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Abstract

Teachers enact a number of roles in the classrooms. Accordingly, the classroom role
perceptions of English language teachers have been explored and described in the
literature. However, to the best of the author’s knowledge, no studies have explored the
classroom role perceptions of university English teachers in Japan. Furthermore, previous
studies on classroom role perceptions conducted in non-Japanese contexts did not
investigate any factors that influence classroom role perceptions or other teacher factors
to which classroom role perceptions are related.

To fill these gaps, the present study explored and compared the classroom role
perceptions of two groups of English teachers at Japanese universities: Japanese teachers
of English (JTEs) and non-Japanese teachers of English (NJTEs). In addition, it
investigated the factors influential in the construction of their classroom role perceptions
and the relationship between these perceptions and the level of teacher self-efficacy. The
latter was investigated because it has been identified as being related to teachers’
instructional orientations, which can be represented by classroom role perceptions.

The present study adopted an exploratory sequential mixed-method research design
consisting of two phases: qualitative and quantitative. In the qualitative phase, individual
interviews with 34 university English teachers (12 JTEs and 22 NJTEs) were conducted
in two stages: a preliminary study and a main qualitative study. The interview data were
analyzed thematically, resulting in the identification of 22 role perceptions and 20
influential factors in the construction of classroom role perceptions. In the quantitative
study, an online survey was administered to 328 university English teachers (170 JTEs
and 158 NJTEs), comprising a questionnaire based on the findings from the qualitative
phase. The responses were subjected to statistical analysis, where the results indicated that

participant classroom role perceptions were more oriented towards learner centeredness
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rather than teacher centeredness and that NJTEs exhibited greater learner centeredness.
Further, it was revealed that the participants recognized the importance of teacher
professional development activities, suggesting that they can have a strong influence on
classroom role perceptions. Lastly, the Pearson correlation coefficients demonstrated that
the “motivator” role perception was moderately correlated with the level of teacher self-
efficacy. The recognition of the purposes of university English education was also slightly
different between the two teacher groups. These findings not only portray the current
university English teachers in Japan, but also provide educational implications in terms

of teacher professional development.
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Chapter 1: Introduction

This is a study of classroom role perceptions (hereafter, “role perceptions”). They
are briefly defined here as teachers’ perceptions of their classroom roles as English
language teachers', such as transmitters of knowledge and organizers (see Section 1.2.1
for a more detailed definition). Role perceptions can be regarded as one of the constructs
of language teacher cognition (LTC), which is a cognitive basis for teacher instructions
(see Section 1.2.1). This can be because role perceptions “are central to the beliefs,
assumptions, values, and practices that guide teacher actions both inside and outside the
classroom” (Farrell, 2011, p. 54). Thus, an exploration of teachers’ role perceptions can
provide insights into their instructional orientations.

Using role perceptions as a central construct, the present study explored the LTCs
of university English teachers in Japan, an under-researched group of teachers (Nagatomo,
2012). According to Nagatomo (2012), a large part of their instructional practices and the
LTCs underpinning them have not been fully explored despite their significant position
for students’ learning experiences. Additional insights into these teachers seem to be
beneficial to improve English education in this context. The present study examined both
Japanese teachers of English (JTEs) and non-Japanese teachers of English (NJTEs)?
teaching compulsory English courses for first- and second-year students in the general
education program at Japanese universities (hereafter, “university English teachers”).> An
exploration into their role perceptions could provide, at the very least, a baseline picture

of English teachers in this context.

! Hereafter, “English teachers” is used to refer to English language teachers in this dissertation.

2 JTEs and NJTEs are used to refer only to those teaching at universities in this dissertation.

3 This indicates that a wide range of university English teachers were included in this study because these
teachers vary in terms of home institutions, student majors, employment status, teaching experiences, etc.
These factors could be influential to their LTCs. Thus, it may be arguable whether or not inclusion of all
of these different types of teachers is appropriate. However, the author decided to include these teachers
regardless of their differences, as the present study aimed to provide a general picture of current
university English teachers.



The study had the following aims: (1) describe the role perceptions of university
English teachers in Japan and compare two groups of university English teachers: JTEs
and NJTEs, (2) identify the factors that influence the construction of role perceptions, and
(3) examine any relationship between participants’ role perceptions and their level of
teacher self-efficacy. A brief definition of self-efficacy is a teacher’s judgment of their
capabilities (see Section 1.2.1 for more details).

This introductory chapter begins with a contextual background of the present study,
followed by a presentation of the theoretical background in Section 1.2. The research
problems and purposes are explained in Section 1.3, followed by an explanation of the
research methods in Section 1.4. This opening chapter closes with the organization of the

dissertation.

1.1 Contextual Background of the Study

In this section, the context of university English language education? is briefly
described. It is widely believed that Japanese students achieve poor levels of performance
when learning English. According to the English Proficiency Index released by Education
First (a private English education service) in 2014, Japan ranked 26th among 60 countries
and regions where English was not used as a first language and the proficiency level was
assessed as moderate. In 2019, Japan ranked 53rd out of 100 with a proficiency

assessment of low (EF, 2019).°

4 In this dissertation, “English education” is used instead of English language education, and “university
English education” refers to compulsory English education programs offered in the general education
program.

5 As discussed by Terasawa (2015), the results of this type of survey may not represent actual population
because these survey reports are based on convenience sampling, in which samples are taken from an
accessible group of people. However, these results suggest that the English abilities of Japanese individuals
are generally far from excellent.



With respect to university English education, the low motivation of Japanese
learners toward English has often been cited as a reason for unsuccessful English learning
(Ushioda, 2013). As it has repeatedly been portrayed, Japanese students’ motivation to
learn English tends to diminish after matriculation to university because many Japanese
secondary school students only study English to prepare for university entrance
examinations (Berwick & Ross, 1989). Once they have entered university and have been
released from the pressure of exams, many do not have a reason to continue their English
learning (Warrington, 2006). Except for a few students who major in English or its related
fields,® university English education in Japan tends to reflect the attitudes of teaching
English with no apparent reason.

Under such a challenging situation, teachers with various cultural and academic
backgrounds teach compulsory English courses, including both JTEs and NJTEs.
Traditionally, Japanese academics in the fields of linguistics or literature taught these
courses (Nagasawa, 2004; Nagatomo, 2012; Oda, 2018). More recently, communicative
English courses taught by NJTEs have become increasingly more common (Hale &
Wadden, 2019; JACET,’ 2018).® Unlike primary and secondary school teachers,
university English teachers are not required to have a teaching certificate’ or to use

textbooks approved by the government. While they may be required to use textbooks

¢ According to Japanese Ministry of Education, Culture, Sport, Science and Technology (MEXT) (2019),
of approximately 2.6 million students enrolled at universities in 2019, 14% (364,000 students) were
humanities majors. As a humanities faculty can include literature, history, and philosophy, the number of
students majoring in English or its related fields were considerably less than 364,000.

7 The Japan Association of College English Teachers.

8 To name a few reasons for the shift in popularity, the Japanese government recommended increasing the
number of foreign faculties to promote internationalization and enhancing the international competitiveness
of Japanese universities (MEXT, 2013). Private universities, which have been dealing with a decrease in
the 18-year-old population, have attempted to enhance their marketability by boosting their international
image with NJTEs (Hale & Wadden, 2019; Tsuneyoshi, 2013).

% Individual universities have their own criteria for hiring English teachers. Candidates are expected to be
specialists in their academic areas (JACET, 2011) and are assumed to possess high English proficiency. In
general, candidates are supposed to have a master’s degree, a minimum of three research publications, and
two to three years of teaching experience. Recently, they have also been required to teach a demonstration
lesson at interviews to showcase their teaching skills (Larsen-Hall & Stewart, 2019).



designated by their universities, there is a large degree of freedom regarding what and
how they teach (Prichard & Moore, 2016). Thus, their lessons will probably embody their
own knowledge, beliefs about teaching, and their previous experiences as learners and/or
teachers, which then become significant influences on their students’ learning
experiences. However, little attention has been given to LTCs of university English

teachers (Nagatomo, 2012).

1.2 Theoretical Background of the Study

In this section, the theoretical background of the present study is explained. Three
key terms are defined in Section 1.2.1: language teacher cognition (LTC), role
perceptions, and teacher self-efficacy. These terms are defined first because they are used

when explaining the theoretical background in Section 1.2.2.

1.2.1 Key terms used in this dissertation

Language teacher cognition (LTC)

Language teacher cognition (LTC)' is the cognitive basis that individual teachers
possess and use for their classroom practice (Borg, 2003, 2006). In this dissertation, LTC
is used as an umbrella term encompassing broad mental constructs, such as knowledge,
beliefs, thoughts, attitudes, values, and identities, which language teachers draw on in
their work. It includes role perceptions and teacher self-efficacy, as described in Figure

1.1.

19 A number of researchers have used different terms to refer to LTC (for example, Borg, 2006; Feryok,
2008; Woods, 1996; Woods & Cakir, 2011). These terms include theoretical orientations (Johnson, 1992),
personal practical knowledge (Golombek, 1998), and pedagogical principles (Breen et al., 2001). In this
dissertation, whatever terms were used in the original works are used when referring to previous studies.



LTC

knowledge beliefs thoughts role perceptions
attitudes emotions coe e
assumptions  values identities teacher self-efficacy

Figure 1.1 The conceptual relationship among LTC, role perceptions, and teacher self-
efficacy. Underlining indicates the constructs that are investigated in the present study.

LTC has been researched to understand teachers’ classroom instructions. Teachers
make numerous decisions for their classes, including lesson flow, activities and materials
used, time spent on each activity, and methods of providing instructions. To make these
decisions, teachers use their LTCs that they formed through their experiences as students,
teachers, teacher-trainees, or parents. Moreover, these decisions are also influenced by
the individual teachers’ perceptions of the teaching context, such as the age, proficiency
levels, and learning purposes of their students. Instructional decisions are made based on
these complex mental processes. Thus, to understand teachers’ instructional practices, it

is essential to examine their LTCs (Freeman & Richards, 1996).

Role perceptions

The key construct used in this dissertation is role perceptions.'! They are treated as
one of the LTC constructs (see Figure 1.1) and are defined as “the configuration of
interpretations that language teachers attach to themselves, as related to the different roles
they enact” (Farrell, 2011, p. 55). Farrell (2011) argues that this configuration is

multifaceted and unique to individual teachers. Role perceptions can be pre-determined,

! Previous researchers have used different terms to refer to this construct, such as beliefs regarding teacher
roles (Wan et al., 2011) and professional role identity (Farrell, 2011). However, neither of these terms are
used in this dissertation because the use of these terms may evoke preconceived notions about the concept.
Instead, the term role perceptions is used.



individualized, and created through teachers’ experiences, and are subjectively
interpreted by individual teachers (Farrell, 2011).

Role perceptions are related to other LTC constructs such as beliefs and values
(Farrell, 2011). For example, teachers’ beliefs regarding the effectiveness of foreign
language teaching methods and cultural assumptions regarding teaching can influence
how teachers perceive themselves playing their teaching roles (Richards & Lockhart,
1996). To accomplish the act of teaching, some teachers think that they need to be
lecturers to make students understand, whereas others think that they need to be
entertainers to make learning fun. Thus, identifying role perceptions can provide insights

into teachers’ LTC and instructional orientations.

Teacher self-efficacy

Another LTC construct used in this dissertation is teacher self-efficacy. 1t is based
on the concept of self-efficacy, which is defined as “beliefs in one’s capabilities to
organize and execute the courses of action required to produce given attainments”
(Bandura, 1997, p. 3). Put simply, it is the extent to which individuals think that they can
accomplish something successfully. Bandura (1997) claims that self-efficacy influences
human behavior. People with high self-efficacy are likely to engage in and commit to a
task and recover quickly if they fail. Conversely, people with low self-efficacy may prefer
not to initiate any actions or solve problems.

Accordingly, teacher self-efficacy can be defined as a “teacher’s belief in his or her
capability to organize and execute courses of action required to successfully accomplish
a specific teaching task in a particular context” (Tschannen-Moran et al., 1998, p. 223).

In other words, it is the extent to which a teacher thinks that they can teach successfully.



Further, teachers with high self-efficacy are likely to be more committed to their teaching

than those with low self-efficacy (Tschannen-Moran et al., 1998).

1.2.2 Theoretical background

Until the 1980s, applied linguists searched for the best methods for teaching a second
language (L2) effectively. Theorizers and methodologists successively proposed new
methods, such as audiolingual methods and communicative language teaching. These
methods were adopted and practiced by many teachers teaching L2, who were regarded
as specialists who had mastered prescribed instructional procedures and techniques.
However, due to both ideological and pedagogical dissatisfaction with these methods, a
shift away from these prescribed methods was encouraged in the early 1990s.!?

Current English language teaching (ELT) exists in the postmethod era
(Kumaravadivelu, 1994, 2006; Prabhu, 1990; Richards, 1990). The postmethod era is
where local language teachers’ autonomous decision making is emphasized rather than
the prescribed language teaching methods developed by theorizers and methodologists
(Akbari, 2008; Kumaravadivelu, 1994, 2006;). Moreover, teachers are regarded as
explorers who develop professionally throughout their careers (Freeman & Johnson,
1998; Kumaravadivelu, 1994). They are encouraged to develop their own teaching
theories by making use of their knowledge regarding language and pedagogy and their

previous experiences as learners, teachers, and individuals. Further, they are expected to

12 There were both ideological and pedagogical dissatisfactions. From an ideological perspective, a number
of researchers raised concerns. That is to say, the spread of prescribed methods represented a top-down
colonial ideological relationship between theorists/methodologists (in Western countries) and practitioners
and teachers in actual classrooms (mostly in Asia) (e.g., Holliday, 2005; Kumaravadivelu, 1994, 2006).
From a pedagogical perspective, the effectiveness of prescribed foreign language teaching methods was
questioned (Prabhu, 1990). Further, the effectiveness of the methods depends on teaching contexts. A
method that works in one context might not work in another context simply because teaching contexts are
different, including learners, leaning purposes, learning environment, and learner-teacher relations. These
prescribed methods neglected the complex and dynamic nature of actual classroom teaching and of
traditions in varied teaching contexts around the world.



provide principled and context-specific instruction that is beneficial to student learning in
their specific teaching contexts, including learners, their learning purposes, and the
learning environment (Kumaravadivelu, 1994, 2006). Due to this paradigm shift in L2
education, LTC has gained increasing attention over the last two decades.

Numerous LTC studies have demonstrated the complex relationships between LTC
and actual classroom practices (Johnson, 1992; Woods, 1996). These studies examined
English teacher cognition from such practical perspectives as grammar instruction, error
correction, and communicative language teaching (Basturkmen et al., 2004; Borg, 1998;
Nishino, 2011; Phipps & Borg, 2009; Rahimi & Zhang, 2015; Sanchez, 2014). However,
the exploration of LTC has been more complicated in recent years due to the global
contextual changes in ELT and specific contextual constraints on individual teachers
(Barnard & Burns, 2012)."* To understand teachers under such situations, recent LTC
research has expanded its scope to other constructs such as identity and emotion (Borg,
2012). Role perceptions are one of these relatively new LTC constructs.

Previous studies explored English teachers’ role perceptions in different contexts
(Atai et al., 2018; De Guerrero & Villamil, 2000; Farrell, 2011; Wan et al., 2011). These
studies have demonstrated at least two points. First, role perceptions of English teachers
are multifaceted (Farrell, 2011). English teachers perceive multiple roles of different
functions. Some of these roles are pre-determined, whereas others are created individually.
English teachers must play some roles because they are English teachers, but individual
teachers develop certain roles as they gain more experience. Previous studies indicated

that their participants’ role perceptions differed from each other, indicating that role

13 According to Barnard and Burns (2012), global contextual changes included the changing awareness
regarding the status of English, such as English as an international language (EIL), English as a lingua
franca (ELF) and world Englishes (WE), and the changing goals of learning English from the
understanding the structure of the language to intercultural communicative competence.



perceptions are influenced by the contexts in which individual teachers are located (Atai
et al., 2018; De Guerrero & Villamil, 2000; Farrell, 2011; Wan et al., 2011). Thus, role
perceptions can be context sensitive and created individually (Farrell, 2011). Second, an
exploration of role perceptions can provide insights into the teachers’ instructional
orientations. Exploring their participants’ role perceptions, previous studies informed
their instructional orientations. As teacher roles are fundamentally related to learning
theories and foreign language teaching methods that individual teachers believe to be
effective (Richards & Lockhart, 1996), an exploration of role perceptions can provide
insights into the instructional orientations of English teachers.

English teacher instructional orientations have been shown to be related to the level
of teacher self-efficacy (Chacdn, 2005; Eslami & Fatahi, 2008). These studies reported
that teachers with higher levels of self-efficacy tended to possess more learner-centered
instructional orientations. If this is the case, role perceptions can be related to the level of
teacher self-efficacy, because role perceptions can represent a teacher’s instructional
orientations. However, the relationship between the two has remained unexplored.

Despite the growing interest in LTC, a large part of LTCs of university English
teachers in Japan has remained unexplored (Nagatomo, 2012). Previous studies mainly
highlighted their participants’ professional identities, emotions, perceptions of student
motivation, perceptions of student characteristics and attitudes, and perceptions regarding
important instructional areas (Cowie, 2011; Cowie & Sakui, 2012; Fuisting, 2017;
Matsuura et al., 2001; Nagatomo, 2012; Sakui & Cowie, 2012; Shimo 2016, 2018).

However, cognitions closely linked to instructional practices have not been fully explored.



Previous studies on university English teachers in Japan have indicated the
instructional differences between JTEs and NJTEs'# (Matsuura et al., 2001; Shimo, 2016,
2018). Matsuura et al. (2001) compared the two teacher groups and discovered that NJTEs
perceived speaking as a more important instructional area. Shimo (2016, 2018)
investigated the different perceptions of these two teacher groups regarding Japanese
university students and concluded that the differences were related to the proficiency
levels of their students (JTEs taught at lower levels, whereas NJTEs taught at higher levels
of students) and instructional areas (JTEs taught reading, whereas NJTEs taught
speaking). These two studies suggest that JTEs and NJTEs are likely to differ in terms of

their LTCs and, consequently, their role perceptions.

1.3 Purpose of the Study

Research into the instructional orientations of English teachers at Japanese
universities is likely to provide useful implications for English education in this context
because they plan and implement their lessons based on their own teaching theories
(Nagatomo, 2012). However, as Nagatomo argued, little has been known about their
instructional orientations. Furthermore, as far as the author of this dissertation examined
previous studies on role perceptions, university English teachers in Japan have not been
explored. In addition, previous studies have suggested that JTEs and NJTEs may have
different instructional orientations (Matsuura et al., 2001; Shimo 2016, 2018), but, to the
best of the author’s knowledge, the differences in their role perceptions have remained

unexplored.

14 In this dissertation, JTEs and NJTEs are used instead of NESTs (native English-speaking teachers) and
NNESTs (non-native English-speaking teachers) because non-Japanese non-native English-speaking
teachers are also involved in university English education. NJTEs include native- and non-native English-
speaking teachers. However, NESTs/NNESTs are used when reviewing studies that used these terms.
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To address these research problems, the present study had the following primary
purpose:

(1) to describe the role perceptions of university English teachers in Japan and
to compare JTEs and NJTEs in this regard.

With this purpose, the present study aimed to provide a baseline picture of current
university English teachers’ instructional orientations. Understanding the role perceptions
of these teachers was likely to provide insights into their approach to daily classroom
practices. This seems to be useful for English teachers who are new to and/or who are
struggling in the context of Japanese university English education, aiding them in
university English education and professional development.

The secondary purposes were as follows:

(2) to identify the factors influential in the construction of role perceptions and
to compare JTEs and NJTEs in this regard.

(3) to examine the relationship between role perceptions and teacher self-
efficacy and to compare JTEs and NJTEs in terms of their level of teacher
self-efficacy.

By incorporating (2), the present study aimed to further explore role perceptions. It was
likely that identifying factors related to role perceptions would provide insights into
university English teachers’ professional development. In addition, possible factors could
be identified if JTEs and NJTEs differed in terms of their role perceptions. By
incorporating (3), it examined how role perceptions can be related to other teacher factors.
Previous studies have suggested that role perceptions can be related to teacher self-
efficacy (Chacdn, 2005; Eslami & Fatahi, 2008). These studies found that teacher self-
efficacy and teachers’ instructional orientations are related. As role perceptions represent

teachers’ instructional orientations, role perceptions and teacher self-efficacy are likely
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to be related to each other. In addition, exploring the levels of teacher self-efficacy in
university English teachers could provide implications for improving self-efficacy,
despite unfavorable students’ attitudes towards learning English at Japanese universities
(Anderson, 1993, 2019; Berwick & Ross, 1989; Ryan & Makarova, 2004).

In addition, it should be noted that the comparison between JTEs and NJTEs was
done for educational purposes. It does not emphasize the dichotomization between the
two, as the dichotomization has resulted in discrimination and negative self-perceptions
(Rivers, 2013).!> Although the issue is unarguably important, it is beyond the concern of

the present study.

1.4 Research Design

For the outlined purposes, an exploratory sequential mixed-methods research
approach (Creswell & Plano Clark, 2018) was used in the present study (Figure 1.2). In
this approach, both qualitative and quantitative data are collected in separate phases of
the research. More specifically, qualitative data are collected first, and quantitative data

are collected later.

Qualitative phase >}>}>}>}>}>> Quantitative phase )

Figure 1.2 Visual diagram of an exploratory sequential mixed-methods research approach.

15 In the field of ELT, there has been a prejudice that native English-speaking teachers (NESTs) are ideal
teachers, known as Native-speakerism (Holliday, 2006), placing non-native English-speaking teachers
(NNESTs) in the periphery of the ELT field. In the Japanese context, there have been cases where NESTs
tended to be placed in weaker positions, mainly due to an employment tradition of the country. For
example, universities have offered them teaching positions with non-standard contracts, such as limited-
term contracts with limited benefits (Houghton, 2013; Masden, 2013), and they have been placed in lower
status positions in university organizations (Rivers, 2013). Some of them felt that they were hired solely
to promote the university’s international image (Whitsed & Wright, 2011), while others felt they were
treated as institutional decorations (Amundrud, 2008).
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First, a qualitative research method was used to explore the role perceptions of
university English teachers in Japan. This method allows researchers to interpret the
phenomena or human experiences under investigation and to approach research problems
without preconceived assumptions or hypotheses (Dornyei, 2007). There were no
preconceived assumptions or hypotheses in the present study, as participants were likely
to have already developed their unique role perceptions, reflecting the postmethod era.
Thus, their role perceptions were qualitatively explored first.

