective college teaching from the students’ and faculty’s view: 
Matched or mismatched priorities? Research in Higher Education, 28, 291-344. 

Finch, J. (1984). ‘It’s great having someone to talk to’: The ethics and politics of 
interviewing women. In C. Bell & H. Roberts (Eds.), Social researching: Politics, 
problems, practice (pp. 70-87). London: Routledge & Kegan Paul. 

Freire, P. (1970). Pedagogy of the oppressed. (M. Bergman Ramos, Trans.) New York: 
Herder & Herder. Original work published 1968). 

Gabrielatos, C. (2002). The shape of the language teacher. Paper presented at the 36th 
Annual International Association of Teachers of English as a Foreign Language 
Conference. York, England. March 23-27, 2002. 

Gage, N. L. (1978). The scientific basis of the art of teaching. New York: Teachers 
College Press.  

Gamarnikow, E., Morgan, D., Purvis, J., & Taylorson, D. (Eds.). (1983). The public and 
the private. London: Heinemann. 

Gardner, R. C. (1985). Social psychology and second language learning: The role of 
attitudes and motivation. London: Edward Arnold.  

Garrott, C. L. (2002). The Relationship between Nonverbal Immediacy, Caring and L2 
Student Learning (Spanish). (ERIC Document Reproduction Service No.  
ED467736). 

Geok, L. C. (1997). Successful intercultural negotiations: A matter of attitude. Journal of 
Language for International Business, 8 (1), 19-31. 

Glasser, W. (1990). The quality school: Managing students without coercion. New York: 
Harper Collins Publishers. 

Glassman, M. (2001). Dewy & Vygotsky; society experience, and in educational practice. 
Educational Researcher, 30 (4), 3-14. 

Glesne, C. (1999). Becoming qualitative researchers: An introduction (2nd ed.). New 
York: Longman. 



 202

Goodman, J. (1988). Constructing a practical philosophy of teaching: A study of 
preservice teachers’ professional perspectives. Teaching and Teacher Education, 
4, 121-137. 

Goldstein, L.S. (1998). More than gentle smiles and warm hugs: Applying the ethic of 
care to early childhood education. The Journal of Research in Childhood 
Education, 12 (2), 244-261.  

Goldstein, T. (1995). Interviewing in a multicultural multilingual setting. TESOL 
Quarterly, 29, 587-593. 

Gore, J. (1993). The struggle for pedagogies: Critical and feminist discourses as regimes 
of truth. London: Routledge. 

Graddol, D. (1997). The future of English. London: The British Council. 

Graham, H. (1983). Do her answers fit his questions? Women and the survey method. In 
E. Gamarnikow, D. Morgan, J. Purvis, & D. Taylorson (Eds.), The public and the 
private (pp. 132-146). London: Heinemann. 

Green, S. (Ed.). (2000). New perspectives on teaching and learning modern languages. 
Clevedon: Multilingual Matters. 

Guba, E. G., & Lincoln, Y. S. (1982). Epistemological and methodological bases of 
naturalistic inquiry. ECTJ, 30 (4), 233-252.  

Hall, J. A. (1987). On explaining gender differences: The case of nonverbal 
communication. In P. Shaver & C. Hendricks (Eds.), Sex and gender (pp. 177-
200). Newbury Park, CA: Sage. 

Hammersley, M. (2000). The relevance of qualitative research. Oxford Review of 
Education, 26 (3 &4), 393-405. 

Hancock, C.R. (Ed.). (1994). Teaching, testing, and assessing: Making the connection. 
Northeast Conference Reports. Lincolnwood, IL: National Textbook Co. 

Hawley, D. C., & Oates, M. D. Real language: A gateway to cultural identification. 
Paper presented at the 15th Annual Central States Conference on the Teaching of 
Foreign Languages, St. Louis, MO. 1983. 

Hynes, L. M. (2001). Reengineering the ESL practitioner for content based instruction. 
Paper presented at the Annual Meeting of the American Association for Applied 
Linguistics, St. Louis, MO. February 24-27, 2001. 

Hofstede, G. (1986). Cultural differences in teaching and learning. International Journal 
of Intercultural Relations, 10, 301-320. 

Holec, H. (1981) Autonomy in foreign language learning. Oxford: Pergamon. (First 
published 1979, Strasbourg: Council of Europe.) 

Heiman, T. (2001). Inclusive schooling: Middle school teachers’ perceptions. School 
Psychology International, 22 (4), 451-462. 