A quantitative research method was then used to obtain generalizable results for role
perceptions, influential factors, teacher self-efficacy, and any differences between JTEs
and NJTEs. Quantitative research methods are suitable here because they can reveal
relationships between the constructs and statistically compare the groups (Creswell &

Plano Clark, 2018; Dornyei, 2007).

1.5 Organization of the Dissertation

The dissertation consists of six chapters. Following this introduction, Chapter 2
presents a literature review, which is conducted from both theoretical and methodological
perspectives. The research questions are then formulated at the end of the chapter.
Chapters 3 and 4 are concerned with the present study. The qualitative phase is presented
in Chapter 3, followed by the quantitative phase in Chapter 4. In Chapter 5, the findings
are summarized and a discussion is developed in light of the previous studies. Finally,
Chapter 6 provides a summary of the study, the limitations, and suggestions for future

research.
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Chapter 2: Literature Review

In this chapter, extant research relevant to the present study is reviewed. The chapter
consists of seven sections, beginning with a discussion of the knowledge necessary for
L2 teachers to understand the importance of LTC research. Following this, empirical LTC
studies are reviewed in Section 2.2 to provide an overview of LTC research. Then, studies
on role perceptions and teacher self-efficacy are reviewed in Sections 2.3 and 2.4,
respectively. Subsequently, studies on the distinction between non-native English-
speaking teachers (NNESTSs, equivalent to JTEs in the present study) and native English-
speaking teachers (NESTs, equivalent to NJTEs in the present study) are reviewed in
Section 2.5. A review of LTC studies conducted in the Japanese university context is
presented in Section 2.6. This includes a review of studies on the distinction between
JTEs and NJTEs in the Japanese university context, which is another focus of the present
study. This chapter concludes with Section 2.7, where the research questions are posited

and the research design is outlined.

2.1 L2 Teachers’ Knowledge

The knowledge necessary for L2 teachers has traditionally incorporated two broad
areas: linguistic and pedagogical knowledge (Freeman et al., 2009). More recently, the
importance of a third type has been recognized—practitioner knowledge (i.e., LTC)
(Burns & Richards, 2009).

Teachers’ linguistic knowledge can be divided into two types: knowing language
and knowing about language (Freeman et al., 2009). Knowing language refers to a
teacher’s practical abilities in using the language (English in the case of the present study),
whereas knowing about language refers to a teacher’s metalinguistic knowledge of the

language.
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A teacher’s practical ability to use English can include both general English
proficiency and instructional language use. Regarding the former, NESTs have acquired
it naturally, whereas NNESTSs need to acquire it consciously and intentionally. Regarding
the latter, both NESTs and NNESTs need to acquire the ability deliberately, because
instructional language use is different from general English proficiency. Further, teachers
need this ability to manage the classroom, communicate lesson content, and provide
feedback (Freeman et al., 2015).!® Regarding metalinguistic knowledge, English teachers
are required to have knowledge of the underlying system of English, such as grammar
and vocabulary, and how the language is used socially and culturally. This kind of
metalinguistic knowledge distinguishes professional English teachers from those who can
simply speak the language. Using this knowledge, professional teachers are able to
explain the language to answer students’ linguistic questions, evaluate materials, and
develop courses (Svalberg, 2016). Furthermore, teachers’ metalinguistic knowledge has
been found to be crucial for structuring lesson points in classes (Andrews, 1999), and
their confidence in it has been found to influence their teaching behavior in class (Borg,
2001). In addition, previous studies indicated that NESTs and NNESTs have different
qualities in their linguistic knowledge, which are further discussed in Section 2.5.

Pedagogical knowledge is another area of L2 teacher knowledge. Teachers need
solid knowledge about how to teach a target language and how it is learned. Previously,
pedagogical knowledge was viewed as being the same as knowing the language.
According to this view, those who could speak English could teach English. However,

this view was questioned because teaching English is not just about explaining the

16 To clarify this ability, researchers have attempted to establish frameworks for assessing teachers’
English ability for instructional use (for example, Freeman et al., 2015). In the Japanese context,
researchers have also proposed benchmarks for English ability for instruction (for example, Kimura et al.,
2017) in addition to the desired level of general English proficiency clarified by MEXT (2003).
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language; it also involves helping students to learn the language (Freeman et al., 2009).
Thus, based on the scientific evidence regarding language learning and teaching, i.e.,
second language acquisition (SLA), teachers are required to have pedagogical knowledge
to teach effectively.

Freeman and Johnson (1998) promoted the importance of the third kind of
knowledge. They argued that although SLA-based pedagogical knowledge should be the
foundation of a teacher’s pedagogical knowledge, L2 teachers’ practical knowledge about
how they teach the language in the classroom and how they think about it is a crucial
element for their practice. Freeman and Johnson further argued that SLA research
neglected the social aspect of learning. For example, SLA-based pedagogical knowledge
is based on the cognitions of individual learners, whereas language learning usually
occurs in sociocultural communities, such as the classroom. Accordingly, discontinuity
between theory and practice often occurs. Frequently, teachers cannot apply the outcomes
of SLA research in class because classrooms involve a number of contextual factors,
including the school, class sizes, learners, and their learning goals. These factors can deter
teachers from adopting SLA-based pedagogical options or alter expected learning
outcomes even if such options are chosen. Rather, teachers learn from participating in the
classroom and from their experiences therein. In other words, they have practical
knowledge for successful language teaching. This suggested research into their practical

pedagogical knowledge, which can be part of LTC.

2.2 Language Teacher Cognition (LTC)
In this section, LTC studies are reviewed. Early LTC studies are reviewed in Section
2.2.1, followed by a review of Borg’s (2006) conceptual framework in LTC and

supporting studies in Section 2.2.2. Subsequently, LTC studies in Japanese secondary
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school settings are reviewed in Section 2.2.3, followed by a review of the development
of LTC studies in Section 2.2.4 (LTC studies regarding university English teachers in

Japan are reviewed in Section 2.6.).

2.2.1 Early LTC studies

Since the early 1990s, LTC studies have investigated teachers’ (practical)
pedagogical knowledge and revealed its relation to classroom practice. To indicate how
LTC was a foundation of teachers’ classroom practice, the following two studies are
reviewed as examples of these early LTC studies.

In the study by Johnson (1992), the relationship between teachers’ knowledge and
beliefs (or “theoretical orientations” in her term) and their classroom practice was
examined. Using a questionnaire, she collected data from English as a second language
(ESL) teachers (n = 30) and divided the participants into three groups based on their
theoretical orientations: skill-, rule-, and function-based. Then, she observed their lessons
and found that participants’ classroom practice was consistent with their theoretical
orientations.!”

In the study by Breen et al. (2001), teacher knowledge (or “pedagogical principles”
in their term) and their actual teaching behavior were examined. They conducted
interviews with ESL teachers (n = 18) and class observations to identify the participants’
pedagogical principles. As a result of the class observations, they found that actual
teaching behavior was supported by certain pedagogical principles. However, the
relationships were complex and personal. One principle could be realized in several types

of behavior, and one type of behavior could be supported by several principles. Further,

17 For example, participants with a skill-based orientation spent a considerable amount of time on student
skill development, those with a rule-based orientation spent more time on the grammatical structure of
English, and those with a function-based orientation spent more time on communicative activities.
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individual teachers developed a variety of practices, and the relationships between
practices and principles differed individually and were distinct from those of other
teachers. From these findings, Breen et al. concluded that teachers’ pedagogical principles
were complexly and personally constructed based on their classroom experiences,
suggesting LTC and classroom practices were mutually informing.

These findings indicated that LTC functions as a strong basis for classroom practices
and suggested that language teachers developed their LTCs uniquely and in complex
ways. The question remained as to what kind of factors influence the construction of an

individually unique LTC.

2.2.2 Borg’s (2006) conceptual framework

Borg (2006) described LTC and its influential factors in detail. The following review
presents a description of his conceptual framework and explains each of the influential
factors with exemplar supporting studies.

Figure 2.1 displays Borg’s (2006) conceptual framework of LTC. The framework
was developed based on the synthesis of extant teacher cognition research in both general
education and ELT. It describes what LTC includes and what kind of factors influence
LTC. The framework consists of five elements of the central concept labeled
LANGUAGE TEACHER COGNITION: schooling (in the upper left corner),
professional coursework (in the upper right corner), classroom practice (at the bottom),
and contextual factors (at the bottom). The influential relationships among elements are
expressed with arrows. Lines with one arrow indicate a unidirectional influence, while
those with two arrows indicate mutually influential relationships.

As indicated on the left side of the central concept labeled “LANGUAGE

TEACHER COGNITION,” LTC covers a wide range of teachers’ internal mental
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activities. These mental activities include the language teachers’ beliefs, knowledge,
attitudes, and decision-making processes with respect to themes indicated on the right
side, such as teaching, teachers, learners, subject matter, curricula, and self. Role

perceptions and teacher self-efficacy, which the present study focused on, are included in

LTC.

Personal history and specific
experience of classrooms which
define preconceptions of education
(i.e., teachers, teaching).
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May impact existing
Cognitions, though, especially
when unacknowledged; these may
limit its impact.
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through conscious reflection.

Figure 2.1. Borg’s conceptual framework of LTC (adapted from “elements and processes
in language teacher cognition” in Borg [2006]).
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Classroom practice
Classroom practice represents teachers’ actual teaching practice in class. As
mentioned previously, teachers’ classroom practices are based on their LTC, and the

experiences of the actual classroom modify the LTC in return.

Schooling

Schooling represents teachers’ previous experiences in school as students or
previous learning experiences. The experiences as students impart preconceptions about
teachers and teaching in a student’s mind, which may initially form LTC.

For example, Bailey et al. (1996) explored the relationship between previous
learning experiences and teachers’ teaching philosophies. They analyzed the
autobiographical essays and journal entries of pre-service teachers (n = 7). They found in
the participants’ journal entries that the teaching philosophies of participants, such as
favorable teacher personality, appropriate methods, and the concepts of good and bad
teaching, were formed by their previous learning experiences.

More recently, Moodie (2016) examined the relationship between previous learning
experiences and teaching practice. He analyzed data from the reflective writing of and
interviews with in-service teachers (n = 18) in South Korea. Moodie reported that
participants had experienced boring, non-communicative classes as students, because of
which they tried to implement fun, communicative lessons as teachers. This indicated that
while the participants’ former teachers were viewed as negative examples of teaching,
previous learning experiences were influential to their LTCs.

The findings supported the theory that schooling can influence LTC. Moreover,

Borg (2006) further argued that schooling forms an individual’s initial state of LTC.
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Professional coursework

Professional coursework represents pre-service and in-service teacher training and
education programs. As a two-arrow line in the figure indicates, professional coursework
influences LTC, and an individual teacher’s receptiveness to professional coursework is
influenced by their state of LTC. Receptiveness to these programs is also influenced by
previous learning experiences, as shown by an arrow from schooling. Previous studies
have examined the effectiveness of professional coursework on LTC, with mixed results.

The following two studies reported that professional coursework did not outweigh
the influence of schooling (Borg, 2011; Peacock, 2001). Peacock (2001) investigated
whether a three-year pre-service teacher education program could change participants’
beliefs. He conducted questionnaire surveys with ESL pre-service teachers (n = 146)
before and after the program. Peacock reported very few changes and that teacher
education programs did not have a strong impact on participants’ beliefs constructed by
previous learning experiences.

Borg (2011) investigated whether an eight-week in-service teacher education
program could transform participants’ beliefs. He conducted a questionnaire and a series
of interviews with in-service teachers (n = 6) and reported that the program made his
participants more aware of their beliefs. However, it did not make a sufficiently strong
enough to alter the participants’ beliefs. Borg concluded that the in-service ESL teacher
education program had limited influences on LTC.

By contrast, the next two studies investigated reported the positive influence of
professional coursework on English teachers. The first is a study by MacDonald et al.
(2001). They investigated the effectiveness of a one-semester course in SLA studies. They
administered a pair of questionnaires to pre-service teachers (n = 55) to view changes in

participants’ beliefs before and after the program. The results revealed differences
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between the pre- and post-course surveys. For example, participants’ behaviorist beliefs
in language learning reduced during the course, demonstrating the effectiveness of the
program in transforming students’ beliefs.

The second study is by Kurihara and Samimy (2007). They described the
effectiveness of a six-month teacher education program. They analyzed data obtained by
interviews and written documents from in-service JTEs at secondary schools (n = 8). As
aresult, it was discovered that the program had positive influences on participants’ beliefs
regarding English teaching, which changed from teaching grammatical rules and
vocabulary to developing students’ communicative abilities in English.

Although numerous studies have examined the effectiveness of professional
coursework, the results are rather inconclusive. This is probably because it is difficult to
compare these teacher education programs directly because they vary in terms of their
participants, length, and content. Moreover, the studies also varied in terms of research

methodologies, rendering it difficult to reach conclusions.

Contextual factors

Contextual factors include influences from both outside and inside the classroom
that can affect LTC and classroom practice. The classroom is seen as part of the context,
as it is encompassed by contextual factors in the figure. These contextual factors include
examinations, curricula, syllabi, classroom-related factors (such as large class sizes and
time constraints), and student-related factors. The following three studies identified that
one or more of these factors created an incongruence between LTC and actual teaching
practice.

Richards and Pennington (1998) highlighted a prescribed syllabus and large class

sizes as contextual factors. They collected data from novice secondary English teachers
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in Hong Kong (n = 5) through class observations, interviews, and questionnaires to
determine why secondary English teachers in Hong Kong tended to implement textbook-
based instruction rather than communicative language instruction. The researchers
reported the contextual factors mentioned previously as impediments to implementing
communicative language teaching.

Ng and Farrell (2003) found that time constraints and high-stakes examinations
interfered with teachers’ ideal teaching practices. They examined the classroom practices
of secondary school English teachers in Singapore (n = 4) and participants’ beliefs
expressed in interviews. In the interviews, teachers expressed knowing and believing that
students needed to notice their mistakes by themselves. However, they contradictorily
provided explicit error corrections during classes because they needed to teach efficiently
to prepare their students for exams.

Finally, Phipps and Borg (2009) singled out student factors as being the cause for
incongruence between teachers’ beliefs and actual classroom behavior. They conducted
interviews with teachers at a university preparatory course in Turkey (z = 3) and observed
their classes over a period of 18 months. In the study, one of their participants commented
that although sentence-level grammar practice did not benefit students, his students
worked on sentence-level gap-filling tasks because he thought the students preferred such
activities. Another participant stated her belief that grammar should be taught in context,
although she actually used a more expository style of presenting grammar because this is
what her students expected. Thus, students’ preferences can be contextual factors that
restrict teachers’ decision making.

Numerous studies have reported the strong influence of contexts on LTC. Every
teacher is in their own unique teaching context, including both macro and micro

contextual factors. Likewise, a number of LTC studies conducted in Japanese secondary
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school settings identified the influence of contextual factors on teachers’ classroom

practices, which is reviewed next.

2.2.3 Contextual factors identified in Japanese secondary school settings

A number of LTC studies have been conducted in Japanese secondary school

settings and have identified contextual factors that can affect both LTC and teaching

behavior, as shown in Table 2.1.

Table 2.1

Contextual Factors Identified in LTC Studies in Japanese Secondary School Settings

Identified contextual factors

Expectations School
. Entrance toward culture . Student
Studies Class size
exams entrance (local factors
exams syllabus)
Gorsuch
(2000) v v 4 4 v
Sakui (2004) ¢
Sato and
Kleinsasser v v
(2004)
Kurihara and
Samimy v 4
(2007)
Nishino
(2011) v v
Cook (2012) ¢ v v
Nishimuro
and Borg v v
(2013)

Note. Check marks (¢) in the table indicate the contextual factors that each study

identified.
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It can be observed from the table that the influence of entrance exams was identified
by all the studies. This is because teachers need to prepare students for them, which
influences teachers’ classroom practice. For example, Sakui (2004) conducted interviews
with secondary school teachers (n = 14: lower secondary = 11, upper secondary = 3) and
observed their classes. She found that when JTEs taught solo,'® they implemented
grammar instruction using Japanese (known as Yakudoku) because they thought they
needed to provide accurate knowledge to prepare students for entrance exams.

The second contextual factor is expectations toward entrance exams. This is slightly
different from the influence of entrance exams, and three studies identified this factor.
For example, Kurihara and Samimy (2007) analyzed interview data and the written
documents of upper secondary school teachers (n = 8) who participated in a long-term in-
service teacher education program in the United States. By participating in the program,
these teachers adopted beliefs that English should be taught as a communicative tool.
However, after resuming teaching at their respective schools, the participants expressed
difficulties in implementing what they had learned during the program because schools
and students wanted them to prepare their students for entrance exams.

The third contextual factor is school culture, including the syllabus used at a school.
Sato and Kleinsasser (2004) collected data from upper secondary school teachers (n =19)
through a questionnaire, interviews, and class observations. They explained that their
participants had collective goals and used the same tests for these goals, meaning they
needed to keep pace with other teachers during the semester. This restricted what teachers
were able to do in class. The same factor was identified in Nishimuro and Borg (2013).

The fourth contextual factor is class size. Nishino (2011) conducted a questionnaire

18 They also implemented team-teaching by a pair of JTE and a foreign assistant language teacher.
They conducted communicative language teaching in such occasions.
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survey that included secondary school teachers (n = 21: lower secondary = 6, upper
secondary = 11, both = 4) regarding their attitude toward communicative language
teaching. The results demonstrated that participants had relatively solid knowledge of
communicative language teaching and wanted to implement more communicative
activities. However, they believed that class sizes were too large for communicative
language teaching and used Yakudoku instead, which was viewed as more efficient in
large classes.

The final one is student factors. Cook (2012) investigated secondary school teachers
(n = 10) regarding the use of Yakudoku, audiolingual activities, and communicative
language teaching by using a questionnaire and interviews. From the data, Cook
suggested that Japanese teachers remained hesitant at implementing communicative
language teaching, with one reason being their students. They thought that their students
might not behave appropriately during pair work and that communicative activities might
be too difficult for the students, potentially causing their students to have inferior feelings.

As reviewed, the LTC studies on Japanese secondary school English teachers
indicated that contextual factors greatly influenced their teaching practices and decision
making. However, the context of university English education in Japan may be different
from that of the secondary English education. For example, university English teachers
are likely to be free from pressures relating to entrance exams. Thus, research on

university English teachers is necessary to understand them (see Section 2.6).

2.2.4 Recent developments in LTC research
As mentioned previously, LTC research has expanded its scope to understand the
nature of LTC more comprehensively (Borg, 2012). To explore this expansion, the

research foci of more recent LTC studies were investigated.
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In identifying LTC studies, the search used the following data repositories and was
limited to studies published in the last 10 years (2010 to 2019).

(1) Google Scholar

(2) CiNii"

(3) Publishers of journals regarding language teaching and learning (Elsevier,
Oxford University Press, Taylor & Francis, and Wiley)

(4) Domestic journals (JACET Journal, JACET LTC SIG Bulletin, and JALT
Journal®?)

Table 2.2 presents the keywords used to identify sources.

Table 2.2
Keywords Used for the Search

language teacher cognition
teacher beliefs

teacher knowledge

teacher decision-making

English teacher and

#maRsn (language teacher cognition)
JEREHAT and {&7& + 152 (teacher beliefs)
(English teachers) Fik (teacher knowledge)

HEBRE (teacher decision-making)

An initial database consisting of 462 articles was compiled, with further selections being
made by limiting sources using the following criteria:
(1) Studies on teachers of English as a second or foreign language (studies on

teachers of English as a first language were excluded);

19 CiNii (Scholarly and Academic Information Navigator) is a domestic database service that provide
information regarding academic publication. https://ci.nii.ac.jp/en
20 JALT Journal is published by the Japan association for language teaching (JALT)
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(2) Journal articles (books, book chapters, and unpublished dissertations were

removed due to difficulties in collecting the materials);

(3) Empirical studies (review studies and methodological studies were excluded

because the former were likely to contain multiple studies and the latter

were not likely to include a research focus in terms of LTC).

As a result, a list of 137 studies was created, and the abstracts of these studies were

examined from two perspectives: the research focus and participants. Table 2.3 depicts

the classifications.

Table 2.3

Research Foci in LTC Studies (2010-2019)

Focus Participants ~ Number Studies
(Pre-/in- of studies
service
teachers)
Beliefs in Pre-service 2 Nagaratnam and Al-Mekhlafi (2013),
grammar and Ong (2017)
grammar In-service 13 Ahmad (2018), Hong (2012), Hos and
mstruction Kekec (2014), Jean and Simard (2011),
Nishimuro and Borg (2013), Sanchez
(2014), Sanchez and Borg (2014),
Sharabyan (2011), Soontornwipast
(2010), Underwood (2012, 2016),
Uysal and Bardakci (2014)¢, Wong and
Barrea-Marlys (2012)¢
Beliefs in lexis  Pre-service 2 GieBler (2012), Macalister (2012)
and vocabulary
Instruction In-service 4 Alipoor and Jadidi (2016), Gerami and
Noordin (2013), Lau and Rao (2013),
Maisa and Karunakaran (2013)
Beliefs in Pre-service 4 Fielding-Barnsley (2010), Burri
pronunciation (2015), Buss (2017), Shizuka (2012)
and
pronunciation
instruction
In-service 4 Baker (2014), Burri et al. (2017)°,

Couper (2017), Yokomoto (2017)

(continued)

28



(Table 2.3 continued)

Focus Participants ~ Number Studies
(Pre-/in- of studies
service
teachers)
Beliefs in Pre-service 1 Dincer and Yesilyurt (2013)
speaking
mstruction In-service 2 Baleghizadeh et al. (2014), Chen and
Goh (2014).
Beliefs in Pre-service n/a
reading
nstruction In-service 3 Gilje (2014), Kuzborska (2011a),
Macalister (2010)
Beliefs in Pre-service 2 Nguyen and Hudson (2010), Yigitoglu
writing and Belcher (2014)
instruction
In-service 4 Lee (2010), Melketo (2012), Ngo
(2018), Yang and Gao (2013)
Beliefs in Pre-service n/a
teaching
methods (CLT,  n-service 13 Asassfeh et al. (2012), Cook (2012),
TBLT, CLIL) Ellili-Cherif (2014), Lin and Wu
(2012), Nishino (2011, 2012), Rahman
et al. (2018), Tajeddin and Aryaeian
(2017)¢, Viet (2014), Woods and Cakir
(2011), Wyatt and Borg (2011), Zeng
(2012), Zheng and Borg (2014)
Beliefs in Pre-service 1 Junqueira and Payant (2015)
feedback
In-service 5 Couper (2019), Junqueira and Kim
(2013)f, Mahoney (2011), Wang et al.
(2018), Yoshida (2010)
Both pre- 1 Rahimi and Zhang (2015)
and in-
service
Beliefs in Pre-service n/a
assessment
In-service 2 Bullock (2011), Yin (2010)
Beliefs in Pre-service n/a
EAP/ESP
In-service 2 Alexander (2012), Kuzborska (2011b)#®

(continued)
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(Table 2.3 continued)

Focus Participants ~ Number Studies
(Pre-/in- of studies
service
teachers)
Beliefs in Pre-service n/a
intercultural
competence/  Ip.gervice 3 Cheng (2012), Gébel and Helmk
intercultural (2010), Young and Sachdev (2011)
communication
Both pre- 1 Llurda and Lasagabaster (2010)
and in-
service
Beliefs in Pre-service 1 Tam (2013)
medium of
Istruction In-service 8 Briggs et al. (2018), Chimbutane
(Enghsb only (2013), Hiller (2010), Inbar-Lourie
Instruction, use (2010), Nakamura (2017), Ogura
of L1, code- (2019), Turnbull, (2018), Ueno (2018)
switching)
Beliefs in Pre-service 1 Curran and Chern (2017)
global English,
world In-service 3 Griva and Chostelidou (2011), Pan and
Englishes, Block (2011), Young and Walsh
ELF, (2010)
multilingualism
Beliefs in Pre-service n/a
policy/
educational In-service 8 Chang and Su (2010)¢, Fang and
reform/ Garland (2013), Glasgow (2016),
curriculums Hawanti (2014), McMillan and Rivers
(2011), Yan (2012), Zhang and Liu
(2014), Zhu and Shu (2017)
Beliefs in ICT®  Pre-service 1 Sardegna and Dugartsyrenova (2014)
In-service 4 Aydin (2013), Li and Ni (2011), Saiful
(2019), Shelley et al. (2013)
Both pre- 1 Polat and Mahalingappa (2013)
and in-
service
Beliefs in Pre-service 1 Balgikanli (2010)
learner
autonomy In-service 3 Al Asmari (2013), Borg and Al-

Busaidi (2012), Nakata (2011)

(continued)
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(Table 2.3 continued)

Focus Participants ~ Number Studies
(Pre-/in- of studies
service
teachers)
Emotion Pre-service n/a
In-service 6 Benesch (2018), Cowie (2011),

Golombek and Doran (2014), Loh and
Liew (2016), Miller and Gkonou
(2018), Song (2016)°

Teacher Pre-service 5 Hosoda and Aline (2010), Kanno and

identity Stuart (2011), Morton and Gray
(2010), Trent (2011), Zare-ee and
Ghasedi, (2014)

In-service 12 Canh (2013), Cowie and Sakui (2012),
Ellis (2016), Golombek and Klager
(2015), Kung (2015), Liu and Xu
(2011), Ma (2012), Ruohotie-Lyhty
(2013), Trent (2010, 2012), Trent and
DeCoursey (2011), Wolff and De

Costa (2017)
Teacher roles Pre-service n/a
(Role
perceptions) In-service 3 Atai et al. (2018) &, Farrell (2011),
Wan, Low, and Li (2011)
Others" Pre-service 1 Savas (2012)
In-service 10 Chappell, Bodis, and Jackson (2015),

Harfitt (2012), Ikeda (2013), Mufioz
and Ramirez (2015), Ruesch et al.
(2012), Shimo (2016, 2018), Tanabe
(2019), Yamaji (2019), Yorozuya et
al. (2017)

Note. *CLT = communicative language teaching, TBLT = task-based language teaching,
CLIL = content and language integrated learning. °ELF = English as a lingua franca. °ICT
= information and communication technology. “The study also focused on teaching
methods. °The study also focused on identity. ‘The study also focused on writing. #The
study also focused on EAP. "Others included foci, such as multiple intelligences, test
preparation, class sizes, motivation, team-teaching, textbooks, and students.

As shown in Table 2.3, these studies included both conventional LTC studies, which
investigated the relationship between LTC and classroom practices, and newly emerging

LTC studies that investigated unexplored dimensions of LTC. For example, conventional
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LTC studies addressed beliefs in grammar (15 studies), beliefs in teaching methods (12
studies), and beliefs in the medium of instruction (8 studies). By contrast, newly emerging
LTC topics included beliefs in policies/educational reform/curriculums (8 studies),
emotion (6 studies), and teacher identity (17 studies). Studies on teacher identity and the
distinction between JTEs and NJTEs in particular are relevant to the present study and
are reviewed in Section 2.5.

As identified in the analysis, teacher roles (role perceptions) represent one of the
recently emerging topics, and three studies explored this concept. Teachers’ conceptions
of their roles are “central to the beliefs, assumptions, values, and practices that guide
teachers both inside and outside the classroom” (Farrell, 2011, p. 54). Accordingly, role
perceptions are likely to function as significant factors that determine teacher behavior.
This construct is relatively recent within LTC research and appears to have been explored

insufficiently, which is reviewed next.

2.3 Role Perceptions

The purpose of this section is twofold: To provide theoretical discussions on teacher
roles in relation to learning theories and foreign language teaching methods and to review
studies on role perceptions. By reviewing theoretical discussions regarding teacher roles
in ELT, the relationship between teacher roles and instructional orientations is explained
in Section 2.3.1. This helps interpret the findings of empirical LTC studies on role

perceptions in Section 2.3.2.

2.3.1 Teacher roles

Theoretical discussions on English teacher roles in relation to learning theories and

foreign language teaching methods are reviewed here. Teacher roles refer to the different
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functions teachers play in class to perform their duties (Walkington, 2005). According to
Wright (1987), teachers play multiple roles that can be classified into two major
functions: management and instructional. The management function is “to create the
conditions under which learning can take place” (p. 51), while the instructional function
is “to impart, by a variety of means, knowledge to their learners” (p. 51). Management is
related to interpersonal relationships in the classroom and is necessary for all teachers in
any subject. By contrast, the instructional function includes task-related roles and is
influenced by subject matter and the skills to which classroom tasks can be related. Until
the 1980s, exploring more effective teaching methods, applied linguists focused on
instructional aspects of teacher roles adopted in such methods.

These instructional aspects of teacher roles (as well as the methods themselves) were
discussed within foreign language teaching approaches and methods that were influenced
by the development of learning theories (Nunan, 2014, Richards & Rodgers, 2014).%!
Table 2.4 summarizes the learning theories, their instructional orientations (process of
learning), major foreign language teaching methods within these learning theories, and
required teacher roles for these methods.

According to Kohonen (1992), when learning was viewed as the formation of an
association between behavior and a specific environmental stimulus, known as
behaviorism, students were expected to learn new knowledge of facts, concepts, and skills.
The role of the teacher was to provide frontal or teacher-centered instruction as an
authority. Subsequently, learning theories shifted from behaviorism to post-behaviorism
learning theories, such as cognitivism, constructivism, humanism, and sociocultural

theory. Here, students were expected to construct knowledge themselves, and the

2 Linguistic theories have strongly influenced the development of foreign language teaching methods
(Nunan, 2014). However, learning theories are focused here because they are more relevant to the roles of
teachers.
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instruction focused on how students learned by placing them at the center of the learning

process. Accordingly, teachers were regarded as facilitators who provided learner-

centered instruction.

Table 2.4

Teacher Roles in the Two Theoretical Foundations

Learning theories

Behaviorism

Post-behaviorism

Instruction (Process of
learning)

Major foreign language
teaching methods

Teacher roles

Teacher-centered

Audiolingual method, Oral
approach (Situational
language teaching).

Expert, authority, linguist,
model, manipulator, pace
controller, monitor, corrector

Learner-centered

Communicative language
teaching, Content-based
instruction

Facilitator of
communication process,
needs analyst, counselor,

process manager,
organizer, supporter, task
setter, consciousness
raiser, task creator,
resource
Note. This table was created by the author of the present study based on Brown (1994),
Harmer (1991), Kohonen (1992), Legutke and Thomas (1991), Nunan (1989), Tudor
(1993), and Voller (1997).

The development of learning theories greatly influenced foreign language teaching
approaches and methods, which consequently influenced teacher roles (Nunan, 2014,
Richards & Lockhart, 1996).22 Foreign language was traditionally taught in the grammar
translation method, and teachers played the role of knowledge-givers and needed to be
experts and authorities (Cortazzi & Jin, 1996). With behaviorism providing the theoretical

foundation, the audiolingual method, and the oral approach (situational language

22 Richards and Lockhart (1996) indicated three other elements: personal views on teaching, institutional
factors, and cultural assumptions about teaching. However, these are not included in this review because
they are more appropriately regarded as LTC factors because they correspond to beliefs, microcontextual
factors, and macrocontextual factors, respectively. These seemed to be more influential on role
perceptions.
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teaching) were developed. In these methods, teachers’ roles were to organize the
repetitive practice of various sentence structures and play the roles of expert, linguist, and
manipulator (Richards & Rodgers, 2014). These roles can be considered as typical
teacher-centered roles. With post-behaviorism methods, such as communicative language
teaching and content-based instruction, teachers were expected to facilitate learners’
communication processes by engaging them in various tasks and by monitoring their
performance. Language teachers no longer have the roles of experts in foreign languages
who provide teacher-fronted instruction. Instead, they were required to enact roles
necessary for learner-centered instruction, as facilitators, organizers, counselors, and so
on. These roles can be considered as typical learner-centered roles.

Methodologists such as Tudor (1993) and Voller (1997) tended to focus on the
nonlinguistic aspects of language teaching. For example, Tudor (1993) highlighted
whole-person education and viewed teacher roles from a wider perspective, beyond the
language class. Utilizing a humanistic theory of learning, Tudor argued that language
learners should not be seen simply as people learning a target language; rather, they
should also be perceived as whole people with intentions and resources. In this regard, it
i1s important for teachers to serve as learning counselors for students. Teachers help
learners reach their goals by developing students’ awareness of being language learners,
of learning goals, and of learning options. Voller (1997) underscored the teacher’s role in
promoting learner autonomy. He argued that there were three teacher roles: facilitator,
counselor, and resource. Voller explained that the role of language teachers was not
simply to implement certain teaching methods or to accomplish certain tasks in learner-
centered classrooms. The role also incorporated helping students to become independent
learners as an overall goal. These scholars argued that teachers’ attitudes toward learner-

centered education, rather than actual methods, were also influential on teacher roles.
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The review in this section has indicated that the functional aspect of teacher roles is
related to learning theories, foreign language teaching methods, and teachers’ attitudes
toward learner-centeredness. These learning theories, methods, and discussions regarding
teacher roles can be a significant influence on teachers’ instructions and role perceptions,
accordingly. However, actual teacher instructions and role perceptions cannot be
understood unless they are empirically explored because LTCs, which underpins teachers’
classroom instructions, are under the influence of teachers’ past experiences as learners,
as teacher-trainees, and as teachers (see Section 2.2.2). Because of this, role perceptions

have been empirically explored, which is reviewed next.

2.3.2 Studies on role perceptions

In this section, empirical studies on role perceptions are reviewed. As mentioned
earlier, current L2 teachers have been in the postmethod era, where their autonomy, rather
than prescribed methods, is emphasized to pursue suitable instructions for their students.
Thus, teachers are likely to develop their own instructions and role perceptions. Teacher
roles are also influenced by personal views on teaching, institutional factors, and cultural
assumptions about teaching (Richards & Lockhart, 1996). Thus, theoretical discussions
on teacher roles reviewed above cannot explain everything about actual teachers’ role
perceptions. To understand these teachers, previous researchers have investigated role
perceptions in different contexts.

In the following, four empirical studies regarding English teachers’ role perceptions

are reviewed (Atai et al., 2018; De Guerrero & Villamil, 2000; Farrell, 2011; Wan et al.,
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2011).% The review indicates what English teacher role perceptions the previous studies
have identified and how they have identified them. First, each of these studies is reviewed
and the similarities and differences between studies are revealed. Then, the research

methods used in these studies are reviewed.

De Guerrero and Villamil (2000)

De Guerrero and Villamil (2000) investigated the role perceptions of Puerto Rican
ESL teachers (n = 22). By investigating the participants’ metaphors for teacher roles, De
Guerrero and Villamil aimed to identify these teachers’ conceptualizations of their
profession and to determine whether theoretical assumptions of language teaching were
reflected in their conceptualizations. To achieve these goals, they used a metaphor-
completion task.?* They provided their participants, who were taking part in an English
teaching workshop, with the sentence starter “An ESL teacher is like...,” and asked them
to complete the sentence. The participants were then asked to elaborate on their sentences.
By analyzing these data, De Guerrero and Villamil identified nine role categories. Table
2.5 summarizes their findings.

With these findings, they explained that their participants perceived both teacher-
and learner-centered roles. For example, cooperative leader, challenger/agent of change,
and nurturer could be classified as learner-centered roles, while provider of knowledge

and gym instructor could be classified as teacher-centered roles. Their participants were

23 Other studies regarding role perceptions include Karavass-Dukas (1995, as cited in Hedge, 2000) and
Nagamine (2012). According to Hedge (2000), Karavass-Dukas conducted a questionnaire survey and
asked what roles they performed as teachers. However, this is an unpublished work and the researcher of
the present study was not able to obtain the original work. Nagamine (2012) investigated role perceptions
of four pre-service teachers during their teaching practicum. This study is not included because it focused
on pre-service teachers.

24 A metaphor-completion task is a sentence-completion task to elicit participant metaphors. In this task,
sentence starters are provided to participants, who then produce metaphors and complete the sentence.
Researchers then analyze the elicited metaphors.
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ESL teachers, and while they were reported as oriented toward communicative language
instruction, their role perceptions also reflected traditional notions of a teacher. With these
results, De Guerrero and Villamil concluded that their participants perceived themselves
as playing multiple roles and indicated that teacher-centered roles were not necessarily

disregarded by teachers, even in a learner-centered classroom.

Table 2.5
English Teacher Role Taxonomy by De Guerrero and Villamil (2000)

Roles Definitions

Cooperative leader Cooperative leader guides and directs students, helping them
achieve goals; places herself or himself next to the students,
not above as an authoritarian figure; establishes an
atmosphere of trust in the classroom.

Provider of knowledge  Provider of knowledge is the source and/or conduit of
language; dispenses language knowledge to students.

Challenger/agent of Challenger or agent of change serves as a transformative

change agent in the students’ learning process by creating challenge,
bringing about change, and procuring opportunities for
learning.

Nurturer Nurturer fosters the potential capabilities of students;

facilitates growth and development; mediates the language
learning process by giving feedback and constant support.

Innovator Innovator keeps abreast of new methods and developments
in the field and strives to implement them in the classroom.

Provider of tools Provider of tools makes language available to students as a
tool to construct meaning and participates in the language
learning process as a co-constructor of language.

Artist Artist approaches teaching as an aesthetic experience
requiring a high degree of skill and creativity; molds learners
into works of art.

Repairer Repairer corrects students’ language, strategies, and
attitudes.
Gym instructor Gym instructor treats learners’ minds as muscles that need

to be trained and exercised.

Note. The table was created by the author of the present study based on De Guerrero and
Villamil (2000, p. 344). The original role names and definitions used in De Guerrero and
Villamil (2000) are provided.
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Wan et al. (2011)

Wan et al. (2011) examined the role perceptions held by Chinese English as a foreign
language (EFL) teachers (n = 33). The purpose of their study was to examine whether
their role perceptions were different from those of their students (n = 70). They used a
metaphor-completion task as their data collection tool, and participants were asked to
complete the sentence “An English teacher is... because...” Then, they analyzed their
data and categorized them. As a result, Wan et al. created eight teacher-role categories.

Table 2.6 displays their findings.

Table 2.6
English Teacher Role Taxonomy by Wan et al. (2011)

Roles Definitions

Provider Teacher as provider either conveys knowledge in various
ways or assists students in learning.

Nurturer Nurturer takes care of students and nourishes their potential
abilities (e.g., gardener, parent).

Devotee Teacher as devotee is devoted to his or her job.

Instructor Instructor is responsible for finding the right track for
students to reach their targets and helps students set study
goals.

Cultural transmitter Cultural transmitter passes or bridges the English culture

with the language knowledge to the students.

Authority (Not mentioned.)

Interest-arouser Interest-arouser organizes classroom activities for the
purpose of attracting students’ attention (e.g., entertainer,
magnet, and collaborator).

Co-worker (Not mentioned.)

Note. The table was created by the author of the present study based on Wan et al. (2011,
pp. 408-410). The original role names and definitions used in Wan et al. (2011) are
provided. The author of the present study did not find definitions for authority and co-
worker roles in the Wan et al. (2011) paper.
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With these findings, they reported that their participants had more learner-centered
views of teaching. For example, teacher participants tended to perceive themselves as
interest arousers and co-workers and viewed attracting students’ attention to class
activities as an important task. None of the teacher participants perceived themselves as
authorities, and only 3 of the 33 teachers regarded themselves as instructors. Both
authorities and instructors can be viewed as traditional teacher roles, although the teacher
participants were generally against this view. They were more likely to form amicable
relationships with their students by working together with them and motivating them to
learn autonomously by stimulating their interest. Wan et al. concluded that the teacher
participants teaching in Chinese university EFL contexts tended to possess learner-

centered views of teacher roles.

Farrell (2011)

Farrell (2011) explored the role perceptions of experienced Canadian ESL teachers
at a Canadian university (n = 3). To examine role perceptions, he conducted 12 reflective
group meetings over a 2-year period with the participants to collect data occurring
naturally in teachers’ verbalization of their reflections. In the data, he identified 16 roles.

Table 2.7 indicates roles he identified and his definitions for these roles.

Table 2.7
English Teacher Role Taxonomy by Farrell (2011)

Roles Definitions

Manager Manager attempts to control everything that happens in
classroom.

Vendor Vendor is a seller of “learning” of English; selling a

particular teaching method.

Entertainer Entertainer tells jokes and stories to class.

(continued)
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(Table 2.7 continued)

Roles Definitions

Communication Communication controller attempts to control classroom

controller communication and classroom interaction dynamics (turn
taking etc.)

Juggler Juggler is a multitasker in the classroom.

Motivator Motivator motivates students to learn; keeps students on
task.

Presenter Presenter delivers information.

Arbitrator Arbitrator offers feedback (positive and negative) in
classroom.

Acculturator Acculturator helps students get accustomed to life outside
class.

Socializer Socializer socializes with students; attends functions outside

class with students.

Social worker

Social worker offers advice and support to students on
matters related to living in another country or culture.

Care provider

Care provider takes care of students.

Professional Professional teachers are dedicated to their work; take it
seriously.

Collaborator Collaborator works and shares with other teachers.

Learner Learner continuously seeks knowledge about teaching and
self as teacher.

Knowledgeable person ~ Knowledgeable person is knowledgeable about teaching and

subject matter.

Note. The table was created by the author of the present study based on Farrell (2011, p.
57). The original role names and definitions used in Farrell (2011) are provided.

Farrell (2011) analyzed the data and noted that role perceptions could be

multifaceted. He argued that his participants played multiple roles and these roles can be

placed on a continuum with ready-made roles at one end and individually created roles at

the other. He characterized ready-made roles as those that teachers should fit into and

individually created roles as those that teachers develop throughout their careers. In his

data, the participants were not comfortable with roles such as vendor, entertainer, and

care provider, although they were expected to play these roles at the institutions where

they taught. Accordingly, it was institutions and context that created these roles, not
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individual teachers. By contrast, collaborator, knowledgeable person, and learner were
viewed as individually created roles, as his participants willingly participated in various
professional development meetings. They collaborated with other teachers, learned new
ideas, and became more knowledgeable through these professional development activities.
Moreover, teachers develop their roles depending on their experiences. With this
observation, Farrell concluded that role perceptions are context sensitive and dynamic

throughout a teacher’s career.

Atai et al. (2018)

Atai et al. (2018) investigated the role perceptions of Iranian in-service English as
academic purposes teachers (n = 9). They aimed to explore how the participants
understood their roles, responsibilities, and qualifications. For this purpose, the
researchers conducted a narrative inquiry in which they asked the participants to write
their life history of previous learning language learning experiences. Based on these life
history essays, the researchers conducted individual interviews with their participants.

As a result of thematic analysis,? they identified eight role perceptions (Table 2.8).
Atai et al. (2018) stated from their findings that the participants placed high value on the
task of maximizing students’ learning opportunities. They argued that this reflected their
participants’ role perceptions as creators and users of learning opportunities, selectors
and users of teaching/ learning materials, realizers of and facilitators of the development
of students’ full potentials, and researchers. With these roles, the participants considered

that their task was to create conditions in which students could construct rather than

23 Thematic analysis is a qualitative data analysis method that focuses on what is said to identify common
themes within the data (Willig, 2014)
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transfer knowledge, which was the foundation of the learner-centered philosophy of

teaching.

Table 2.8
English Teacher Role Taxonomy by Atai et al. (2018)

Roles Definitions

Creators and users of Creators and users of learning opportunities represent

learning opportunities teachers’ task of creating and using learning opportunities.

Selectors and uses of Selectors and uses of teaching/ learning materials need to

teaching/ learning select and use materials which are rich in content that are

materials taken from materials other than the prescribed ones.

Assessors and Assessor and evaluator represent teachers’ task of

evaluators assessment of students’ performance.

Researchers Researchers need to do needs analysis and to be responsive
to learners’ needs.

Realizers of and Realizers of and facilitators of the development of students’

facilitators of the full potentials attend to students’ whole person and

development of psychological emotional aspects and treat students as

students’ full potentials solution seekers rather than receivers of information
Observers of ethicality ~ Observers of ethicality need to use and create power

relations justly.

Learners Learners need to commit to their learning and professional
development.

Teacher educators Teacher educators not only teach English, but also educate

future EFL teachers.
Note. The table was created by the author of the present study based on Atai et al. (2018,
p. 104-109).

Comparison among four studies
Table 2.9 displays similar roles among the four studies. These similarities were
examined by the author of the present study based on definitions provided by the

respective researchers.
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Table 2.9

Similarities between the Four Studies regarding Role Perceptions

Role

Definition

Provider of knowledge/Provider/Presenter

Provider of knowledge
(De Guerrero & Villamil, 2000)

Provider
(Wan et al., 2011)

Presenter
(Farrell, 2011)

Provider of knowledge is the source and/or conduit
of language; dispenses language knowledge to
students.

Teacher as provider either conveys knowledge in
various ways or assists students to learn.