 203

Heinecke, W. F., & Stohl Drier, H. (1998). Research for better classroom practice and 
policy. The Educational Forum, 62, 273-280 

Herod, A. (1993). Gender issues in the use of interviewing as a research method. 
Professional Geographer, 4 (3), 305-317. 

Hollis, A. W. (1935). The personal relationship in teaching. M.A. Thesis, University of 
Birmingham. 

Horwitz, E. K. (1987). Surveying student beliefs about learner strategies. In A. Wenden, 
& J. Rubin (Eds.), Learner strategies in language learning (Pp. 119-129). 
Englewood Cliffs, NJ: Prentice-Hall. 

Horwitz, E. K. (1988). The beliefs about language learning of beginning university 
foreign language students. The Modern Language Journal, 72, 283-294. 

Horwitz, E. K. (1999). Cultural and situational influences on foreign language learners’ 
beliefs about language learning: A review of BALLI studies. System 27, 557-576. 

Horwitz, E. K. (2000). Teachers and students, students and teachers: An ever-evolving 
partnership. The Modern Language Journal, 84, 523-535. 

Horwitz, E. K. (2001). Language Anxiety and Achievement. Annual Review of Applied 
Linguistics, 21, 112-26. 

Ignash, J. M. (1995). Encouraging ESL student persistence: The influence of policy on 
curricular design. Community College Review, 23 (3), 17-34. 

Ilmer, S., Snyder, J., Erbaugh, S., & Kurz, K. (1997). Urban educators’ perceptions of 
successful teaching. Journal of Teacher Education, 48, 379-384. 

Johns, R. N. (1998). The student views the teacher: Investigating student perception in 
assessment of high school teachers (Doctoral dissertation, University of Northern 
Iowa, 1997/1998). Dissertation Abstract International, 4141, AAT 9816937.  

Johnson-bailey, J. (1999). The ties that bind and the shackles that separate: Race, gender, 
class, and color in a research process. Qualitative Studies in Education, 12 (6), 
659-670. 

Kelch, K. (1985). Modified input as an aid to comprehension. Studies in Second 
Language Acquisition 7 (1), 81-90 

Kessels, J. P., & Korthagen, F. A. (1996). The relationship between theory and practice: 
Back to the classics. Educational Researcher, 25 (3), 17-22. 

Kinoshita, A., & Bowman, R. L. (1998). Anxiety levels among Japanese students on 
American campuses: Implications for academic advisers. NACADA Journal, 8 (1), 
27–34. 

Kleinasser, A. M. (2000). Researchers, reflexivity, and good data: Writing to unlearn. 
Theory Into Practice, 39 (3), 155-162. 



 204

Kocoglu, Z. (1997). The role of gender in communication strategy use. Paper presented at 
the 31st Annual Meeting of the Teachers of English to Speakers of Other 
Languages, Orlando, FL, March 11-15, 1997.  

Kohler Riessman, C. (1987). When gender is not enough: Women interviewing women. 
Gender & Society, 1 (2), 172-207. 

Koutsoulis, M. (2003). The Characteristics of the Effective Teacher in Cyprus Public 
High School: The Students' Perspective. Paper presented at the Annual Meeting of 
the American Educational Research Association, Chicago, IL, April 21-25, 2003. 

Kramer, M. W., & pier, P. M. (1997). A holistic examination of students’ perceptions of 
effective and ineffective communication by college teachers. Paper presented at 
the Annual Meeting of the national Communication Association. Chicago, IL, 
November 19-23. 1997. 

Krashen, S. (1981). Second language acquisition and second language learning. Oxford: 
Pergamon Press. 

Kuo. E. W. (2000). English as a Second Language: Program Approaches at Community 
Colleges. (Report No. EDO-JC-99-06), Washington, DC: Office of Educational 
Research and Improvement.  (ERIC Document Reproduction Service No.  
ED447859). 

Kurzet, R. (1997). The Community College First-Line Dean: Management and 
Leadership Skills for Instructional Innovation (Doctoral dissertation, The 
University of Oregon, 1998). Dissertation Abstracts International, 2507, AAT 
9738721.   

Ladson-Billing, G. (1994). The Dreamkeepers: Successful Schooling for African-
American Students. San Francisco: Jossey-Bass Publishers.     

Ladson-Billing, G. (1995a). But that’s just good teaching! The case for culturally relevant 
pedagogy. Theory Into Practice, 34 (3), 159-165. 

Ladson-Billing, G. (1995b). Toward a theory of culturally relevant pedagogy. American 
Educational Research Journal. 32 (3), 465-491. 