Presenter delivers information.

Cooperative leader/ Instructor

Cooperative leader
(De Guerrero & Villamil, 2000)

Instructor
(Wan et al., 2011)

Cooperative leader guides and directs students,
helping them achieve goals.

Instructor is responsible for finding the right track for
students to reach their targets and helps students set
study goals.

Challenger/agent of change

Challenger/agent of change
(De Guerrero & Villamil, 2000)

Creators and users of learning
opportunities
(Atai et al., 2018)

Challenger or agent of change serves as a
transformative agent in the students’ learning
process by creating challenge, bringing about
change, and procuring opportunities for learning.
Creators and users of learning opportunities
represent teachers’ task of creating and using
learning opportunities.

Nurturer/Nurturer/ Realizers of and facilitators of the development of students’

full potentials

Nurturer
(De Guerrero & Villamil,
2000)

Nurturer
(Wan et al., 2011)

Realizers of and facilitators of
the development of students’
full potentials

(Atai et al., 2018)

Nurturer fosters the potential capabilities of students;
facilitates growth and development; mediates the
language learning process by giving feedback and
constant support.

Nurturer takes care of students and nourishes their
potential abilities (e.g., gardener, parent).

Realizers of and facilitators of the development of
students’ full potentials attend to students’ whole
person and psychological emotional aspects and treat
students as solution seckers rather than receivers of
information

(continued)
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(Table 2.9 continued)

Role

Definition

Repairer/Arbitrator/ Assessors and evaluators

Repairer

(De Guerrero & Villamil, 2000)

Arbitrator
(Farrell, 2011)

Assessors and evaluators
(Atai et al., 2018)

Repairer corrects students’ language, strategies, and
attitudes.

Arbitrator offers feedback (positive and negative) in
classroom.

Assessor and evaluator represent teachers’ task of
assessment of students’ performance.

Devotee/Professional

Devotee
(Wan et al., 2011)

Professional
(Farrell, 2011)

Teacher as devotee is devoted to his or her job.

Professional teachers are dedicated to their work;
take it seriously.

Interest-arouser/Motivator

Interest-arouser
(Wan et al., 2011)

Motivator
(Farrell, 2011)

Interest-arouser organizes classroom activities for
the purpose of attracting students’ attention (e.g.,
entertainer, magnet, and collaborator).

Motivator motivates students to learn; keeps students
on task.

Learner/ Learners

Learner
(Farrell, 2011)

Learners
(Atai et al., 2018)

Learner continuously seeks knowledge about
teaching and self as teacher.

Learners need to commit to their learning and
professional development.

Note. Underlining was added by the author of the present study to indicate any similarities.

These similarities were examined with the following two steps. In the first step, both

role names and their definitions were examined, as follows:

(1) Similar role names were identified by comparing the roles in all four

studies,

(2) the definitions of the similar roles were compared and phrases and

expressions that conveyed similar meanings in the definitions were

identified, and

(3) the similar phrases and expressions were identified in the definitions

of the rest of the roles in the four studies.
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For example, the roles of provider of knowledge and provider were identified as similar
role names during (1). Then, as indicated with underlining in the table, phrases such as
“dispenses language knowledge” and “conveys knowledge” were identified during (2).
Finally, the phrase “delivers information” in the definitions of presenter was identified
during (3). These phrases were all related to transferring information, suggesting the
meaning is similar. Thus, they were identified as similar roles. With this procedure, roles
of nurturer/ nurturer/ realizers of and facilitators of the development of students’ full
potentials and learners/ learners were identified.

In the second step, the definitions of the remaining roles were compared and similar
phrases and expressions were identified. For example, the definitions of cooperative
leader and instructor include “guides and directs students, helping them achieve goals”
and “finding the right track for students to reach their targets.” Similar words such as
“goals” and “target” are used with the meaning that teachers need to help students. These
two roles were identified as a similar single teacher role. Likewise, the roles of
repairer/arbitrator/ assessors and evaluators, devotee/ professional, interest-arouser/
motivator were identified as similar roles.

Highlighting these similarities has also clarified some differences. The roles in Table
2.9 were only identified in two or three studies, which means the participants in the other
studies did not perceive these roles. For example, while the roles of nurturer, nurturer,
and realizers of and facilitators of the development of students’ full potentials appeared
in De Guerrero and Villamil (2000), Wan et al. (2011), and Atai et al. (2018), they did
not appear in Farrell (2011). Similarly, Interest-arouser and motivator only appeared in
Wan et al. (2011) and Farrell (2011), whereas the participants in Guerrero and Villamil

(2000) and Atai et al. (2018) did not perceive them at all. Similar patterns can be observed
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in the other roles in the table. Differences were also found in roles that only appeared in

single studies, as shown in Table 2.10.

Table 2.10

Differences among the Four Studies regarding Role Perceptions

Roles

Definitions

Guerrero and Villamil (2000)

Innovator

Provider of tools

Artist

Gym instructor

Innovator keeps abreast of new methods and developments
in the field and strives to implement them in the classroom.

Provider of tools makes language available to students as a
tool to construct meaning and participates in the language
learning process as a co-constructor of language.

Artist approaches teaching as an aesthetic experience
requiring a high degree of skill and creativity; molds learners
into works of art.

Gym instructor treats learners’ minds as muscles that need
to be trained and exercised.

Wan et al. (2011)

Cultural transmitter

Cultural transmitter passes or bridges the English culture
with the language knowledge to the students.

Authority (Not mentioned.)

Co-worker (Not mentioned.)

Farrell (2011)

Manager Manager attempts to control everything that happens in
classroom.

Vendor Vendor is a seller of “learning” of English; selling a
particular teaching method.

Entertainer Entertainer tells jokes and stories to class.

Communication Communication controller attempts to control classroom

controller communication and classroom interaction dynamics (turn

taking etc.)

(continued)
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(Table 2.10 continued)

Roles

Definitions

Farrell (2011) (continued)

Juggler

Acculturator

Socializer

Social worker

Care provider
Collaborator

Knowledgeable person

Juggler is a multitasker in the classroom.

Acculturator helps students get accustomed to life outside
class.

Socializer socializes with students; attends functions outside
class with students.

Social worker offers advice and support to students on
matters related to living in another country or culture.

Care provider takes care of students.
Collaborator works and shares with other teachers.

Knowledgeable person is knowledgeable about teaching and
subject matter.

Atai et al. (2018)

Selectors and uses of
teaching/ learning
materials

Researchers
Observers of ethicality

Teacher educators

Selectors and uses of teaching/ learning materials need to
select and use materials which are rich in content that are
taken from materials other than the prescribed ones.

Researchers need to do needs analysis and to be responsive
to learners’ needs.

Observers of ethicality need to use and create power
relations justly.

Teacher educators not only teach English, but also educate
future EFL teachers.

Looking at the table, at least two factors are highlighted. First, given the number of
roles identified in each study, the number of the roles that only appeared in one study is
relatively large. Guerrero and Villamil (2000) identified nine roles, four of which were
not shared with the other studies. Wan et al. (2011) identified eight roles, one of which
did not appear in the other studies and two of which were not compared due to the lack
of definitions. Farrell (2011) identified 16 roles, 11 of which only appeared in his study.
Finally, Atai et al. (2018) identified eight roles, of which four only appeared in their study.
Second, figurative expressions in role names can be observed. Examples include artist

(Guerrero & Villamil, 2000), gym instructor (Guerrero & Villamil, 2000), juggler (Farrell,
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2011), and observers of ethicality (Atai et al., 2018). These differences could be caused
by interpretive research methods, which are discussed later in the next section.

These similarities and differences provided the following two implications about
role perceptions. First, they may support the assertions made by Farrell (2011).
Similarities in roles suggest that there are some roles that English teachers universally
perceive (“ready-made roles” according to Farrell, 2011, p. 59), despite any differences
in teaching context. Second, the differences suggest that role perceptions are context-
sensitive. Further, findings from the previous studies indicated that different teachers in
different contexts perceive their roles differently. Another possible reason for the
disparities could be attributed to the research methods used in each of the studies, which

is reviewed next.

Research methods used in the studies of role perceptions

In this section, research methods used in the four studies are reviewed. As discussed
below, the review indicates a methodological challenge to identify participants’
multifaceted role perceptions comprehensively.

Table 2.11 summarizes the research methods used in the four studies. Although
qualitative data were collected in the four studies, the quality of said data varied
substantially. De Guerrero and Villamil (2000) and Wan et al. (2011) used a metaphor
completion task to enable the collection of a relatively large amount of data (n = 22 and
33, respectively) in a relatively short time. However, both studies identified relatively few
roles. De Guerrero and Villamil (2000) obtained 28 responses from 22 participants, while
Wan et al. (2011) collected 32 responses from 33 participants, with one participant failing
to provide an appropriate response. By contrast, Farrell (2011) conducted 12 reflective

group meetings over a two-year period. The longitudinal data collection procedures
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enabled him to collect 16 roles from 3 participants naturally occurring in a series of the
group discussions. However, the number of participants was limited. Atai et al. (2018)
collected verbal data in a single study with the use of additional materials, which
functioned as prompts for the interviews. Although role perceptions are not readily
articulated and participants usually need time to reflect on their roles (Farrell, 2011), the

use of these materials enabled them to collect data in single interviews.

Table 2.11
Data Collection Methods in Four Studies

De Guerrero

and Villamil W(azr(l) f ; )a L Farrell (2011) Agt)?tgiﬂ'
(2000)
Narrative
Metaphor- Metaphor- inquiry with life
) . 12 group .
Methods completion completion discussions history essays,
task task individual, and
interviews
Period one day one day two years n/a
Number of 2 33 3 9
participants
Number of
collected 28 32 n/a n/a
responses
Number of 9 2 16 3

extracted roles

Note. The data collection period was not mentioned in Atai et al. (2018). The number of
collected responses was not applicable to the data format of Farrell (2011) and Atai et al.
(2018).

Data analysis methods were also different among the studies. In De Guerrero and
Villamil (2000), Wan et al. (2011), and Atai et al. (2018), the researchers interpreted the
data and classified them into categories accordingly. This resulted in them presenting a

relatively small number of role perceptions compared to the data they obtained. By

contrast, Farrell (2011) presented the actual utterances that occurred naturally in teachers’
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verbalizations of their reflections about roles.?® This reflected the multiple roles of his
participants. These methodological differences may be partial causes for the differences
in the findings of the four studies.

More importantly, these studies suggested that comprehensive investigation of role
perceptions involves a methodological challenge: How can role perceptions be collected
exhaustively and efficiently from participants? Considering that teachers play multiple
roles (Wright, 1987), the method should collect multiple roles exhaustively from every
participant. As explained, a metaphor completion task is not sufficient because both
studies with this method elicited few roles from their participants. In addition, researchers’
views may be reflected in the findings with this method (and the method used in Atai et
al. [2018] as well) because researchers need to translate participants’ metaphors into roles.
By contrast, Farrell (2011) identified multifaceted role perceptions of individual
participants by having a series of group discussions. However, this method also has at
least two drawbacks. First, it takes long time to collect data. Second, the data are collected
from a small number of participants. For researchers, it is difficult to keep a large number

of participants involved in a study for a long time.

In summary, role perceptions could represent what language teachers think they do
as professionals. Thus, they could be a useful perspective from which to explore their
instructional orientations. The previous studies exhibited similarities and differences in
their participants’ role perceptions, indicating their context-sensitive nature (Farrell,
2011). However, these studies were rather descriptive and did not attempt to explore how

role perceptions are constructed. Consequently, any contextual factors that were involved

26 Farrell (2011) subsequently classified these roles into three broad categories: teacher as manager, as
acculturator, and as professional.
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in causing the differences remained unclear. It also remains unclear whether factors other
than contexts can be involved in the construction of role perceptions. Given the centrality
of role perceptions in LTC (Farrell, 2011), they are likely to be related to other teacher
factors, although this remains unexplored. In addition to these, the exploration into role

perceptions involves a methodological challenge.

2.4 Research on Teacher Self-efficacy

In this section, studies regarding teacher self-efficacy are reviewed. This is another
key concept examined in the present study, and it is used to explore how role perceptions
are related to other teacher factors. As explained below, the review suggests that teacher
self-efficacy can be related to role perceptions.

Section 2.4.1 contains an explanation of the theoretical foundation of self-efficacy
and teacher self-efficacy. Empirical studies on teacher self-efficacy are reviewed in

Section 2.4.2.

2.4.1 Theoretical foundation of self-efficacy and teacher self-efficacy

Self-efficacy has been posited as a key component of social cognitive theory
(Bandura, 1986); hence, this theory is clarified before explaining self-efficacy. After that,
teacher self-efficacy is defined and explained.

Social cognitive theory is a psychological theory that explains human behavior. It
explains how human behavior is related to human thoughts and environmental stimuli.
Bandura (1986) claimed that whether people engage in certain behaviors depends on
personal factors and the environment, and that there is a reciprocal relationship between
behavior, the environment, and personal factors, as shown in Figure 2.2. An interpretation

of a person’s own personal factors can result in actual behavior, and a positive
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interpretation of this behavior can influence personal factors. A person’s behavior
influences the environment, and the environment influences a person’s behavior. Further,
the environment changes a person’s cognitive, affective, and biological competencies,

and such competencies influence the environment.

Behavior

Personal factors < > Environmental
(Cognitive, affective, factors
biological)

Figure 2.2. Triadic reciprocal causation (Bandura, 1986).

Self-efficacy is included in personal factors and is defined as “people’s judgments
of their capabilities to organize and execute courses of action required to attain designated
types of performance” (Bandura, 1986, p. 391). It is an extent to which individuals believe
they can accomplish a certain task, and whether people can commit to a certain task
depends on whether or not they perceive it is achievable. People with high self-efficacy
are likely to initiate actions, maintain their commitments, and be more resilient.
Conversely, people with low self-efficacy may prefer not to initiate any actions, develop
themselves, or solve problems. For example, if individuals believe that they can learn to
speak English (personal factors), they are likely to practice (behavior). Further, if the
individuals are successful in practicing English (behavior), they are likely to be more
interested in practicing English (personal factors) and may join an English conversation
group (environmental factor). The relationship is also reciprocal: joining an English

conversation group and being with other members (environmental factor) can reinforce

53



positive attitudes toward practicing English (personal factors), contributing to extra
efforts being made in practicing English (behavior). This theory can also explain teacher
behavior.

Teacher self-efficacy is based on self-efficacy. Tschannen-Moran et al. (1998)
defined teacher self-efficacy as a “teacher’s belief in his or her capability to organize and
execute courses of action required to successfully accomplish a specific teaching task in
a particular context” (p. 22). It is an extent to which individual teachers believe they can
teach successfully, and whether teachers can teach successfully depends on whether or
not they perceive it is achievable. In the case of the present study, teacher self-efficacy is
about how successfully university English teachers believe they can teach English to
Japanese university students.

Teacher self-efficacy has three dimensions: efficacy for instructional strategies,
efficacy for classroom management, and efficacy for engagement (Tschannen-Moran &
Hoy, 2001). Efficacy for instructional strategies is concerned with the extent to which
teachers think they can use a variety of instructional strategies, while efficacy for
management refers to the extent to which teachers think they can manage unexpected and
problematic student behavior. Finally, efficacy for engagement relates to the extent to
which teachers think they can foster a positive student attitude towards learning. Previous
ELT studies used this framework and explored English teachers’ self-efficacy (Chacén,

2005; Eslami & Fatahi, 2008), which is reviewed next.

2.4.2 Empirical studies on teacher self-efficacy
In this section, empirical studies on teacher self-efficacy in ELT contexts are
reviewed. These ELT studies reported that levels of teacher self-efficacy are related to

teachers’ instructional orientations and teachers’ English proficiency. (Chacon, 2005;
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Eslami & Fatahi, 2008; Faez et al., 2019; Karas & Faez, 2020; Thompson & Woodman,
2019).

Chacén (2005) conducted a questionnaire survey (n = 100) and follow-up interviews
(n = 20) to explore teacher self-efficacy. The participants were non-native English-
speaking teachers of EFL in Venezuela. Teacher self-efficacy was explored in relation to
their self-assessed English proficiency and to the frequency of certain pedagogical
choices, such as selecting more communication or more grammar-oriented instruction.
The results indicated that the participants with the high level of teacher self-efficacy for
engagement used both communicative language teaching and grammar-based traditional
teaching, whereas the participants with low self-efficacy for engagement mainly used the
latter. In other words, teachers who believe they can improve students’ attitudes toward
English learning tended to implement more communicative instructions. The results also
indicated that participants’ self-assessed English proficiency was positively correlated
with their efficacy for engagement and for instructional strategies. In other words,
teachers with higher self-assessed English proficiency tended to feel that they could
enhance students’ attitudes toward English learning and could use more varied
instructional strategies.

Eslami and Fatahi (2008) replicated Chacon’s (2005) study in the Iranian high school
context, with the participants being high school English teachers (n = 40). Despite both
studies using the same materials, their results were somewhat different from those of
Chacén (2005). Eslami and Fatahi (2008) corroborated the findings of Chacon (2005) by
stating that teacher self-efficacy for engagement was correlated with the use of
communicative language teaching. However, Eslami and Fatahi (2008) found that
participants’ self-assessed English proficiency was correlated with efficacy for

instructional strategies, not with efficacy for engagement.
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Following these studies, a number of ELT studies have highlighted the relationship
between teacher self-efficacy and their self-assessed English proficiency level (Zan & Go,
2011; Choi & Lee, 2016; Yilmaz, 2011). To examine this relationship further, Faez et al.
(2019) conducted a meta-analysis with these studies using statistical procedures.?” They
used 19 studies, including 15 that focused on English teachers and 4 that focused on other
foreign language teachers. Their analysis revealed that teacher self-efficacy and teachers’
self-assessed English proficiency levels were moderately correlated (» = .37), which
explained 13% of the variance in teacher self-efficacy. They concluded that 13% was not
a small value, contrary to the apparent value because teacher self-efficacy is a complex
construct in which a number of other factors are involved.?

In the Japanese context, Thompson and Woodman (2019) examined the relationship
between teacher self-efficacy and teachers’ self-assessed English proficiency level of
JTEs teaching at upper secondary schools (n = 141). They conducted a questionnaire
survey and investigated the five dimensions of teacher self-efficacy: in using English, in
communicative English instruction, in teamwork, in student achievement, and in
managing workload. They found that self-efficacy in using English positively correlated
with self-assessed English proficiency, while self-assessed English proficiency positively

correlated with self-efficacy in communicative English instruction.

In summary, previous studies on teacher self-efficacy have indicated at least two
points. First, teacher self-efficacy and teachers’ instructional orientations are related.

Chacén (2005) and Eslami and Fatahi (2008) showed that teacher self-efficacy for

27 This meta-analysis included a study focusing on foreign language teachers other than English in
English speaking countries.

28 Faez et al. (2019) also included teachers’ educational background (degree) and teaching experiences in
their analysis, which did not exhibit any statistical significance.
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engagement was related to teacher-centered instructional orientations. Their findings
suggested that the level of teacher self-efficacy for engagement can be related to role
perceptions, as role perceptions can represent teachers’ instructional orientations. Second,
the level of teacher self-efficacy is related to teachers’ English proficiency levels (Faez
et al., 2019; Thompson & Woodman, 2019). This suggests that the differences in their
English proficiency between NESTs and NNESTs may cause the differences in their level
of teacher self-efficacy for engagement and their role perceptions. In the next section,
studies that compare NESTs and NNESTs are reviewed, including those which compared

their level of teacher self-efficacy.

2.5 Teacher Identity: NESTs and NNESTSs

Teacher identity is another emerging theme in LTC research (see Table 2.3). Among
the many definitions regarding teacher identity (Varghese et al., 2005), this section only
focuses on NEST and NNEST identities, which are the most relevant to the present study,
which investigates JTEs and NJTEs. First, studies that compared NESTs and NNESTs
are reviewed in Section 2.5.1, then studies examining teacher self-efficacy between two
linguistic groups are reviewed in Section 2.5.2. Following these, a recent development

regarding native-speakerism?° is presented in Section 2.5.3.

2.5.1 NESTs and NNESTSs
Although the dichotomy between NESTs and NNESTs has been ideologically
problematized, a number of studies have revealed pedagogical differences between these

two groups of teachers. (Andrews, 1999; Ma, 2012; McNeil, 2005; Medgyes, 1992; Reves

29 Native-speakerism is the belief that native speakers of English are representative of western cultures,
English language, and teaching methods (Holliday, 2006). It regarded NESTs as ideal teachers, placing
non-native English-speaking teachers (NNESTs) in the periphery of the ELT field. See also FN13.
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& Medgyes, 1994). For example, Reves and Medgyes (1994) investigated the self-

perceived teaching behavior of NNESTs and NESTs in an international survey (n = 216,

mostly NNESTSs). The results indicated that 67% of participants believed their behavior

was somewhat different from those of the other group, and 92% of the NNEST

participants experienced language difficulties. They further identified differences in

teaching behavior between NESTs and NNESTS, as perceived by the participants (Table

2.12).

Table 2.12

Perceived Differences between NESTs and NNESTs by Reves and Medgyes (1994)

NESTs

NNESTs

Speak better English
Use real language
Are more confident
Are more flexible
Are more innovative
Are less emphatic
Attend to pre-conceived needs
Have unrealistic expectations
Are more indulgent
Are less committed to teaching
Have less insight
Focus on

fluency

meaning

language in use

oral skills

colloquial register
Teach items in context
Prefer free activities
Favor group/pairwork
Use a variety of materials
Tolerate errors
Set fewer classroom tests
Use no or less L1
Resort to no or less translation
Assess less homework
Supply more information on target
language culture

Speak poorer English
Use “bookish” language
Are less confident
Are more dependent on guidance
Are more cautious
Are more empathetic
Attend real needs
Have realistic expectations
Are stricter
Are more committed to teaching
Have more insight
Focus on
accuracy
form
grammar rules
printed word
formal register
Teach items in isolation
Prefer controlled activities
Favor frontal work
Use a single textbook
Correct every error
Set more classroom tests
Use more L1
Resort to more translation
Assess more homework
Supply less information on target
language culture

Note. The table was adapted from “Perceived Differences in teaching behavior between
NESTs and non-NESTs” in Reves and Medgyes (1994).
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As seen in Table 2.12, the participants perceived NESTs’ characteristics as teachers
of learner-centered instructions in contrast to themselves as teachers of teacher-centered
instructions. For example, they perceived that NESTs focused on language in use,
preferred free activities, and favored group/pairwork. By contrast, they perceived that
NNESTs focused on grammar rules and preferred controlled activities and frontal work.
A number of studies have corroborated the findings of Reves and Medgyes (1994),
including the following three examples.

Andrews (1999) demonstrated that NNESTs have more insights into the English
language compared to NESTs. He compared the metalinguistic knowledge of in-service
NNESTs (n = 20), pre-service NNESTs (n = 20), and pre-service NESTs (n = 20) and
found that NNESTSs had superior metalinguistic knowledge. He explained that NNESTs
developed more metalinguistic knowledge than NESTs because they learned English in
classroom conditions where metalanguage is used, unlike NESTs who learned English in
natural conditions.

McNeil (2005) compared Chinese NNESTs and NESTs with regard to predicting
lexical difficulty for their Chinese learners of English and reported that NNESTs were
more empathetic toward their students. Four groups of teachers were investigated: expert
NNESTs (n = 25), novice NNESTs (n = 20), expert NESTs (n = 20), and novice NESTs
(n = 20). The results demonstrated that the predictions of the NNEST groups displayed a
higher correlation with student test results compared to the NEST groups.

Ma (2012) demonstrated that NNESTs attended real needs and had realistic
expectations of students compared to NESTs. Ma investigated how NNESTs in Hong
Kong perceived the strengths and weaknesses of NNESTs and NESTs by conducting
open-ended questionnaire surveys (n = 53) and interviews (n = 3) with NENSTs. The

results indicated that participants perceived NNESTs as being more able to understand
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students’ difficulties and needs, although they felt inadequate regarding their linguistic
performance. The participants also perceived that NESTs had linguistic strengths and
pedagogical weaknesses. These weaknesses included a lack of understanding of local
education systems and difficulties in communicating with students, such as understanding
students’ difficulties and needs.

As reviewed, these studies indicated that English teachers believed there were
differences between NESTs and NNESTs. Students also perceived the differences
between the two teacher groups, as illustrated by the following two studies (Benke &
Medgyes, 2005; Guerra, 2017).

Benke and Medgyes (2005) demonstrated that Hungarian learners of English
perceived NESTs and NNESTs differently. They conducted a questionnaire survey (n =
422), the results of which indicated that participants thought NNESTs had a more
structured approach to grammar and could better prepare students for exams because of
their familiarity with local educational policies. By contrast, NESTs were regarded as a
model for imitation and as being more capable of getting students to speak. However,
their lessons were regarded as too difficult for lower-level students.

Guerra (2017) reported that Portuguese university students perceived differences
between the two groups of teachers. Guerra conducted a questionnaire survey and
interview studies (n = 34) with students majoring in English-related fields such as
literature and tourism. The results indicated that participants thought NESTs had more
intelligible pronunciation and better vocabulary compared to NNESTs and thought
NNESTSs had better awareness of students’ needs, were more committed to teaching, and
were stricter.

With regard to these differences between the two groups, the researchers were

concerned that NNESTs might have negative self-perceptions based on their linguistic
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limitations (Medgyes, 1992). Medgyes (1992) argued that it is important that both groups
of teachers complement each other because both groups of teachers have their own
strengths and weaknesses. In particular, NNESTs should not feel inferior to NESTs.
However, paradoxically, this position admits that there is a clear difference between the

two teacher groups (Kambhi-Stein, 2014).

2.5.2 NESTs and NNESTSs: Teacher self-efficacy

The findings from the reviewed studies on NEST/NNEST suggested that linguistic
identity can influence teacher self-efficacy. The following two studies investigated this
point and compared the level of teacher self-efficacy of different linguistic identities.

Mills and Allen (2007) explored the self-efficacy of graduate students teaching
French as teaching assistants (n = 12). The participants included native French-speaking
teachers (n = 4) and non-native French-speaking teachers (n = 8), all working in the
United States. The researchers administered questionnaire surveys and conducted
interviews with the participants and revealed that three of the four teachers who felt the
highest self-efficacy were native French speakers. By contrast, three of the four teachers
who felt the lowest self-efficacy were non-native French speakers. In the interview data,
four of the eight non-native French-speaking teachers mentioned their French proficiency
in relation to their teacher self-efficacy. In these instances, the four teachers assessed their
French proficiency positively and had positive teacher self-efficacy.

More recently, Karas and Faez (2020) compared the self-efficacy of ESL teachers
with three different linguistic identities in Canada. Their participants were monolingual
NESTs (n = 28), multilingual NESTs (n = 63), and NNESTs (n = 31). The researchers
administered online questionnaire surveys, and the results indicated differences in the

level of self-efficacy between the groups. Multilingual NESTs and NNESTs felt
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statistically significantly higher self-efficacy compared to monolingual NESTs. The
researchers indicated two possible explanations for their results. First, their study took
place in an ESL setting. They explained that NEST/NNEST distinctions are less evident
in ESL settings than EFL settings and that being native English speakers cannot be a
characteristic unique to English teachers in ESL settings. Rather being multi-lingual was
more important for teachers, which was the second reason that Karas and Faez noted.
They explained that multilingual teachers were successful language learners and had
successful language learning experiences, which improved their self-perceptions as ESL
teachers and self-efficacy accordingly. By contrast, monolingual teachers did not value
self-perception, being monolingual with native speaker norms. The researchers concluded
that a shift away from native-speakeristic beliefs may be gradually occurring within the

ELT field.

2.5.3 Toward post-native-speakerism

Recently, scholars have claimed a shift from native-spearkerism toward post-native-
speakerism is necessary (Houghton, 2018). To understand the current argument, two
studies are reviewed in this section.

Llurda (2016) argued that teachers should be viewed as one of the following two
types instead of NESTs and NNESTS: essentialists and ELF-aware teachers. The former
comprises teachers who value the idea that English is possessed by native speakers,
whereas the latter includes teachers who identify themselves as L2 users. The gradual
permeation of concepts such as ELF and WE suggest that the goal for English language
teaching and learning has shifted from obtaining native-like proficiency to becoming a
proficient L2 user. Teachers who are aware of this changing status of English have tended

to perceive the goal of English-language teaching as building students’ confidence in
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using English in diverse situations. This shift from essentialists to ELF-aware teachers is
expected to mitigate native-speakerism (Llurda, 2016).

The second study presents an argument for post-native-speakerism. Using interview
data with experts in the field of ELF and WE (n = 24), Houghton (2018) provided six
necessary pedagogical changes to overcome native speakerism:

(1) From native-speaker model to diverse models,
(2) from predetermined norms to L2 as [a] vehicle for mutual exchange of
people,
(3) from accuracy to communication flexibility,
(4) from target culture to intercultural orientation,
(5) from top-down decision making (such as publishing materials) to
teacher-selected, and
(6) from teacher- to learner-centered.
To achieve these changes, Houghton (2018) argued that English teachers are required to
undergo cognitive transformation of their knowledge, pedagogical knowledge, and
attitudes. Further, scholars have indicated that the shift toward post-native-speakerism
may be necessary in English education at Japanese universities to reflect the actual status
of English as a global language (Houghton, 2018).

Although a gradual shift from native-spearkerism toward post-native-speakerism
may be observed in the ELT field, the distinction between NESTs and NNESTSs persists
in many EFL contexts (Medgyes, 2017). The roles that NESTs and NNESTs play are
typically divided, such as communicative English for NESTs and reading and grammar
for NNESTs (Oda, 2018). This division is likely to persist if traditional role distinctions
are continually practiced, because such beliefs will likely be ingrained within future

students’ minds (Uzum, 2018). To avoid this, it is necessary to consider whether or not
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this distinction is useful from the perspective of teachers’ actual instructional orientations.
To understand the current practices of English education at Japanese universities, studies

regarding English teachers in this context are reviewed next.

2.6 Research on University English Teachers in Japan

In this section, LTC studies regarding university English teachers in Japan are
reviewed. To provide the overview of current university English teachers, their
educational background and the courses that they teach are presented first in Section 2.6.1.
In Section 2.6.2, LTC studies on university English teachers, including those that
compared JTEs and NJTEs are reviewed to demonstrate that the LTC of these teachers

has not been fully explored in this context.

2.6.1 Current university English teachers in Japan

With regard to university English teachers, JACET (2018) conducted a status quo
survey about who taught and what was taught in university English courses (JTEs: n =
629; NJTEs: n = 210; N/A: n = 26°°). As JACET (2018) covered a wide range of
background information of English teachers in this context, this section only provides
information that is relevant to the present study, that is, teachers’ educational and
academic backgrounds and the course content that they taught. This information helps
provide understanding about what university English teachers know and do.

JACET (2018) indicated that the majority of teachers were likely to possess

sufficient pedagogical knowledge. This was inferred from the results regarding

39 Tn JACET (2018), participants were asked about their mother tongue (either Japanese or English). The
number of JTEs indicates those who responded that their mother tongue was Japanese, and the number of
NJTEs indicated those who responded that their mother tongue was English. While the majority of N/A
answers were probably non-Japanese non-native English speakers, it could include those who perceive
themselves as multilingual speakers. Thus, these answers were not included for NJTEs.
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participants’ educational and academic backgrounds. The results indicated that the
majority had their academic backgrounds in applied linguistics or teaching English to
speakers of other languages (TESOL) (62.8%). When compared with a previous JACET
survey conducted in 2003, more teachers with applied linguistics or TESOL backgrounds
(34.9% in 2003 vs. 62.8% in 2018) and fewer teachers with a linguistics (23.5% in 2003
vs. 15.6% in 2018) or a literature background (27.4% in 2003 vs. 8.6% in 2018) were
involved in current university English education.

The survey results demonstrated that the majority of teachers were involved in
courses that included productive skills. For example, compared to the 2003 survey, more
teachers were involved in four skills-integrated courses (28.3% in 2003 vs. 62.1% in
20183%"), speaking courses (7.8% in 2003 vs. 42.8% in 2018), and in writing courses
(20.1% in 2003 vs. 49.8% in 2018). However, reading courses were still taught by more
than 50 % of the participants (50.6% in 2003 vs. 55.9% in 2018).

These results suggest that there have been changes in university English education.
Previously, university English courses were taught by Japanese academics and scholars
in the fields of linguistics or literature using the Yakudoku method (Nagasawa, 2004),
while the communicative aspects of English were taught by NJTEs (Nagatomo, 2012).
The survey results (JACET, 2018) suggested that this may no longer be a typical portrayal
of university English classrooms. As the majority of participants were JTEs (n = 629,
74.2%), more JTEs were involved in courses with communicative aspects of English at

Japanese universities than previously, in addition to reading courses.

31 The percentages were not provided in the 2018 survey—the author of the present study calculated them
based on the data they provided.
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2.6.2 LTC studies on university English teachers
In this section, LTC studies regarding university English teachers are reviewed. As
mentioned previously, little has been explored regarding the LTC of teachers in Japanese

university contexts. Table 2.13 shows the list of LTC studies. Each study is reviewed here.

Table 2.13
LTC Research on University English Teachers in Japan

Source Participants Focus Research method
Nagatomo (2012) 8 JTEs Professional identity Narrative inquiry,
Class
observations
Fuisting (2017) 7 JTEs Professional identity (of Questionnaire,
10 NJTEs  limited-term contract Interviews
teachers)
Cowie (2011) 1?JTE Emotion Interviews
8?7 NJTEs
Sakui and Cowie 7 JTEs Perceptions on students’ Questionnaire
(2012) 25NJTEs motivation
Cowie and Sakui 1JTE Perceptions on students’ Interviews
(2012) 2 NJTEs motivation, motivational
strategies, and teacher
identity
Matsuura et al. 41 JTEs Beliefs regarding Questionnaire
(2001) 41 NJTEs  important instructional
areas
Shimo (2016, 2018) 170 JTEs Perceptions regarding Questionnaire

154 NJTEs students

Note. ? = the number was not specified.

Nagatomo (2012) described the identity formation of JTEs. She conducted
interviews with JTEs (n = 8) and held a class observation of one of her participants to
understand university English education from the perspective of teachers. Nagatomo
noted that participants’ professional identities were inclined toward being English

teachers rather than researchers. This is unlike the traditionally portrayed university
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English teachers at Japanese universities, who were more academics than teachers. She
further explained that experience in actual classroom practice might have contributed to
this inclination because she found relatively less-experienced participants struggled more
with the dual identity as a teacher and researcher compared to relatively experienced
participants. Nagatomo described the class of a participant who was struggling with this
dual identity. The participant’s classroom practice was portrayed as teacher-centered,
where the structures and expressions of English passages were explained in Japanese.
Nagatomo explained that her classroom practice was based on her strong beliefs that an
accurate understanding of English passages was most important for research at
universities, even for students. The interview data also revealed that this was the way she
had learned English. From this narrative, Nagatomo argued that the teacher’s professional
identity as a researcher and her previous learning experiences had influenced her teaching
practice.

Fuisting (2017) explored the professional identities of university English teachers
on limited-term contracts. His focus was to investigate the extent to which his participants
felt they were valued as English teachers. In his findings, 12 out of 19 participants (JTEs:
n =7; NJTEs: n = 12) stated that their professional identities improved after they were
hired as limited-term contract teachers. However, there was a difference between JTEs
and NJTEs. Only two of the seven JTEs reported an improvement, compared to 10 of the
12 NJTEs. Fuisting also noted the dual identity issue relating to the roles of English
teacher and researcher. As his participants were on limited-term contracts, they needed to
conduct research and publish to guarantee their future jobs. This resulted in internal
conflicts—they wanted to be good teachers in class but had to spend a lot of time on their

own research projects rather than on class preparation.
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Cowie (2011) explored emotions related to the professional lives of university
English teachers. Through understanding experienced university English teachers’
emotions, Cowie aimed to determine how teachers dealt with emotions that influenced
their professional growth. Cowie conducted interviews with university English teachers
(n = 93%) and placed the emotions expressed in the interviews into seven categories:
emotions toward colleagues, institutions, professional networks, warmth toward students,
student progress, anger toward students, and emotion toward teacher identity as a moral
guide. While emotions toward students included both positive and negative aspects,
teachers felt that they should be moral guides for their students. They also perceived that
English teachers should go beyond teaching English, providing students with
opportunities to think about life and social issues. Their role as a whole-person educator
could be seen in their emotions.

Sakui and Cowie (2012) investigated the perceptions of English teachers regarding
the low motivation levels of university students toward English learning. They conducted
an open-ended questionnaire survey in which 32 university English teachers (JTEs: n =
7; NJTEs: n = 25) participated to explore how participants made sense of the situation
when they felt limited in their ability to motivate students. With regard to low motivation
in their students, Sakui and Cowie summarized three kinds of limitations that their
participants perceived: institutional systems (i.e., the nature of compulsory English
courses), student attitudes and personalities (i.e., disinterest in English and shyness), and
teacher-student relationships (i.e., difficulty in creating a personal bond). The findings
indicated that university English teachers have a sense of helplessness in motivating their

students.

32 Both JTEs and NJTEs were included, but the numbers in each group were not mentioned.
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In the following study, Cowie and Sakui (2012) investigated strategies that teachers
used to motivate their students and their relationship with teacher identity. They
conducted in-depth interviews with three university English teachers (JTE: n =1; NJTE:
n = 2) and found that JTE and NJTE participants used different motivational strategies.
The Japanese participant used a more Japanese style of teaching to motivate her students.
Further, even though she was aware of communicative instructions, she tended to provide
a thorough explanation of the material. She thought that her students’ motivation
decreased when they felt uneasy or did not understand some parts of the material, even if
such parts were small or unimportant. Cowie and Sakui explained that her belief was
drawn from her experiences as a learner. By contrast, the NJTE participants used
strategies that emphasized the cultural aspect of language learning, thus utilizing their
cultural identities. By arousing their students’ interests in their cultural identity, they
attempted to enhance student motivation toward English learning.

These reviewed studies suggested that JTEs and NJTEs at Japanese universities had
somewhat different perspectives. Nagatomo (2012) and Cowie and Sakui (2012)
suggested that JTE participants tended to have more teacher-centered views on teaching.
In contrast, Fuisting (2017) reported that their JTE and NJTE participants differed in
terms of how they felt their identities changed. However, it should be noted that these
studies were descriptive in nature without the intention of comparing JTEs and NJTEs.
Therefore, the remainder of this section contains a review of two studies that sought to
compare JTEs and NJTEs.

Matsuura et al. (2001) compared the beliefs of JTEs and NJTEs regarding the
perceived importance of instructional areas. Although the main purpose of their survey
study was to examine any differences in beliefs between Japanese university students and

their teachers, it also reported interesting differences between JTEs (n = 41) and NJTEs
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(n = 41). Participants’ beliefs and attitudes with regard to five instructional areas were
investigated: (1) important instructional areas in communicative language learning and
teaching, (2) goals and objectives, (3) teaching styles and methods, (4) teaching materials,
and (5) cultural matters. The researchers found statistically significant between-group
differences in speaking and nonverbal cues as important instructional areas. Further,
NJTEs valued both items more than JTEs. Accordingly, the results indicated that these
two teacher groups held different attitudes toward instruction in certain areas®* and also
indicated that the two teacher groups were different in terms of the perceived importance
of instructional areas. However, the researchers did not examine the causes of such
differences.

More recently, Shimo (2016) compared the two teacher groups (JTEs: n = 170;
NJTEs: n = 154) with respect to their perceptions of Japanese university students’
personalities and attitudes. She used a questionnaire survey and found two main
differences between the groups. First, a smaller proportion of the JTE group perceived
their students as “cheerful” (JTE = 37.1%, NJTE = 63.0%) and “willing to communicate
in English” (JTE = 10.0%, NJTE = 45.5%). Next, Shimo (2016) found between-group
differences regarding participants’ perceptions of their students’ preferred class format.
The JTE group perceived more strongly that their students preferred class formats in
which they had frequent opportunities to initiate activities. However, the NJTE group

believed more strongly that their students preferred to receive explanations from teachers.

33 Matsuura et al. (2001) set a severe significance level (p <.001), because they conducted multiple #-
testing. They also indicated that several instructional areas had group differences at a generally significant
level (p <.05). The author of the present study calculated the effect size (Cohen’s d) using the data they
provided in the paper regarding these instructional areas. As a result, a medium effect size of the
difference was found in the perceived importance regarding language functions, listening, and cultural
differences. In addition, NJTEs valued these aspects more than JTEs in all these variables. Effect size
informed that these two groups were likely to be different.
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Shimo (2018) performed further analysis of the data from her previous study (Shimo,
2016) and found seven between-group differences. The JTE participants believed the
following about their students more strongly than the NJTE participants:

(1) They wanted teachers to use more Japanese in class,

(2) they should learn English instead of other foreign languages,

(3) they should practice translating from English to Japanese, and

(4) they should practice translating from Japanese to English.

By contrast, the NJTE participants believed the following about their students more
strongly than the JTE participants:

(5) They wanted to learn English from native English-speaking teachers,

(6) they wanted to do speaking activities in class, and

(7) they wanted teachers to use more English in class.

With regard to the factors that caused the between-group differences, Shimo (2016,
2018) suggested two. First, she suggested that teachers’ assigned classes could be a factor.
Shimo (2016) provided data on the courses that her participants were teaching, with
31.8% of JTE participants teaching speaking courses compared to 79.5% of the NJTEs.
Similarly, 67.1% of JTE participants taught reading courses compared to 31.8% of the
NJTEs. Second, she indicated that more NJTEs were assigned to classes of students with
higher proficiency levels in her survey. She also mentioned that the learning goals of the
courses affected the results. Drawing upon these two factors, Shimo (2018) made the
assumption that teachers’ views regarding the purpose of university (compulsory) English

education might be different between the two groups.

To summarize, there have been few LTC studies regarding university English

teachers. Moreover, LTC studies that compared JTEs and NJTEs found that these two
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groups of teachers differed in certain areas of their cognition (Cowie & Sakui, 2012;
Matsuura et al., 2001; Nagatomo, 2012; Shimo, 2016, 2018). However, given the
complexity of LTC, there are other LTC areas that should be examined to determine the
distinctiveness of these two teacher groups. Accordingly, an intention of the present study
was to investigate these two teacher groups further from the perspective of role

perceptions.

2.7 Research Questions and Research Design

Based on the literature review, the research problems are presented in section 2.7.1.
Then, the research questions are presented and the research design is outlined in Sections
2.7.2 and 2.7.3, respectively. A fuller explanation of the methods is provided in the

chapters that follow.

2.7.1 Research problems

In reviewing the literature, the following research problems can be identified. There
were few LTC studies on university English teachers, and to the best of the author’s
knowledge, neither the role perceptions of university English teachers nor the differences
between JTEs and NJTEs regarding their role perceptions were previously examined.

In addition, previous research regarding role perceptions did not examine how
individual teachers construct their role perceptions or how role perceptions can be related
to other teacher factors. Consequently, influential factors on the differences between JTEs

and NJTEs regarding their role perceptions (if any) are unclear.
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2.7.2 Research questions
To address these research problems, the following three research questions were
formulated:
Research Question 1 (RQ1):
What are the role perceptions of university English teachers in Japan?
Research question 2 (RQ2)
How do JTEs and NJTEs differ in terms of their role perceptions?
Research Question 3 (RQ3):
What are the influential factors in the construction of role perceptions of
university English teachers in Japan?
Research question 4 (RQ4):
How do JTEs and NJTEs differ in terms of influential factors affecting role
perceptions and of their recognition regarding the purposes of university
English education?
Research Question 5 (RQ5):
What is the relationship between role perceptions and teacher self-efficacy for
engagement?
Research Question 6 (RQ6):
How do JTEs and NJTEs differ in terms of the level of teacher self-efficacy for

engagement?

RQI1: What are the role perceptions of university English teachers in Japan?
RQ2: How do JTEs and NJTEs differ in terms of their role perceptions?
These two research questions are related to each other. The first research question

was asked to describe the role perceptions of current university English teachers in Japan.
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Given that role perceptions can be context sensitive (Farrell, 2011), the findings of the
present study could be somewhat different from those of previous studies that were
conducted in different contexts (see Section 2.3.2). The present study aims to identify the
role perceptions of university English teachers in Japan.

With respect to RQ2, previous studies regarding both NEST/NNEST and JTE/NJTE
distinctions have suggested there could be differences between the groups (see Sections
2.5.1 and 2.6.2). The present study aims to examine the differences between JTEs and

NIJTEs regarding their role perceptions.

RQ3: What are the influential factors in the construction of role perceptions of
university English teachers in Japan?

RQ4: How do JTEs and NJTE:s differ in terms of influential factors affecting role
perceptions and of their recognition regarding the purposes of university English
education?