Larimer, R.E., &  Schleicher, L. (Eds.). (1999). New ways in using authentic materials in 
the classroom. Alexandria, VA: TESOL. 

Larsen-Freeman, D.. (1986). Techniques and principles in language teaching. Oxford: 
Oxford University Press. 

LeCompte, M. D. (2000). Analyzing qualitative data. Theory Into Practice , 39 (3), 146-
154. 

LeCompte, M. D., & Preissle Goetz, J. (1982). Problems of reliability and validity in 
ethnographic research. Review of Educational Research, 52 (1), 31-60. 



 205

Leki, I., & Carson, J. G. (1994). Students’ perceptions of EAP writing instruction and 
writing needs across the disciplines. TESOL Quarterly, 28 (1), 81-101. 

Levy, J. & Wubbles, T. W. (1992). Student and teacher characteristics and perceptions of 
teacher communication style. Journal of Classroom Interaction, 20, 23-29. 

Limerick, B., Burgess-Limerick, T., & Grace, M. (1996). The politics of interviewing. 
Qualitative Studies in Education, 9 (4), 449-460. 

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Newbury Park, California: 
Sage Publications. 

Long, S. Tuning in to teacher-talk: A second language learner struggles to comprehend. 
Reading: Literacy and Language, 36 (3),113-18 

Lunn, P., & Bishop, A. (2003). ‘To touch a life forever’: A discourse on trainee teacher’ 
perceptions of what it means to be an effective teacher in the primary school. 
Educational Studies, 29 (2-3), 195-206.  

Marsh, H. W., & Roche, L. A. (1997). Making students’ evaluations of teaching 
effectiveness effective: Critical issues of validity, bias, and utility. American 
Psychologist 52, 1187-1197. 

Matsuda, A., & Matsuda, P. K. (2001). Autonomy and collaboration in teacher education: 
Journal sharing among native and nonnative English-speaking teachers. The 
CATESOL Journal, 13(1), 109-121. 

Maum, R. (2002). Nonnative-English-speaking teachers in the English teaching 
profession. Report No. EDO-FL-02-09), Washington, DC: Office of Educational 
Research and Improvement.  (ERIC Document Reproduction Service No.  
ED470982). 

McAllister, G., & Irvine J. J. (2002). The role of empathy in teaching culturally diverse 
students: A qualitative study of teachers’ beliefs. Journal of Teacher Education, 
54 (5), 433-443. 

McCargar, D. F. (1993). Teacher and student role expectations: Cross-cultural differences 
and implications. Modern Language Journal, 77 (2), 192-207. 

McCroskey, J. C. (1992). An introduction to communication in the classroom. Edina, 
Minnesota: Burgess International Group. 

McKeachie, W. J. (1997). Student ratings: The validity of use. American Psychologist, 52 
(11), 1218-1225.  

McKee, L., & O’Brian, M. (1983). Interviewing men: ‘Taking gender seriously’. In E. 
Gamarnikow, D. Morgan, J. Purvis, & D. Taylorson (Eds.), The public and the 
private (pp. 147-161). London: Heinemann. 

McNeill, A. (1994). Some characteristics of native and non-native speaker teachers of 
English (ERIC Document Reproduction Service No. ED 386067). 



 206

Medgyes, P. (1992). Native or non-native: who's worth more? ELT Journal, 46 (4), 340-
349 

Merriam, S. B. (1992). Qualitative research and case study applications in education. 
San Francisco: Jossey-Bass Publishers. 

Merriam, S. B. (1998). Qualitative research and case study applications in education. 
San Francisco, CA: Jossey-Bass Publishers. 

Merriam, S. B., Johnson-Bailey, J., Lee, M., Kee, Y., Nitseane, G., & Muhamad, M. 
(2001). Power and positionality: Negotiating insider/outsider status within and 
across cultures. International journal of Lifelong Education, 20 (5), 405-416. 

Miller, J. L., Dzindolet, M. T., Weinstein, L, Xie, X., & Stones, C. R. (2001). Faculty and 
students’ views of teaching effectiveness in the United States, China, and South 
Africa. Teaching of Psychology, 28, (2), 138-142. 

Moll, L, & Dworin, J. (2001). Exploring biliteracy: Two student case examples of writing 
as a social practice. Elementary School Journal, 191 (4), 435-449. 