RQ3 and RQ4 are related. The present study aims to identify factors that influence
the construction of role perceptions. Given the complexity of LTC (Section 2.2.2),
multiple factors are likely to be involved in the construction of role perceptions.

If the role perceptions are different between the two groups (RQ?2), the identified
influential factors could be involved in differences in their role perceptions. The present
study investigates whether there are differences in influential factors in the construction
of role perceptions between the two groups.

Previous studies have suggested that JTEs and NJTEs have different views on
university English education (see Section 2.6.2). Their views on it may influence their

role perceptions because teacher roles are enacted to achieve instructional goals. The
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present study examines how these two groups of teachers consider the purposes of

university English education.

RQS5: What is the relationship between role perceptions and teacher self-efficacy for
engagement?
RQ6: How do JTEs and NJTE: s differ in terms of the level of teacher self-efficacy for
engagement?
These two research questions are related. Previous studies have indicated that teacher
self-efficacy for engagement and teachers’ instructional orientations are in a correlational
relationship (see Section 2.4.2). Different instructional orientations require teachers to
take on different roles (see Section 2.3.1). Thus, there is also likely a relationship between
role perceptions and self-efficacy for engagement.

If role perceptions are somewhat different between the two groups (RQ2) and
teacher self-efficacy and role perceptions are related, the levels of teacher self-efficacy
for engagement may also differ. The present study compares JTEs and NJTEs in terms of

their level of teacher self-efficacy for engagement.

2.7.3 An outline of the research design

To answer these questions, the present study was planned and conducted. It adopted
an exploratory sequential mixed-method research design, which consists of a qualitative
and a quantitative phase in sequence. Figure 2.3 presents an outline of the overall research

design.
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Figure 2.3 Summary of the research design.

The aim of the qualitative phase was to explore and identify university English
teachers’ role perceptions and factors influencing their construction. As role perceptions

of university English teachers were not explored before, their role perceptions were

76



explored without any preconceived assumptions or hypotheses. Qualitative research
methods were used because they are useful for exploring new areas of study, making
sense of complexity, and providing possible interpretations of human experiences
(Dornyei, 2007). The qualitative phase comprises two studies—a preliminary study and
a main qualitative study. In these studies, interviews were conducted because participants’
multiple role perceptions were likely to be captured by collecting oral accounts from
participants, as seen in Farrell (2011). In the preliminary study, interviews with NJTEs (n
= 3) were conducted to examine the interview procedures and to create an initial
taxonomy of English teacher roles, which can be used as an example of teacher roles in
the main qualitative study. In the main qualitative study, interviews with JTEs (n = 12)
and NJTEs (n = 22) were conducted to explore university English teachers’ role
perceptions and the factors that influence them in greater detail. The data obtained from
the interviews were analyzed with content analysis and thematic analysis to identify role
perceptions and to determine factors that influence the construction of role perceptions.
The actual procedures are described in Chapter 3.

The aim of the quantitative phase was to obtain generalizable results regarding
university English teachers’ role perceptions and influential factors. Another aim was to
examine the relationship between role perceptions and teacher self-efficacy for
engagement. To achieve these aims, an online questionnaire survey was conducted. Prior
to the main survey, pilot testing was conducted in the following two stages: expert
judgment and piloting. In the first stage, the validity of the developed questionnaire items
was established. Experts in the fields of applied linguistics and educational psychologists
(n = 2) participated in this process. The second stage was to determine if there were any
instructions or items that might be misunderstood by participants (Japanese: n = 3; non-

Japanese: n = 3). After making any necessary revisions, the main survey was conducted
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using an online survey service (SurveyMonkey Inc.*). The participants included 328
university English teachers (JTE: n = 170; NJTEs: n = 158), and the obtained data were

subject to statistical analysis. The actual procedures are detailed in Chapter 4.

34 https://jp.surveymonkey.com/

78



Chapter 3: The Qualitative Phase
In this chapter, the qualitative phase is described. The purposes of this phase were
the following:
® To describe the role perceptions of university English teachers in Japan
® To identify the factors that are influential in the construction of role
perceptions.
To fulfil these purposes, which partially correspond to RQ1 and RQ3, interview studies
were conducted in two stages: a preliminary study and a main qualitative study. The
preliminary study is described in Section 3.1, and Section 3.2 contains a description of

the main qualitative study.

3.1 A Preliminary Study
The preliminary study was planned and conducted to address methodological

challenges in studies of role perceptions. More specifically, the purposes were the
following:

® To examine the effectiveness of interview procedures (i.e., piloting)

® To create an initial taxonomy of English teacher roles

® To identify necessary methodological improvements for the main study.
First, interview procedures were examined. Interviews were chosen to elicit participants’
oral accounts because, as reviewed in Section 2.3.2, collecting oral accounts better
enabled the elicitation of multiple role perceptions compared to metaphor completion
tasks. However, it was time consuming. To address this, research instruments were
prepared for use to facilitate participant reflections on their roles. Thus, interview
procedures including research instruments used were examined. Second, the findings of

the preliminary study were used to create an initial taxonomy of English teacher roles,
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which can be used as examples of English teacher roles in the subsequent main qualitative
study. Looking at the taxonomy as examples of English teacher roles, participants were
likely to reflect on their roles promptly in the main qualitative study. Finally, the
experience in this preliminary study was likely to provide useful methodological
implications for the main qualitative study.

The method is explained in Section 3.1.1. Then, the findings are described in Section
3.1.2, followed by a presentation of an initial taxonomy of English teacher roles and a
comparison with the findings of previous studies. The section closes with a discussion of

the methodological considerations for the main qualitative study.

3.1.1 Method
This section explains the methods, including the participants, instruments,

procedures, and analysis.

Participants

Three experienced NJTEs teaching at Japanese universities participated in the study.
Table 3.1 provides a summary of participant information, including their pseudonyms.
These participants were selected from different universities using a convenience sampling
method; they were the author’s professional acquaintances.®
Only NJTEs were included for the following two reasons. First, the author wanted to
ascertain whether or not he could satisfactorily conduct interviews in English, which is
his second language. He expected that interviews in his second language would be more
difficult than those in his first language. As completing the interviews in English was

critical for the entire research project, this was examined in the preliminary study. Second,

35 Their participation to the study was voluntary.
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roles expressed in English were expected to be more useful for creating an initial
taxonomy of English teacher roles because previous studies used English terms for these
roles. This would allow the findings to be compared to those in the previous studies (Atai

et al., 2018; De Guerrero & Villamil, 2000; Farrell, 2011; Wan et al., 2011).%

Table 3.1

Summary of Participant Information

Teaching experience
Name g eXp

(pseudonym) Age  atuniversity level Academic background
(years)
MA in TESOL
Andy 40s 19 Ph.D. in applied linguistics
Brian 30s 12 MA in TESOL
. MA in TESOL
Christine 40s 21 Ph.D. in applied linguistics
Instruments

The intention of including instruments was to facilitate participant reflections on
their roles and to elicit their multiple role perceptions efficiently with interviews. As
reviewed in Section 2.3.2, individual teachers’ multiple role perceptions cannot be
elicited with metaphor completion tasks, whereas collecting participants’ natural
reference to their roles was a time-consuming process and cannot be achieved in a limited
time of interviews. Thus, to collect participants’ multiple role perceptions within a limited
time of interviews, the following research instruments were used and examined in this
preliminary study:

® Pre-interview questionnaire

® Brainstorming sheet

36 At this point in the project, the author only intended to examine the role perceptions of NJTEs, which
was another reason why only NJTEs were included.
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® Mind map sheet
A pre-interview (written) questionnaire asked participants questions about their
background (see Appendix Al). This included their age group, the length of time living
in Japan, educational background, teaching experiences, previous language learning
experiences, and Japanese language learning experiences. This information helped in
understanding the participants’ experiences that they recounted.

The brainstorming sheet was presented on A4 paper (see Appendix B). With this
sheet, the participants took notes about any ideas regarding their roles while
brainstorming. The participants used their notes when drawing a mind map.

The final instrument was a mind map (see Appendices C1 and C2), which uses
diagrams and lines to depict and explore the relationships among concepts®’ (Davies,
2011). This can be considered as a type of visual methods (Pain, 2012). Visual methods,
such as photographs, films, paintings, or drawings that participants produced, can be used
as stimuli for researchers to elicit data from participants. Further, they can help
participants to express tacit knowledge and to promote their reflections (Pain, 2012).%8

This technique has been used in ELT studies (Borg et al., 2014; Kalaja, 2016). For
example, Kalaja (2016) used drawings when exploring how pre-service teachers
conceptualized teaching a foreign language. Kalaja asked pre-service teachers in Finland
(n = 60) to draw images (complete with explanations) of their future selves as teachers
teaching in foreign language classrooms. Drawing images helped her participants

envisage their future classroom experiences.

37 There are other mapping techniques, including the concept map. Davies (2011) defines a mind map and
concept map distinctively. The former is a spontaneous way of depicting the relationship between ideas
and can be pictorial. By contrast, a semantic mapping is deliberately structured to show the relationship
between ideas and can indicate causal relationships with arrows.

38 Pain (2012) also highlighted other purposes, such as building a rapport with participants. This
facilitates communication between participants and researchers and allows researchers to engage with
places or groups of people that are difficult to access.
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In the present study, drawing a mind map was used to encourage participants to
reflect on their roles. As role perceptions are tacit concept, eliciting participants’ multiple
role perceptions can be time-consuming process (Farrell, 2011). It required methods that
enable to do so in interviews. Drawing a mind map was expected to help the participants
to reflect on their roles and explore any relationships between them. Further, their mind
map can be used when the participants explain reasoning behind their role perceptions
and any factors that influence each of their roles. Further, mind maps that the participants
drew were helpful for the author to understand their role perceptions by seeing their mind

maps.

Procedures

Before the interviews, a few e-mail messages were exchanged that explained the
purpose of the study and contained a written consent attachment (see Appendix D1 for a
consent form). After obtaining written consent, the participants filled out a pre-interview
questionnaire that was returned to the author. Following these preparatory procedures,
two individual interviews were conducted with each participant at their respective
workplaces to help them feel at ease.

The first interviews adopted an unstructured format, which was based on the
suggestions of Golombek (1998). She noted that allowing individuals to speak freely
about their experiences provides opportunities to discover their perspectives; hence, more
roles were expected to appear. In the interviews, the participants talked freely about their
experiences as university English teachers, including their roles as teachers, their
responsibilities within the affiliated university community, and their research interests.
During this process, the author occasionally provided prompts to maintain a natural

dialogue and aid their reflections. However, every effort was made not to impose any of
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the author’s own views regarding teacher roles. After this process, the participants drew
mind maps and then explained their meaning.

The second interviews with Andy and Brian took place approximately one month
after the first interviews, and Christine’s was two months after the first interview. The
interview with Andy was conducted using an internet video calling tool*°, while face-to-
face interviews were conducted with Brian and Christine. The interviews specifically
focused on the factors that influenced the participants’ role perceptions, which was not
explored sufficiently during the first interviews due to time constraints. The participants
were asked to explain why certain roles that they described in their mind maps were
important and when they became aware of their importance.*’

Each interview lasted approximately 90 minutes. All interviews were conducted in
the participants’ first language (English) and were audio-recorded. The audio-recorded
data were transcribed verbatim. Unnecessary data, such as fillers, false starts, and
hesitations, were subsequently removed from the analysis because it focused on what the

participants said rather than how it was told.

Analysis

To identify participant role perceptions, the data were analyzed in two steps.
Referring to Cohen (2008), who explored the professional identities of teachers using
narrative data, only explicitly stated teacher roles were identified in the first step. An
example of an explicitly stated teacher role can be observed in “I am an entertainer in the
class.” Here, “entertainer” is expressed explicitly, and roles such as this were coded first.

In the second step, implicitly stated teacher roles were coded through repeated reading.

39 https://www.skype.com/
40 These data were concerned with the influential factors in the construction of role perceptions. Thus, the
findings of this process are described in the report of the main qualitative study (see Section 3.2.2).
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An example of an implicitly stated role would be “I tell jokes to the students.” In this
example, the participants did not explicitly mention a teacher role or name. Utterances
such as this were coded as implicitly expressed roles (in this example, “entertainer’).*!

The credibility of the analysis was assured by two approaches. One was member-checking
(Maxwell, 1992),*? where each participant confirmed the author’s interpretation.*> This
was done via e-mail. The other was based on researcher triangulation, where the created

codes were reviewed by an experienced applied linguist, and disagreements were solved

by discussion.

3.1.2 Findings

This section presents the findings of the analysis. First, the roles identified in the
present study are described. Subsequently, these roles are presented as an initial taxonomy
of English teacher roles and are compared with the findings of previous studies. However,
role perceptions may be context-sensitive (Farrell, 2011), meaning that the findings were
not expected to be completely compatible. Nevertheless, the appearance of similar roles
can provide possible justification for the methods used. Finally, methodological

considerations for the main qualitative study are discussed.

Twelve roles
From the analysis, 12 roles were identified (Table 3.2). Each of these roles is

summarized with their definitions and illustrated with excerpts from the actual data.

41 The data analysis regarding the participant accounts of their role perceptions is reported in Section
3.22, which describes the main qualitative study.

42 Member-checking is one of the strategies to secure credibility of data analysis (Maxwell, 1992). In
member-checking, actual participants check the researchers’ interpretation of their data.

43 Member-checking was mainly carried out to confirm my interpretations of the reasoning underlying
their role perceptions. The findings of this analysis are reported in Chapter 4.
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Table 3.2

Twelve Roles

1) English expert 2) Cultural representative
4) Facilitator 5) Designer

7) Language model 8) Motivator

10) Entertainer 11) Assessor

3) Lecturer (Transmitter of
knowledge)

6) Native speaker
9) Caregiver

12) Learning advisor

(1) English expert

An English expert is a teacher who has extensive knowledge of the English language

and English language skills. Two of the participants (Andy and Christine) talked quite

often about their role as an “English expert,” using phrases such as “expert of English,”

“expert of language,” or “language authority.” These variations were all categorized as

an “English expert.” Andy noted that this was his prime role as an English teacher:

I would think that language authority [English expert] should be the
number one. Language authority relates to my education.*

Andy mentioned his academic background while talking about his role, indicating that

the construction of role perceptions is influenced not only by current classroom practices

but also by past career trajectories. The role may sound like a quality rather than an

actual teacher role, but it was decided to regard it as a role because participants’

subjective interpretations of roles were emphasized in the present study (see Section

1.2.1).

4 Brackets ([ ]) around a segment represent an addition by the author of the present study. When a
participant used a different role term, it is replaced by a role term established in the present study
surrounded by brackets ([ ]). When an element from excerpts is omitted, an ellipsis (““...”) is used.
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(2) Cultural representative
A cultural representative refers to a person who represents and teaches information
about a foreign culture in the classroom. Andy explicitly expressed this role. Variations
such as “cultural ambassador” and “representative of a culture” observed in the data were
classified into the same category. Andy stated the following:
I have a role as a cultural ambassador. I think students want to learn
about my culture. They want to see things. They want to be exposed

to music or some videos, or even just hear me talk what life is like in
my hometown.

In providing cultural materials for his students to learn about the culture of English-

speaking societies, Andy believed that he played this role.

(3) Lecturer (Transmitter of knowledge)

A lecturer is a person who transmits their knowledge to students. It was expressed
explicitly in the interviews. Andy discussed a situation in which he had to give lectures:
The class 1 teach is vocabulary based, and it’s a big class of 50
students, so sometimes it is slightly more lecture oriented... If [ have

to introduce a topic like plagiarism or how to paraphrase, sometimes
I have to lecture to the students.

This role corresponds to a somewhat traditional understanding of the teacher’s role since
English teachers are required to give lectures to transmit knowledge if the course demands

it.

(4) Facilitator
A facilitator guides and supports students in achieving their learning goals. Brian
explicitly expressed it in relation to his technique for guiding and supporting his students’

learning. He talked about this role in the following way:
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I try to be more of a facilitator by giving students problems and letting
them try to do as much as they can until they get stuck. And when
they ask for help, then I ask questions to help them solve the problems
by themselves.

As Brian explained, teachers as facilitators set learning goals for students and guide them

to achieve these goals.

(5) Designer
A designer creates language courses and teaching materials. Brian expressed this
role explicitly as follows:
I look at the class as a designer first, and I try to make language
necessary for students. If I could do a good job at this, the rest goes
smoothly.
Brian emphasized that a designing stage was important for smooth class activities.
Although this role is generally performed prior to a class outside the classroom, it was
still included as a teacher role. This is because, as seen in this case, a teacher may perceive

this role as important.

(6) Native speaker
A native speaker speaks English as a first language. Andy described the native

speaker role as follows:

I know I am teaching some classes because I am a native speaker. For
example, there is a TOEFL class in my university, and the two
Japanese teachers teach the reading and listening, and the two native
speakers of English teach speaking and writing. I think students have
expectations about something like speaking. I think they do expect to
be taught by a native speaker. And for writing, I think they expect
that, too.
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Andy’s response indicates that roles as native speakers were expected from universities
and students, regardless of whether teachers are willing to take on that role. Strictly
speaking, being a native speaker was not a teaching role, but as the following excerpt

indicates, the term “native speaker” was explicitly utilized in the interviews.

(7) Language model
A language model is a person whom students see as a model for their learning goals.
This role tended to be expressed implicitly, as the following excerpt from Christine
indicates:
Students need to really listen when native speakers around them are

talking. They should try to understand and listen carefully to how
they speak.

In this excerpt, Christine implied that native speakers’ speech was a model for students.*’
This role may be related to the native speaker role mentioned above, but a language model
1s not solely for native speakers, as Christine states:

Near-native speakers, who are Japanese, are also a good model.
Students can go “If this teacher can speak English, I can do that, too.”

As she said, teachers can be models regardless of whether they are native or non-native
speakers. The role as a model was separate from the native speaker role, and it was

labeled as “language model.”

45 This interpretation was confirmed during the second interview with Christine.
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(8) Motivator
A motivator enhances students’ motivation to learn English. Brian explicitly
commented about students’ motivation as follows:
I’m trying to encourage students and help them find motivation and
passion for language learning.
As mentioned earlier, low motivation is one of the primary concerns faced by Japanese

university English teachers (see Section 1.1.1), and all the participants acknowledged its

importance in the interviews.

(9) Caregiver
A caregiver is a person who cares for students and get them to do work in class.
Andy implicitly explained that he provided students with care, using the phrase “parental
role.” Andy described this role as follows:
As I get older, now I am their father’s age. I think there is more of a
parental role, which in a way makes teaching sometimes more
comfortable. I feel that there is definitely an element of that now.
It indicates that he sometimes cares about students expressing empathy or behaves
authoritatively to lead his students to do work. The term “caregiver” was developed to

represent this category.

(10) Entertainer
An entertainer ensures that students in the class have fun. The entertainer role was

explicitly expressed by all the participants. Christine noted the following:
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I felt like I had to entertain [students], because the students were too
quiet. They would just stare at me and look at me. They wouldn’t say
anything, so I tried to entertain them.

Christine felt it necessary to play this role in her context. It could be important for teachers
to adopt this role to create a friendly class atmosphere and ensure students have a fun

time.

(11) Assessor
An assessor monitors students’ output and gives them feedback. All the participants
mentioned that they corrected errors in students’ oral or written performance. Christine
commented:
I want students to make mistakes, and then I want to help them
become accurate, for them to notice. That’s what I want them to do,
to notice, “oh I should not use ‘goed’; it should be ‘went.””” And then

they will remember. So, the next time they will be a little bit more
accurate. That’s what I care about.

As Christine explained, active teacher behavior in the classroom includes assessing
students’ performance and giving appropriate feedback, so the category of “assessor” was

created.

(12) Learning advisor
A learning advisor gives students advice on how to learn English. When the
participants mentioned giving students some advice, such utterances were identified with
as a “learning advisor.” Christine explained:
Learning English, Spanish, whatever, you [have] got to do it every
day. That’s important. One way to do it is shadowing or talking by

themselves. Skills to teach how to study are important. I give them
advice: do shadowing and talk to themselves.
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The learning advisor role highlights that the teacher helps students to learn, not by

teaching a language but by teaching how to learn.

Developing an initial taxonomy of English teacher roles

The findings were used to create an initial taxonomy of English teacher roles. As

shown in Table 3.3, the identified English teacher roles are accompanied by their

definitions.

Table 3.3

Initial Taxonomy of English Teacher Roles

Role

Definition

1) English expert

2) Cultural representative
3) Lecturer (Transmitter
of knowledge)

4) Facilitator

5) Designer

6) Native speaker

7) Language model

8) Motivator

9) Caregiver

10) Entertainer

11) Assessor

12) Learning advisor

English expert has extensive knowledge of the English language
and English language skills.
Cultural representative represents and teaches about a foreign

culture in the classroom.

Lecturer transmits their knowledge to students.

Facilitator guides and supports students in achieving their
learning goals.

Designer creates language courses and teaching materials.
Native speaker speaks English as a first language.

Language model is someone who students see as a model for
their learning goals.

Motivator enhances students’ motivation to learn English.
Caregiver cares for students and gets them to do work.
Entertainer ensures students in the class have a fun time.

Assessor monitors students’ output and gives them feedback.

Learning advisor gives students advice on how to learn English.

Two things are noticeable when observing the taxonomy. First, the taxonomy

included both typical teacher- and learner-centered roles discussed in the literature (see

92



Section 2.3.1). For example, English expert and lecturer (transmitter of knowledge) can
be found as roles for teacher-centered instructions such as the grammar translation and
behaviorist foreign language teaching methods (oral approaches and audiolingual
methods). In contrast, roles such as facilitator and learning advisor represent typical
learner-centered instruction. Second, the identified roles also appear to vary in terms of
their level of abstraction. Roles such as English expert and cultural representative may
be rather abstract and not representative of what teachers do in class, whereas roles such
as lecturer and assessor may represent their actual behavior. This suggests that role
perceptions are configured as roles with different levels of abstraction.

Let us now compare the findings of this preliminary study with the findings
identified in previous studies (Atai et al., 2018; De Guerrero & Villamil, 2000; Farrell,
2011; Wanetal., 2011). Table 3.4 juxtaposes the similarities in role perceptions identified

in the five studies (including the present study).

Table 3.4

Similarities among the Five Studies Regarding Role Perceptions

Role Definition

Cultural representative/ Cultural transmitter

Cultural representative Cultural representative represents and teaches about a
(Present study) foreign culture in the classroom.

Cultural transmitter Cultural transmitter passes or bridges the English
(Wan et al., 2011) culture with the language knowledge to the students.

Lecturer (Transmitter of knowledge)/ Provider of knowledge/Provider/Presenter/

Lecturer  (Transmitter ~ of Lecturer transmits their knowledge to students.
knowledge) (Present study)

Provider of knowledge Provider of knowledge is the source and/ or conduit of
(De Guerrero & Villamil, 2000) language; dispenses language knowledge to students.
Provider Teacher as provider either conveys knowledge in
(Wan et al., 2011) various ways or assists students to learn.

Presenter Presenter delivers information.

(Farrell, 2011)

(continued)
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(Table 3.4 continued)

Role

Definition

Facilitator/ Cooperative leader/ Instructor

Facilitator (Present study)

Cooperative leader
(De Guerrero & Villamil, 2000)

Instructor
(Wan et al., 2011)

Facilitator guides and supports students to achieve their
learning goal.

Cooperative leader guides and directs students, helping
them achieve goals

Instructor is responsible for finding the right track for
students to reach their targets and helps students set
study goals.

Motivator/Motivator
Motivator Motivator enhances students’ motivation to learn
(Present study) English.

Interest-arouser
(Wan et al., 2011)

Motivator
(Farrell, 2011)

Interest-arouser organizes classroom activities for the
purpose of attracting students’ attention (e.g.,
entertainer, magnet, and collaborator).

Motivator motivates students to learn; keeps students on
task.

Repairer/Arbitrator/Assessor

Assessor (Present study)

Repairer
(De Guerrero & Villamil, 2000)

Arbitrator
(Farrell, 2011)

Assessors and evaluators
(Atai et al., 2018)

Assessor monitors students’ output and gives them
feedback.

Repairer corrects students’ language, strategies, and
attitudes.

Arbitrator offers feedback (positive and negative) in
classroom.

Assessor and evaluator represent teachers’ task of
assessment of students’ performance.

Note. Underlining was added by the author of the present study to indicate any similarities.
Two other roles found by Wan et al. (2011) were excluded because their definitions were
not provided.*® Although the role of entertainer was identified in Farrell (2011) and the
present study, they were not included because they were defined differently (despite
having the same label. While care provider (Farrell, 2011) and caregiver (present study)
were similarly labeled, they were not included because of the differences in their
definitions. Although selectors and uses of teaching/ learning materials (Atai et al., 2018)
and designer (present study) were similar, they were not included because the former was
defined as a selector and user of materials and the latter was defined as a creator of courses
and materials.

In the table, similar roles are classified on the left, and the definitions of each role

are added on the right. There are five groups (indicated in bold), meaning five roles

46 These two roles are authority and co-worker. The former may be similar to knowledgeable person
(Farrell, 2011) and English expert (present study), and the latter may be similar to collaborator (Farrell,
2011).
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identified in this preliminary study had similar roles in one or more previous studies. For
example, one was found in a cultural representative (present study) and cultural
transmitter (Wan et al., 2011). In the definitions, phrases such as “represents and teaches
about a foreign culture” and “passes or bridges the English culture” can refer to
transmitting cultural information to students. Similarities of this type can also be found
in the other four groups.

There were roles that were identified only in this preliminary study. Comparing the
12 roles in this study (Table 3.3) and similarities among the five studies (Table 3.4), such
roles as English expert, designer, native speaker, language model, caregiver, entertainer,
and learning advisor were only identified in this study. There are two possible
interpretations for this. One is that these may be unique characteristics of the role
perceptions of university English teachers in Japan. Due to the context-sensitive nature
of role perceptions (Farrell, 2011), these roles could be perceived only by the participants
in this study. The other is that previous studies may have failed to elicit these roles

possibly due to methodological limitations in their studies (see Section 2.3.2).

Methodological considerations for the main qualitative study

In this section, the methodological considerations for the main qualitative study are
discussed. As shown, the findings constituted the initial taxonomy and provided support
for the methods used in the preliminary study. However, methodological challenges were
encountered during the study. The use of interviews for studying role perceptions is
initially examined, followed by a discussion on the instruments used, and possible
improvements for the main qualitative study.

Role perceptions were elicited from the interviews, but the length of interviews

needed consideration. Compared to metaphor completion tasks used in the previous
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studies (De Guerrero & Villamil, 2000; Wan et al., 2011), the use of interviews enabled
to elicit multiple role perceptions from each participant, proving that interviews can be a
useful (if not perfect) method. However, two interviews of approximately 90 minutes
with each participant were necessary, although the intention of the second interviews was
to explore influential factors on role perceptions. Compared to a series of group
discussions used in Farrell (2011), two interviews may be efficient. However, given that
more participants were expected to participate in the main qualitative study, more
efficient interview procedures were needed. One of the possible causes for the excessive
length of the interviews was that it took too long to reach the focus of the study—teacher
roles in classes. The use of the initial taxonomy in the main qualitative study was expected
to prompt participants to be aware of their roles.

The mind map sheet was helpful for the author when attempting to understand the
participants’ descriptions of their role perceptions. With the use of a mind map, the author
was able to understand what part of their multiple role perceptions the participants were
explaining.

However, a mind map cannot express the historical development of role perceptions.
Therefore, the mind maps of the participants only represented their role perceptions at the
time of the interviews and were expressed statically. While the participants often implied
their previous role perceptions, it was unclear if they had fully reflected on their
development. Thus, asking participants to discuss their role perceptions based on a single
mind map might fail to obtain information about the development of their role perceptions.
This means that the explanation of a single mind map is not sufficient to capture factors

that influence the construction of role perceptions.
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In summary, it was determined that interviews were likely to be more effective if the
following two points were resolved. First, the participants’ initial reflections on their roles
should be prompted to ensure they are aware of what is being asked. Second, participant
reflections on the development of their role perceptions should be facilitated to ensure
they can be more aware of influential factors on their role perceptions. After considering
these points, the main qualitative study was conducted, which is described in the next

section.

3.2 The Main Qualitative Study
To begin with, the purposes of the qualitative study are restated:
® To describe role perceptions of university English teachers in Japan
® To identify the factors that are influential in the construction of role
perceptions.
For these purposes, another interview study was conducted. The method is explained in
Section 3.2.1. A description of the findings, role perceptions of university English
teachers in Japan and a list of recognized influential factors, is then presented in Section

3.2.2.

3.2.1 Method
This section explains the methods in the main qualitative study, including the

participants, instruments, procedures, and analysis.

Participants

A total of 34 experienced university English teachers (JTEs: n = 12; NJTEs: n = 22)

participated in the main qualitative study. The initial plan was to recruit at least 10
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participants in each group; thus, 20 in total. Participants were recruited using snowball
sampling (Dornyei, 2007), which is a nonprobability sampling strategy where research
participants introduce future participants. It was used because teachers were more likely
to participate in the interviews if the author was an acquaintance of their colleagues rather
than a total stranger. With this strategy, data collection continues until data saturation,
which is the point at which no new information (role perceptions in this study) is produced
by further data collection (Flick, 2009).*” As a result, 34 participants were included in the

study.*® In the following, a summary of the JTE and NJTE participants is provided.

JTE participants

Table 3.5 presents a summary of information regarding the JTE participants. All the
JTE participants were experienced teachers with 10 years of teaching experience at
Japanese universities. Three participants were part-time and taught at more than two
universities. One teacher led a seminar course on English literature, and another taught
English teacher education courses in addition to compulsory English language courses.
These two teachers were asked to consider only their compulsory English courses while
participating in the study. Regarding their academic backgrounds, five teachers had
completed TESOL programs overseas and one specialized in domestic English teacher
education. Four had academic backgrounds in English literature and an English teaching
certification for secondary schools. One teacher had a linguistics background, while
another teacher’s academic background was not in an English-related field, and they did

not have language teaching certificates.

47 As mentioned previously, the author of the present study intended to focus on NJTEs at this phase of
the study. During the data collection, NJTEs tended to introduce more prospective participants. As a
result, imbalance in the sample size occurred.

“8 Honorarium payments were given to the participants, except for the three NJTE participants in the
preliminary study.
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Table 3.5
Summary of JTE Participant Information

Ic’s(rit;mp ant Gender z;;:?iler:i . Employment  Workplace bA:cfgerI:)llllid
JTEO1 F 19 years Part-time Not singular TESOL
JTEO2 F 13 years Full-time Nat’] univ. TESOL
JTEO3 F 26 years Part-time Not singular TESOL
JTEO4 F 17 years Full-time Nat’l univ. TESOL
JTEOS F 12 years Full-time Private univ. Literature
JTEO6* M 11 years Full-time Public univ. Literature
JTEO7 F 13 years Full-time Private univ. Literature
JTEOS8 M 28 years Full-time Nat’] univ. Literature
JTEO9 F 13 years Full-time Nat’] univ. Non-English-

related field
JTE10 M 14 years Full-time Private univ. Linguistics
JTEL11** M 27 years Full-time Private univ.  English education
JTEI12 F 11 years Part-time Not singular TESOL

Note. *This participant also led a seminar course. **This participant was involved in an
English teacher education program.

NJTE participants

Table 3.6 presents a summary of the NJTE participants. All of them had lived in
Japan for more than 10 years, with the duration of residency varying from 10 to 35 years.
The length of their teaching experience at Japanese universities varied from 7 to 30 years
at the time of the interviews. Of the participants, 15 were full-time teachers with the
remaining 7 working part-time. All the part-time teachers taught in two or more different
universities. All the participants had undergone some form of English teacher education,
such as a private language school program, a TESOL program, or a master’s level English
teacher education program. While their academic backgrounds varied at the
undergraduate level, no members of the NJTE group solely specialized in linguistics or

literature.
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Table 3.6
Summary of NJTE Participant Information

Duration of

Participant code Gender  residency Teachmg Employment Workplace
in Japan experience
NJTEO1(Andy) M 19 years 19 years Full-time Nat’l univ.
NJTEO2 (Brian) M 14 years 12 years Full-time Public univ.
NJTEO3(Christine) F 24 years 21 years Full-time Nat’l univ.
NJTEO04 F 29 years 15 years Full-time Nat’l univ.
NJTEOS F 32 years 22 years Full-time  Private univ.
NITEO06 F 17 years 9 years Full-time  Private univ.
NITEO7 F 25 years 25 years Full-time Nat’] univ.
NITEOS8 M 25 years 25 years Full-time Nat’] univ.
NJTEO09 M 25 years 21 years Full-time  Private univ.
NJTEI10 F 35 years 17 years Part-time  Not singular
NJTEI11 M 15 years 7 years Part-time  Not singular
NITE12 M 30 years 20 years Full-time  Private univ.
NITE13 M 16 years 12 years Full-time  Private univ.
NITE14 F 20 years 6 years Full-time Public univ.
NJTE15 M 16 years 11 years Part-time  Not singular
NJTE16 F 31 years 30 years Part-time  Not singular
NJTE17 M 27 years 21 years Full-time  Private univ.
NJTEI8 M 10 years 10 years Part-time  Not singular
NJTE19 M 32 years 22 years Full-time Nat’l univ.
NJTE20 F 21 years 9 years Part-time  Not singular
NJTE21 M 10 years 8 years Part-time  Not singular
NJTE22 M 25 years 15 years Full-time Nat’] univ.

Note. NJTEO1, NJTE02, and NJTEO3 were the participants in the preliminary study. Part-
time teachers teach at two or more universities.
Instruments
In addition to a pre-interview questionnaire (see Appendices Al and A2), the
following three paper-based data collection instruments were used:
® List of teacher roles
® Mind map

® Time-series sheet
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The first instrument was a list of teacher roles (see Appendices E1 and E2), where
12 roles from in the initial taxonomy developed in the preliminary study were listed on
an A4 sheet of paper. It was expected that this list would help participants to understand
what they were being asked about quickly and would facilitate reflection on their own
roles. To avoid restricting participant reflections by providing examples, two additional
blank spaces were added at the end of the list for participants to add their own ideas
regarding their roles. The list of roles could then be updated with any new roles that
participants added in the blank spaces as the data collection proceeded. This list was
expected to help when conducting interviews about role perceptions within a limited
length of time with more participants in the qualitative study.

The second instrument was a mind map sheet (Appendix C1). This technique was
used in the preliminary study and it was also used in the main qualitative study.

The final instrument was a time series sheet (see Appendix F for a completed time-
series sheet). This was used to allow participants to reflect on their previous role
perceptions. On this sheet, the vertical axis indicated the perceived importance of roles—
the top signified high importance, and the bottom signified low importance—and the
horizontal axis indicated the time sequence—the far left signified the beginning of their
university teaching career, and the far right signified the present. The participants chose
certain roles that changed during their careers and depicted these changes in terms of
importance. This was expected to make participants aware of the development of role

perceptions and to help the author explore factors that caused the development.

Procedures

Before interviews, e-mails were exchanged with the participants to explain the

purpose of the study. The meetings were scheduled after receiving written consent from
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the participants (see Appendices D1 and D2), and interviews were conducted either at the
participant’s university office or at any place of their choosing.
Each interview followed the procedures below and lasted approximately 90 minutes.

(1) Small talk (rapport building) and explanation of the purpose of the study
(oral consent) (approx. 10 min),

(2) review of a list of teacher roles (see Appendices E1, E2) and provision of a
brief definition of each role (approx. 5 min),

(3) participants add other roles (if any) and select roles that they could perceive
playing (approx. 5 min),

(4) participants rank the chosen items from the most important to least
important (participants were allowed to select multiple roles for the same
rank when they perceived those roles as having the same importance) (see
Appendix E3 for an example) (approx. 5 min),

(5) participants draw a mind map (see Appendices C1 and C2) (approx. 15 min),

(6) participants explain the mind map (approx. 30 min), and

(7) participants reflect on changes in their role perceptions using a time-series
sheet (see Appendix F). After completing the time-series sheet, the
participants are asked to explore the reasons for the identified changes
(approx. 20 min).

To obtain accounts for their role perceptions, questions such as “Why is it (a certain role)
important?” and “When did you become aware of its importance?” were asked in (6) to
determine whether participant explanations contained influential factors in the
construction of role perceptions.

The following questions were then asked if the topics did not arise in the explanation

of their role perceptions during the interviews:
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(a) What do you do to motivate your students?

(b) Do you have freedom on what to teach and how to teach?

(c) Do you think that it is important to have Japanese language skills to be an
effective teacher at a Japanese university?

(d) What do you think are some objectives of English education at Japanese
universities?

These questions are related to the following: (a) students’ motivation, (b) teachers’
autonomy, (c) an instructional language, and (d) the purposes of university English
education. These questions were prepared based on a review of the literature and the
relevance of the research questions. Question (a) was asked because student motivation
has been one of the challenges for university English teachers (Ushioda, 2013) (see
Chapters 1 and 2). Question (b) was asked to determine whether or not these teachers
generally have autonomy in their courses (Prichard & Moore, 2016) and whether or not
the course content they designed was likely to influence their role perceptions. Question
(c) was asked to contrast the two teacher groups. The final question was suggested by
Matsuura et al. (2001) and by Shimo (2016, 2018), who found differences between JTEs
and NJTEs in terms of their beliefs, arguing that differences in course objectives were
one factor that caused these differences. Because the participants were likely to teach
different courses, the overall objectives of a university English education were inquired
about instead of the objectives of each course that they taught.

The interviews were conducted in the participants’ first language (Japanese for JTEs
and English for NJTEs). All the interviews were audio-recorded and subsequently
transcribed verbatim for analysis. The participants were contacted via e-mail to ask for

clarification when the meaning in the recorded data was unclear. Finally, unnecessary
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data such as fillers, false starts, and hesitations were removed, which will be explained

next.

Analysis

Two types of data analysis were conducted to account for the two types of data
obtained. One was data regarding participants’ role perceptions (from the instruments
used during the interviews), while the other was interview transcriptions. The following

explanation contains a description of how these two types of data were analyzed.

Role perceptions

To identify the role perceptions, a list of teacher roles that participants completed (n
= 28%) was analyzed (see Appendix E3). First, all roles that participants perceived they
played were extracted by hand. More specifically, new roles added by the participants
using the blank spaces were identified. Then, a quantitative content analysis was
conducted to identify roles that were commonly perceived as the most important by the
participants. It is a type of qualitative data analysis whereby “researchers establish a set
of categories and then count the number of instances that fall into each category
(Silverman, 2001, p. 123). In this part of the analysis, roles written on the filled-out list
of teacher roles that were ranked as most important were extracted and counted by hand.
The participants were allowed to rank multiple roles as their first choice, meaning the
number of roles perceived as most important was greater than the number of participants.

The findings of this analysis were then presented numerically.

49 Twelve JTEs and 16 NJTEs. Only 16 completed sheets were collected from the NJTEs. The first three
participants had been involved in the preliminary study and did not use the list of teacher roles. Three
other teachers used the list of teacher roles but chose not to rank them.
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Influential factors in the construction of role perceptions

A thematic analysis was conducted using the interview transcripts. Thematic
analysis is a qualitative data analysis method to “identif[y] themes in the data that capture
meaning that is relevant to the research question” (Willig, 2014, p. 147). Thematic
analysis focuses on meaning, and researchers examine the data to identify common
themes, topics, and ideas that repeatedly appear across the dataset. Identified themes are
then categorized into more abstract levels. In other words, researchers can discover key
features relevant to different research participants using this method. Further, the method
can go beyond each case and produce a more generic interpretation of the data that
pertains to an entire participant group.

The reason for using thematic analysis was to determine influential factors in the
construction of the role perceptions that are more relevant to these participants (as a group
of university English teachers) rather than those specific to a given participant. Individual
participants had their own unique experiences, and the beliefs and episodes that they
conveyed were never the same as those of others. To determine influential factors on role
perceptions more relevant to a wider population of university English teachers, it was
preferable to extract meanings from what they said as themes rather than focusing on the
details of any individual cases.

The analysis procedures followed the modified grounded theory approach (M-GTA;
Kinoshita, 2003, 2007).>° M-GTA is a systematic method that inductively constructs a
theory or hypothesis as it emerges from the data and is a widely used data analysis method
(Saiki, 2014). There have also been ELT studies using M-GTA in Japan (Kambaru, 2016;

Nishida, 2012; Shibata, 2010; Shimamura, 2017). Shibata (2010), citing Kinoshita (2003),

50 GTA is not merely a set of data collection and analysis methods or techniques for qualitative studies—
it is an entire research methodology.
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stated that the method is appropriate for explaining and predicting human behavior.
Shimamura (2017) further argued that the method enables researchers to “obtain richer
insights for categorization” (Shimamura, 2017, p. 199) by being informed with contextual
information. Given that contextual information can help with interpreting the meanings
of participant statements more accurately (Kinoshita, 2003), the M-GTA analysis
procedures were used to identify common themes in the data (and the generation of theory
or hypothesis was not intended).

The actual analysis is a bottom-up process and comprises two stages in the coding
process: open coding and selective coding (Figure 3.1). As shown in Figure 3.1, open
coding involves concept creation (the identification of themes), where concepts are
created by identifying important themes in the raw data. In the selective coding stage,
concepts are categorized into larger topics (categories and core-categories) to construct a

grounded theory.

Selective coding

Category X Category Y Category Z
»

g I e T e A e T e
@ Concept 2 Concent 3 Concent 4

Raw data Raw data Raw data

Figure 3.1. Visual diagram of the analysis procedures (Created based on Kinoshita, 2003).

Open coding consists of identifying variations and creating concept. Variation refers

to actual data segments (identified themes), while concept refers to a group of similar
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variations. After a variation is identified, similar variations are sought in other parts of

the data obtained from other participants, known as a constant comparative analysis

(Glaser & Strauss, 1996°"), which are subsequently placed into a concept. During this

process, systematic notes, referred to as an analysis worksheet (Figure 3.2) are recorded.

\\

ﬁ

Concept Past language learning experience
Definition WEO GHERE) FERER. BEARETIEOERIC RS 2 L
Teachers’ past (foreign language) learning experiences and teachers shape the
base of teaching styles.
Variations ® FL, BAIFGEOHB U 2R oT-DT, T AU A THGE, kL 7=)
H, TNbdoT, o1V AL ESL THZ LN L HIZ0D 720
STV DRH-T,
(I was not an English teacher at the beginning. I learned English in America.
Because of that experience, I want to teach the way I was taught at an ESL
school.) JTE02, 34)
& “NETOXRFEOKAE->TERRATVETR, TENLREET,

S S S

L RSHIRIZE S TOVET R, BHAHTIZONTH, o, BERE
WTL X I8, RFEEFNBITITR - TDHDOIERENVEENET A,

(I remember all the English teachers I had before, from junior high school
until university... They gave me a strong impression. It influenced my

teaching practices a great deal, which are based on my experiences.) (JTEOS,
58)

Theoretical
memo

<Opposite examples>

FAFHEFEG EE o720 T, BRSPS @ ORFEO AL A
BRRGFERATTIINE S, B LRV TT R REEM T L,

(I liked English, so I liked all the English teachers I had, but they are
examples of how not to do it, sorry to say.) (JTE04, 58)
BZONTZEIOITHZDoTEVETILLR, oV iED &ITEN
T, RBEHEN-72TT bR, ZUISIEERERNWTT NG, U
—T AT DBRESLSTH, TTOT, EiRlEoTnH Z LI LT
oL, XoFVEATND EHWET,

(It’s often said that we teach in ways we were taught, but I think differently.
Grammar translation was the focus. We don’t use that now, even in reading
classes. So, regarding teaching method, it’s different.) (JTEO3, 55)

A\

Figure 3.2. Analysis worksheet for the concept “past language learning experience.” The
wavy line indicates an omission from the sheet.

Figure 3.2 depicts the actual analytical worksheet used in this main qualitative study.

In the worksheet, the concept name was provided in the first row from the top (“past

5! The original work was published in 1967, and the Japanese translation was published in 1996. As the
source is the Japanese translation the publication year of the translation is cited.
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language learning experience”). The definition of the concept was provided in the second
row. Variations are recorded in the third row. Data segments where participants talked
about the influences of past learning experiences while explaining their role perceptions
were stored in this space. For example, the data segment “I was not an English teacher at
the beginning. I learned English in America. Because of that experience, I want to teach
the way I was taught at an ESL school” was recorded as a variation. In the fourth row,
which is labeled as theoretical notes, researcher notes regarding opposite examples of
variations were stored. For example, the no-influence or negative influence of “past
language learning experience” was expressed in “I liked English, so I liked all the English
teachers I had, but they are examples of how not to do it, sorry to say.” The data segments
were accompanied by the location in the data with participant codes (such as JTE02 or
JTE04) and numbers indicating the line in the data (such as 34 or 58). The analysis was a
bottom-up process. Variations were identified first and their concept name and definition
were provided after that. Analysis worksheets were created every time a new concept was
established.