Moore, A. B. & Brooks, R. (2000). Learning communities and community development: 
Describing the process. Learning Communities: InternationalJournal of Adult and 
Vocational Learning, 1. Retrieved February 20, 2004, from 
http://pandora.nla.gov.au/pan/20993/20010718/www.crlra.utas.edu.au/journal/con
tents.html 

Morgan, L. Z. (2000). Class Size and Second-Language Instruction at the Post-Secondary 
Level: A Survey of the Literature and a Plea for Further Research. Italica, 77 (4), 
449-72. 

Morrow, V. L. (1991). Teachers’ descriptions of their own teachers that made a 
significant impact on their lives. Education, 112 (1), 96-102. 

Mottet, T. P., & Beebe, S. A. (2000). Emotional contagion in the classroom: An 
examination of how teacher and student emotions are related. Paper presented at 
the 86th Annual Meeting of the National Communication Association, Seattle, 
WA. November 9-12, 2000). 

Mitchel, R. (2002). Foreign language education in an age of global English. Paper 
presented as an inaugural lecture at the University of Southhampton, 
Southhampton, England. February 27, 2002. (ERIC Document Reproduction 
Service No. ED-477-221). 

Myers, C. (1990). Sharing the Power: Facilitating Learner Independence in the Adult 
ESL Classroom. TESL Canada Journal, 8 (1), 77-86. 

Noddings, N. (1984) Caring: A feminine approach to ethics and moral education. 
Berkeley, CA: University of California Press.  



 207

Norton, J. L. (1997). Learning from first year teachers: Characteristics of the effective 
practitioner. Paper presented at Annual Meeting of the Mid-South Educational 
Research Association. Memphis, TN, November 13, 1997. 

Oakley, A. (1981) Interviewing women: A contradiction in terms? In Roberts, H. (Ed.) 
Doing Feminist Research (pp. 30-61). London: Routledge & Kegan Paul. 

Ogden, D. H. (1994). Characteristics of god/effective teachers: Gender differences in 
student descriptions. Paper presented at the Annual Meeting of the Mid-South 
Educational Research Association. Nashville, TN, November 9-11, 1994. 

Omatani, B. J. (1996). Why don’t we ask the clients? Students’ input toward a complete 
picture of teaching. NASSP Bulletin, 80 (557), 112-115. 

Ornstein, A. C. (1986). Education and urban society, 18 (2). 

Oxford, R. L. (1989). "The best and the worst": An exercise to tap perceptions of 
language-learning experiences and strategies. Foreign Language Annals, 22 (5), 
447-54 

Oxford, R. L. (1990). Language learning strategies: What every teacher should know. 
Boston, Massachusetts: Heinle & Heinle. 

Pally, M. (Ed.).  (2000).  Sustained content teaching in academic ESL/EFL:  A practical 
approach.  Boston: Houghton Mifflin.  

Penner, J. G. (1992). Why many college teachers cannot lecture. Illinois: Charles C. 
Thomas. 

Peyton, J. K. (1997). Professional Development of Foreign Language Teachers. (Report 
No. EDO-FL-98-05), Washington, DC: Office of Educational Research and 
Improvement. (ERIC Document Reproduction Service No.  ED-414-768). 

Phillipson, R. (1992). Linguistic imperialism. Oxford: Oxford University Press 

Podell, D., & Soodak, L. (1993). Teacher efficacy and bias in special education referrals. 
Journal of Educational Research, 86, 247-253 

Putnam, R. T., & Borko, H. (2000). What do new views on knowledge and thinking have 
to say about research on teacher training? Educational Researcher, 29, (1), 4-15. 

Putnam, L., & Roloff, M. E. (1992). Communication and negotiation. Newbury Park, 
CA: Sage. 

Reid, J. (1999). Affect in the classroom: Problems, politics, and pragmatics. In J. Arnold 
(Ed.), Affect in language learning (Pp. 297-306). Cambridge: Cambridge 
University Press 

Richard-Amato, P. (2002). Sharing power in the classroom. ESL Magazine, 5 (1), 16-18.  

Richards, J. C., & Lockhart, C. (1994). Reflective teaching in second language 
classrooms. New York, NY: Cambridge University press. 



 208

Richards, J.C., Platt, J., & Platt, H. (1992). Dictionary of Language Teaching and 
Applied Linguistics. Singapore: Longman Singapore Publishers. 

Rowden, G. V., & Carlson, R. E. (1996). Gender issues and students’ perceptions of 
instructors’ immediacy and evaluation of teaching and course. Psychological 
Reports, 78, 835-839. 

Rubin, H. J., & Rubin, I.S. (1995). Qualitative interviewing: The art of hearing data. 
London: Sage. 

Sauvé, V. (1989). Power and presence: Reconceptualizing the work of the ESL teacher. 
TESL Talk, 19 (1), 118-132. 

Scheurich, J. J. (1996). The masks of validity: A deconstructive investigation. Qualitative 
Studies in Education, 9 (1), 49-60. 

Scheurich, J. J. (1997). Research method in the postmodern. Philadelphia, PA: 
RoutledgeFalmer.  

Schwarzer, D. (2001). Noa’s ark: One child’s voyage into multiliteracy. Portsmouth, NH: 
Heinemann 

Seelye, H. 1984. Teaching culture: Strategies for inter-cultural communication. 
Lincolnwood, IL: National Textbook Company. 

Selinker, L. (1972). Interlanguage. International Review of Applied Linguistics 10, 209-
31. 

Seidman, I. (1998). Interviewing as qualitative research: A guide for researchers in 
education and social sciences (2nd ed.). New York: Teachers College Press. 

Shacklock, G., & Smyth, J. (Eds.). (1998). Being reflexive in critical educational and 
social research. London: Falmer Press. 

Shkedi, A. (1998). Teachers’ attitudes towards research: A challenge for qualitative 
researchers. Qualitative Studies In Education, 11 (4), 559-577. 

Shosh, J. (2000). Much ado about negotiation. English Journal, 89 (6), 72-79. 

Shulman, L. S. (1994). Those who understand: Knowledge and growth in teaching. In B. 
Moon & A. Sheldon Mayes (Eds.), Teaching and learning in the secondary 
school. New York: Routledge. 

Silberstein, S. (1983). Language Is Culture: Textbuilding Convention in Oral Narrative. 
In: J. Handscombe (Ed.): On TESOL '83: The Question of Control. Selected 
Papers from the 17th Annual Convention of Teachers of English to Speakers of 
Other Languages, Toronto, Canada. March 15-20, 1983. 

Simon, A. & Boyer, E. G. (1969). Mirrors for behavior: An anthology of classroom 
observation instruments. (Report No. OEC-1-7-062867-3053), Washington, DC: 
National Center for Educational Research and Development. (ERIC Document 
Reproduction Service No. ED-031-613). 



 209

Skamp, K., & Mueller, A. (2001). Student teachers’ conceptions about effective primary 
science teaching: A longitudinal study. International Journal of Science 
Education, 23 (4). 331-351.  

Slavin, R. E. (1990). Cooperative learning theory, research and practice. Needham 
Heights, MA: Allyn & Bacon. 

Sleeter, C. E. (2000). Creating an empowering multicultural curriculum. Race, Gender, & 
Class, 7 (3), 178-196. 

Sleeter, C. E. (2001). Preparing teachers for culturally diverse schools: Research and the 
overwhelming presence of whiteness. Journal of Teacher Education, 52 (2), 94-
106. 

Soodak, L. C., & Podell, D. M. (1993). Teacher efficacy and student problem as factors 
in special education. Journal of special education, 27 (1), 66-81. 

Spratt, M. (1999). How good are we at knowing what learners like? TESOL Quarterly, 
30,281-296. 

Stacey, J. (1988). Can there be a feminist ethnography? Women’s Studies International 
Forum, 11 (1), 21-27. 

Stenlund, K. V. (1995). Teacher perceptions across cultures: The impact of students on 
teacher enthusiasm and discouragement in a cross-cultural context. The Alberta 
Journal of Educational Research, 41 (2), 145-61. 

Tang, C. (1997). The identity of the nonnative ESL teacher: On the power and status of 
nonnative ESL teachers. TESOL Quarterly, 31(3), 577-579. 

Taylor, P. H. (1962). Children’s evaluations of the characteristics of the good teacher. 
British Journal of Educational Psychology, 32, 258-266. 

Teven, J. J. (2001).  The relationships among teacher characteristics and perceived 
caring.  Communication Education, 50, 159-169. 

Teven, J. J., & McCroskey, J. C. (1996). The relationship of perceived teacher caring 
with student learning and teacher evaluation. Communication Education, 46, 1-9. 

Thomas, C. L, Richmond, V. P, & McCroskey, J. C. (1994). The association between 
immediacy and socio communicative style. Communication Research Reports, 
11, 107-114. 

Thomases, J. S. (1998). Challenging the norms: Democracy, empowering education, and 
negotiating the curriculum. New Designs for Youth Development, 14 (3), 30-35. 

Tschannen-Moran, M & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an 
elusive construct. Teaching and Teacher Education, 17, 783-805. 

Tse, L. (2000). Student Perceptions of Foreign Language Study: A Qualitative Analysis 
of Foreign Language Autobiographies. Modern Language Journal, 84 (1), 69-84  



 210

Turley, S. (1994). “The way teachers teach is, like, totally whacked": The student voice 
on classroom practice. Paper presented at the annual meeting of the American 
Educational Research Association, New Orleans, LA.  

Tyler, A. (1995). The Coconstruction of Cross-Cultural Miscommunication: Conflicts in 
Perception, Negotiation, and Enactment of Participant Role and Status. Studies in 
Second Language Acquisition, 17 (2), 129-152 

Urban, V. D. (1999). Eugene’s story: A case for caring. Educational Leadership, 56 (6), 
69-70. 

US Census Bureau. (2002). The foreign born population in the United States, March 
2002. [Online]. Available: http://www.census.gov/prod/2003pubs/p20-539.pdf 

Usuki, M. (2002). Learner autonomy: Learning from the student's voice. Dublin: CLCS. 
Trinity College. 

Valdés, G. (1991) Minority and majority members in foreign language departments: 
Toward the examination of established attitudes and values. ADFL Bulletin, 22 
(2) 10-14. 

Valdés, G. (1999). Nonnative English speakers: Language bigotry in English mainstream 
classroom. ADFL Bulletin, 31 (1), 43-48. 

Valenzuela, A. (1999). Subtractive Schooling: U.S.- Mexican Youth and the Politics of 
Caring. New York: State University of New York Press. 

Vincent, C., & Warren, S. (2001). “This won’t take long…”: Interviewing ethics and 
diversity. Qualitative Studies in Education, 14 (1), 39-53. 

Walls, R. T., Nardi, A. H., Von Minden, A. M. (2002). The characteristics of effective 
and ineffective teachers. Teacher Education Quarterly, 29 (1), 39-48 

Wanzer, M. & Frymier, A. (1999). The relationship between student perceptions of 
instructor humor and students’ reports of learning. Communication Education, 48, 
48-62.  

Watson-Gegeo, K. A. (1988). Ethnography in ESL: Defining the essentials. TESOL 
Quarterly, 22, 275-292. 

Weiss, R. (1994).  Learning from strangers; The art and method of qualitative interview 
studies.  New York: The Free Press 

Wenden, A. (1991). Learner strategies for learner autonomy: planning and implementing 
learner training for language learners. New York, NY: Prentice Hall. 

Wenden, A. & Rubin, J. (Eds.). (1987). Learner Strategies in Language Learning. 
Cambridge: Prentice-Hall. 



 211

Wheeless, L. R. (1975). The relationship of four elements to immediate recall and 
student-instructor interaction. Western Speech Communication 39, 131-140. 

Willcoxson, Al. (1998). The impact of academics’ learning and teaching preferences on 
their teaching practices: A pilot study. Studies in Higher Education, 23 (1), 59-70. 

Woolfolk, A. E., & Hoy, W. K. (1990). Prospective teachers’ sense of efficacy and 
beliefs about control. Journal of Educational Psychology, 82, 81-91. 

Wolcott, H. F. (1990). Writing up qualitative research. Newbury park, CA: Sage 
Publications. 

Wolcott, H. F. (1994). Transforming qualitative data: Deception, analysis, and 
interpretation. Thousand Oaks, CA: Sage. 

Yook, E. L., & Albert, R. D. (1998). Perceptions of the appropriateness of negotiation in 
educational settings: A cross-cultural comparison among Koreans and Americans. 
Communication Education, 47, 18-29. 

Zamel, V. (1995). Strangers in academia: The experiences of faculty and ESL students 
across the curriculum. College Composition & Communication, 46 (4), 506-521. 

 



 212

Vita 

 

Sarah Shono was born in Riyadh, SA on November 23, 1974, the daughter of 

Muna Karatschai and Nazeih Shono. She studied applied linguistics and teaching English 

as a second language at KS University in Riyadh and graduated in 1996 with the degree 

of Bachelor of Arts. In 1998, she entered Georgia State University in Atlanta, Georgia 

and received a Master of Arts degree in applied linguistics and teaching English as a 

second language. In August 1999, she entered the Graduate School at the University of 

Texas at Austin.  

 

 

 

Permanent address: 1938 Cambridge Ave. College Park, GA 30337 

This dissertation was typed by the author 

 

 

 

 

 