After open coding, selective coding was implemented, which involves the
categorization of concepts. With analysis worksheets and memos, one concept is
compared with other concepts, and all concepts are then systematically grouped into
categories (Kinoshita, 2003). Categories were subsequently compared to each other and
grouped into core-categories (Kinoshita, 2003).

In the main qualitative study, member checking and researcher triangulation were
also conducted to ensure credibility of the analysis (Figure 3.3). After the initial concepts
were identified in the data from the first three participants, variations from the author’s
interpretations were sent to each of the three participants via e-mail. The participants then

verified that the interpretations were correct (member checking). The interpretations were
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also checked by an applied linguist (researcher triangulation). After all the initial concepts
were identified with the remainder of the participants (n = 31), the applied linguist
checked my interpretation again (researcher triangulation). After the selective coding, the

applied linguist reviewed the categorization again (researcher triangulation).

Open coding
(n=3)

Member-checking Researcher triangulation

Ny~

Open coding
(n=731)

A

Researcher triangulation

Selective coding

.

Researcher triangulation

Figure 3.3. Strategies used to ensure the credibility of the analysis. The processes
expressed with letters in boldface indicate the implemented strategies.

3.2.2 Findings

In this section, a taxonomy of the 28 participants’ role perceptions is presented,
including an indication of roles that were perceived as being the most important. The
findings of the thematic analysis are then described. The concepts are illustrated with
sample excerpts from the data (variations). Subsequently, the question of how these
concepts formed (core-) categories is explained. Finally, the established categories are

compared with Borg’s (2006) framework.
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Role perceptions

Table 3.7 displays all the roles the participants selected (or added) on a list of teacher
roles, where it can be observed that 22 roles were perceived by 28 participants. Among
these 22 roles, (1)-(6) and (8)—(13) were the same roles that were identified in the

preliminary study. The additional 10 roles of (7) and (14)—(22) were newly identified.

Table 3.7
Roles that the Participants Perceived to Play (n = 28)

. . (3) Lecturer
(1) English expert (2) Cultural representative (Transmitter of knowledge)
(4) Facilitator (5) Designer (6) Native speaker of
English
(7) Japanese (8) Language model (9) Motivator
(including communication
model)
(10) Caregiver (11) Entertainer (12) Assessor
(Discipliner)
(13) Learning advisor (14) Organizer (Prompter) (15) Counsellor

(16) Coach/mentor

(19) Vendor (To sell

(17) Socializer (Event
organizer)

(20) Researcher*

(18) Administrator (Outside
the class)

(21) Friend

good English education)
(22) Actor

Note. *Researcher in this context does refer to academic/scientific researchers, it means
research for lesson preparation. The definitions were not provided for newly identified
roles.>

Similar to the findings in the preliminary study, these newly identified roles differed

in terms of the level of abstraction. Roles such as (14) and (15) can represent what

52 The focus was to explore influential factors. Hence, asking about them took priority over talking about
how participants enacted or defined these roles.
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teachers do, whereas roles such as (21) and (22) cannot represent teacher behavior. The
role of (22) was rather metaphorical and suggested that teaching resembles a performance.

Among the 10 newly identified role perceptions, similarities with previous findings
were observed in 4 of them. Here, (14), (17), and (19) could be considered similar to
communication controller, socializer, and vendor in Farrell (2011), respectively. Further,
(20) could be considered similar to the researcher in Atai et al. (2018). The remainder of
the role perceptions (including (7), (15), (16), (18), (21), and (22)) were not observed in
previous studies.

Table 3.8 presents a summary of the roles perceived as the most important by each
participant, where it can be observed that identified role perceptions were different in
terms of perceived importance. Of the 28 roles, 12 were perceived as the most important

(listed on the left). Total responses by both the JTE and NJTE groups are reported.

Table 3.8
Summary of the Most Important Teacher Roles
Most important roles l;qotal (n = Oig) LTE (n = 10/? I\LJTE ( _%6)
Facilitator 14 50.0% 5 41.6% 9 56.3%
Motivator 8 28.6% 5 41.6% 3 18.8%
English expert 5 17.9% 2 16.7% 3 18.8%
rorer dg(;ransmmer 30 107% 1 83% 2 125%
Language model 3 10.7% 2 16.7% 1 6.3%
Cultural representative 2 7.1% 2 16.7% 0 -
Designer 2 7.1% 0 - 2 12.5%
Learning advisor 2 7.1% 0 - 2 12.5%
Organizer 1 3.6% 0 - 1 6.3%
Entertainer 1 3.6% 1 8.3% 0 -
Japanese 1 - 1 8.3% n/a
Native speaker 1 - n/a 1 6.3%

Note. Multiple responses were allowed. Percentages include consideration of participants.
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Looking at the total responses, 50% of the participants (n = 28) thought facilitator
was the most important role. Motivator was selected by 28.6%, followed by English
expert (17.9%), lecturer (10.7%), language model (10.7%), cultural representative
(7.1%), designer (7.1%), and learning advisor (7.1%). Although organizer, entertainer,
Japanese, and native speaker were chosen as most important, this was only by a few
participants.

The participants were more likely to be slightly oriented to learner-centered
instructions. This was assumed by the number of responses for facilitator and motivator.
However, teacher-centered roles were not completely neglected, as seen in responses for
English expert and lecturer (transmitter of knowledge). This suggested that participant
role perceptions were not completely teacher centered or learner centered.

A comparison of JTEs and NJTEs revealed differences between them. Although both
groups of teachers perceived facilitator as the most important role, the tendency was
slightly different between the groups in that the proportion of JTEs who chose facilitator
was smaller. Moreover, the proportion of JTEs who chose motivator was the same as for
facilitator, whereas fewer NJTEs chose motivator. The proportion of JTEs who chose
lecturer was smaller than for NJTEs. Although previous studies characterized JTEs as
lecture oriented (Nagatomo, 2011), this was not evident in the present study. Language
model and cultural representative were mostly chosen by JTEs, whereas none of the
NJTEs chose cultural representative as being most important. While this could easily
have been done by NJTEs, they did not perceive this role as most important. By contrast,
only NJTEs chose designer, learning advisor, and organizer. This is because these can
be roles in a learner-centered approach, with the responses implying that NJTEs may be

slightly oriented toward learner-centered instructions.
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In summary, the most important roles were both teacher- and learner-centered. The
findings also suggested that NJTEs may have slightly more learner-centered instructional
orientations, as evidenced in the response pattern for the roles of facilitator, designer,
learning advisor, and organizer. However, this analysis is part of a qualitative study, and

the number of participants was far too small to allow generalization of the results.

Influential factors in the construction of role perceptions

For influential factors, themes were identified and categorized into the three levels
of abstraction: Concepts (open coding), categories (selective coding 1), and core-
categories (selective coding 2). As a result, 20 concepts, 8 categories, and 5 core-

categories were drawn. Each process is depicted below with the concepts explained first.

Concepts: Results of opening coding

Table 3.9 presents the 20 concepts and definitions created with open coding. In the
following, the participant statements that constitute these concepts will be explained. The
explanations include the concept name, the number of variations and opposite examples
(data segments), definitions, and variations to illustrate the concepts. Only representative
variations are presented for brevity, while all variations and opposite examples for all the

concepts are presented in Appendix G.
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Table 3.9

List of Concepts and Definitions: Findings of Open Coding

Concept

Concept name Definitions
number

1 Past language learning Teachers’ past (foreign) language learning

experiences experiences and prior teachers.

2 Teacher education and training Teachers’ experiences of undergraduate and
graduate teacher education or the teacher training
programs provided by employers or academic
associations.

3 Involvement with teacher Teachers’ experiences of attending conferences

organizations and workshops.

4 Self-study Teachers’ self-study experiences for improving
teaching skills.

5 Discussion with coworkers Teachers learning through advice from and
discussion with other teachers.

6 Struggles and challenges as a Teachers’ experiences as a novice teacher.

novice teacher

7 Trial and error in the Teachers’ experiences of teaching throughout

classroom their career.

8 Beliefs about English as a tool ~ Teachers’ convictions that they are teaching

for communication

English as a tool for communication.

9 Beliefs about creating a Teachers’ convictions that teachers are
learning environment responsible for creating a learning environment.
10  Beliefs about learner- Teachers’ convictions that learning is a student
centeredness responsibility.
11  Beliefs about grammar Teachers’ convictions that they must teach
teaching grammar rules to students.
12 Self as Japanese with English Teachers’ perceptions about themselves having
ability (JTE) English abilities (JTEs).
Self as a native English speaker Teachers’ perceptions about themselves being
(NJTE) native speakers of English (NJTEs).
13 Self as a foreigner living in Teachers’ experiences of living in Japan have
Japan (NJTE) greatly influenced their teaching practices and
perceptions.
14 Attrition of cultural Teachers’ understanding of themselves as
background someone who has lost their cultural identity.
15 Self as someone getting older Teachers’ understanding of themselves as
someone who is becoming older.
16  Expectations from the Teachers’ feelings that they must change their
university teaching due to university pressure.
17 Expectations from the students  Teachers’ feelings that they must change their
teaching because of student pressure.
18 Characteristics of Japanese Teachers’ impressions of Japanese people in

people

general.

19  Characteristics of Japanese Teachers’ impressions of Japanese students in
Students general.
20 Lack of students’ motivation to  Teachers’ awareness of their students’ low

learn English and/or purpose
for English learning

motivation and/or lack of purpose for learning
English.

Note. The order of the concepts was reordered for succinct presentation of the results. The
list is not the same as the temporal order of the actual concept creation. It should also be
noted that finalized concept names are used. During the data analysis, I relabeled concept
names as the analysis progressed.
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1. Past language learning experiences (6 variations/ 8 opposite examples)

This concept was defined as teachers’ past (foreign) language learning experiences
and teachers shape the base of teaching styles. This concept was established with
variations such as the following:

o, BAFGEOHB LMo 7-DT, 7 AU B THGE, R LD
b, ENnbdH-T, 21XV A ESL THR LK HITRY 72
STWIDNBH - T,

(I was not an English teacher at the beginning. I learned English in

America. Because of that experience, I want to teach the way [ was
taught at an ESL school.) (JTE02)

JTEO2 clearly expressed that JTE(02’s classroom experiences shaped her teaching
practices. In the following variation, NJTE16 experienced a model language teacher when
she was in university. Although it was unclear whether she used the same teaching
methods as her former teacher, it showed the influence of NJTE16’s teacher on NJTE16.

She (NJTE16’s former teacher) might have been the first model, but

maybe the real model was in college. When I was a French major, I

had a French teacher who was really a model. I mean he was

incredible — he made it so interesting, he became a motivator and he
was, yes, he was fabulous. (NJTE16)

Teachers’ past [foreign] language learning experiences do not necessarily function
as positive influence, but negative influences can be influential on teachers’ role
perceptions. There were teachers who recalled their classroom experiences as learners as
more negative, or they tried to not to model their former teachers. For example, NJTE12
remembered that he did not learn a foreign language when he was in schools.

Thinking about my own experiences of learning a language, I didn't

respond very well to the very one way didactic methods of the teacher
in a way that I learned. (NJTE12)

In the following, JTEO4 commented that her past teachers were negative examples

for her. JTEO4 commented:
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FMFRFRIF E 2o 72D T, VIR S S D SFE DA b 2 A
RRIFERATTITNE G, B LW T A m A T3 L4,

(I liked English, so I liked all the English teachers I had, but they are
examples of how not to do it, sorry to say.) (JTE04)

These variations showing both positive and negative influence indicated that past
language learning experiences can influence the participants’ conceptions of teaching,
including their role perceptions. In this way, the concept of past language learning

experience was established.

2. Teacher education and training (8 variations/ 4 opposite examples)

This concept was defined as the teachers’ experiences of undergraduate and graduate
teacher education or the teacher training programs provided by employers or academic
associations. The concept was created based on variations such as the following:

I still view myself as a facilitator, and I try to follow that. And my
MA course made a very strong impression on me. (NJTE15)

In NJTE1S5’s case, it was evident that the educational program he completed affected his
perception as a facilitator, which stayed with him ever since.

Similar comments were also made by JTE participants. JTE12, for example, talked
about the significant influence of teacher education and training on her teaching as
follows:

TESOLIZAS7ATT I E, ZZTORBRTT R, LT E
Sl EoTVIDIF, REFETHAD Z LI L UIERICEEL S
A TINTET,

(Things I learned [during TESOL program] have influenced me a
great deal regarding my teaching at the university level.) (JTE12)

In other cases, teacher education and training did not affect teaching practices. An

opposite example can be seen in the following:
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HAIRD T - T, ZUROIER S HAED R\, RITSEZ720 e
W) DPREZTRNEN D,

(When I started teaching, I did not really have lots of knowledge of
pedagogy. Or perhaps I should say I didn’t remember a thing.)
(JTEO06)

As indicated in these comments above, the influence of teacher education and
training was noticeable in many participants’ remarks, and thus the concept was
established. In addition, teacher education and training included any pre-service teacher
education programs which the participants participated in when they started their teaching
careers (e.g., teacher preparatory courses, teacher education courses in undergraduate and
graduate programs, and courses provided by private language schools). Although the
content and length of these programs varied, they were all included in the same concept

because even short programs can have a strong influence, as in NJTE12’s case.

3. Involvement with teacher organizations (6 variations/ 3 opposite examples)
This concept was defined as the participants’ experiences of attending professional
conferences and workshops. The concept was created based on variations such as the
following:
I have been involved with a teacher organization for the last 20 years

or so. Through that, little by little, [ have become more aware of what
I have been doing. (NJTE17)

By attending events such as conferences and workshops, NJTE17 enhanced his
understanding of his work.

In the following example, JTE09 regarded herself as a facilitator and stated that her
role perceptions were reinforced by attending a professional development workshop. She

commented:
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TITAT T2 T DU —r v ay o ThEAL T, X
T7 VT A Z—DEGIRIC R Y F L2,

(A workshop on active learning was really interesting. That’s exactly
what I do—facilitate. I learned a lot from it.) (JTE09)

As a result of these variations, involvement with teacher organizations was

established as a concept.

4. Self-study (5 variations/ 2 opposite examples)
This concept was defined as teachers’ self-study experiences to improve teaching
skills. The concept was created based on variations such as the following:
Q: Do you think your roles have changed during your career? What
brought you such changes?

A: Yes... Maybe a lot of reading. Reading about studies and
approaches, like psychology. (NJTE14)

Q TNETHATIOHNT, THHOHMKE N LD &b
FT0, FLZOEZS0TFIHITL X 2D

(Do you think your roles have changed during your career? What
brought you such changes?)

A Fite 2 L TR, BRI SLA OAFT L DT80 Tinb,
(Reading, especially, after I started reading about second language
acquisition.) JTE11)

NJTE14 and JTE11 talked about their self-study when they were asked about changes in
their role perceptions, indicating that gaining new knowledge could change how they

perceived their teaching roles.

5. Discussion with coworkers (9 variations/ 0 opposite examples)
This concept was defined as teachers’ learning through advice from and discussion
with other teachers, including observations of other teachers’ classes. The concept was

created based on variations such as the following:
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AL, bEbEBONTAEETITRNNIEI VI IR¥EL L THo L
RDMEHNT, ThERMERTWZATYT L,

(At the beginning, I asked teachers who had already been here about
how they taught. And I imitated everything they said.) (JTEOS)

This variation clearly showed that JTEOS learned teaching skills by following
what her predecessors did.
The following variation indicated that NJTE19 benefitted from both class
observation and discussion with other teachers. NJTE19 remarked:
I worked with other teachers, Japanese teachers. I think that’s how I
have learned, by observing, talking to, seeing other teachers ... I think

the way I have developed teaching skills is by observing and talking
with other teachers. That worked really well for me. (NJTE19)

Both JTEOS and NJTE19 only commented on teaching skills and techniques, but
through this, they learned what to do in class and how to do it. Thus, their role perceptions
were likely influenced by watching other teachers teach. Using all the variations just

alluded to, the concept discussion with coworkers was established.

6. Struggles and challenges as a novice teacher (3 variations/ 0 opposite examples)
This concept was defined as teachers’ experiences as a novice teacher. The concept

was created based on variations such as the following:

I didn’t like it [my initial classroom experience]. I would just get
angry at the students because of their attitude and everything. And I
realized that I had to change [my teaching style]. I couldn’t keep
going like that. I had to do something different so they would react
differently. (NJTEOS)

As these excerpts illustrate, NJTEO8’s expectations for the class were challenged by the

reality of the situation, which made him feel like he had to change himself as a teacher.
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In the following, NJTE15 also had to reconceptualize teaching when he taught
Japanese university students and adjust his roles as an English teacher to be more of a
guide. NJTEILS noted:

They [the students] have studied English in junior high and high
school. I thought it would be easy to teach them, and I thought they
would be more mature. So my first university teaching experience...
The reality is...well, they were not adults yet. I need to be more of a
guide and in some cases, maybe, hold their hand a little bit and help

them... In my first and second year of teaching, I realized my

expectation and reality were not the same; reality was very different.
(NJTE15)

As seen in these examples, teachers’ early experiences shape and reshape their

behaviors and attitudes as English teachers.

7. Trial and error in the classroom (5 variations/ 0 opposite examples)
This concept referred to teachers’ experiences of teaching throughout their careers.
The concept was created based on variations such as the following:
I could just not be very good at things. It could take me longer than
most people, but trial and error over a long period of time, that’s the

most important thing... My beliefs came from really just my

experience, just it was a long slow process, and it is still happening.
(NJTE09)

NITEO9 recounted his negative classroom experiences, describing them as learning
opportunities. As NJTE09 commented, classroom experiences keep reshaping teachers’
perceptions.

In the following example, JTEO3, who perceived herself as a motivator, explained
that she gained confidence through classroom experiences. JTEO3 explained:

RoFVRRTLD Z LT DT IKENTY, METHRRLIZND
HDORN 3 d %> TEL T,
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(There are many things that I do based on my experiences. I gained
my teaching style from my experiences in class.) (JTE03)

Thus, trial and error can be seen as an ongoing process that continues to influence

participants’ role perceptions.

8. Beliefs about English as a tool for communication (5 variations/ 1 opposite
examples)
This concept was defined as teachers’ conviction that they were teaching English as
a tool for communication. The concept was created based on variations such as the
following:
[I hope to change] their mindset. English is not a subject. It’s a tool of

communicating, not just talking but communicating with someone.
(NJTEO7)

REENRAI 2= —v a0kl BERREDTDIZHEbILTND
EWVND ZEEHATODNRNENTRNE-RS ATT L, Thaeo
XY EEEF ORBEORETE DL VL FEBITODNRNE WIT 2
WY kA,

(We have to teach students the fact that English is used for
communication. That is the purpose of English courses in general
education curriculum.) JTE11)

In these variations, these participants explicitly indicated that the purpose of learning
English was communication. NJTE10 and JTEI1 contrasted English as a tool of
communication with English as a subject. The variations imply that students tend to see
English as only a subject and that changing students’ mindset is one of the challenges

facing teachers.
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9. Beliefs about creating a learning environment (8 variations/ 0 opposite

examples)

This concept referred to teachers’ conviction that teachers are responsible for
creating a learning environment. The concept was created based on variations such as the
following:

I would say entertainer, yes. I try to make the students laugh in my

class to give a much lighter atmosphere. I am not much for yelling at
them. (NJTEO4)

In this variation, NJTE04 explained that NJTEO4 creates a light atmosphere for students
by playing entertainer role.
In the following, NJTE12 used the expression “create the environment” to describe
his job, and related it to his role as a guide and supporter. NJTE12 noted:
My basic philosophy is, “Don’t be a barrier to the students learning.
Set them up with something and get out of the way, and let them take
control of how much or how well they want to do.” ... My role is to

guide them and support them, create the environment, create the
mindset, so that they can do it by themselves. (NJTE12)

The variations suggest that these participants believed that a teacher’s role was to
create a learning environment and that learning was effective when students were in a

positive psychological state.

10. Beliefs about learner-centeredness (5 variations/ 0 opposite examples)
This concept was defined as teachers’ conviction that learning was a student
responsibility. The concept was created based on variations such as the following:
It’s up to them to learn; it is up to me to create an environment and
activities and to watch them carefully and to give them constant

feedback. I cannot learn for them. They’ve got to learn for themselves.
(NJTE09)
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According to NJTEQ9, creating an environment is the teacher’s job, and learning is the

student’s job. JTEO9 and NJTE14 had similar beliefs:

FAEBHSTAXLT v T2 L TONRRNEES LEI BRNDT,
DO TELHEE > TWIDIE, 77V U TA X —IZRENTSH-T
WO A BEENFSEREZRE L TRLD > TV ) Z & LSMILL
FiZiZd E 0 EBAD IRV L o TETS,

(Students have to improve their skills by themselves. The role that
teachers can play is limited to facilitator. We can only support their
learning processes from the outside. There is not much we can do
other than that.) (JTE09)

You can only guide them [the students] by giving them the right tools,
whether that is the right materials or the right motivation or whatever
those tools are. All that you can do is to sort of give those tools to the
students and then guide them in using them. (NJTE14)

JTEO9 emphasized that students have to improve by themselves, and NJTE14 stressed
that teachers cannot control what students do or learn. Both variations highlighted the
importance of students taking the initiative to learn. In other parts of the interview

responses, phrases like “students have to be responsible” were common.

11. Beliefs about grammar teaching (2 variations/ 1 opposite examples)
This concept was defined as teachers’ conviction that they had to teach grammar

rules to students. The concept was created based on variations such as the following:

RoEY EE D AL TIORGEE L2, B#IXZ b ZETE
ENE D WD SUEMIZRARR E WV D DIXHAGE TR 721E 9 WA TT
i, ZDIE 0 BERZEDNNNEE S A TT, REETELS SARE
HLUT, FECHEBEESEL L b, FTHEMZME S L TRAGE
THA L ECERIZRNT Do T I 55 Liane, KRR G
NTWND AT,

(Grammar or grammatical knowledge like adverbial clauses, or
where such clauses end in the reading passages, should be instructed
in Japanese. It is absolutely more efficient than giving a lot of
examples and having students figure out such abstract concepts.
Teachers should explain abstract concepts in Japanese first and then
give examples because class time is limited.) (JTE06)
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TEITR 2 IF B A RN LTy, & L7 b EIRAA G & vz Ehigld,
FHEICESTHLODATTE, £TOV) EEITSHELVORD £
K EMREDIHRDIZE STV TDHATY, T, BAGEIZZ 50V ) ik
PENNLEELWATT L, BIABELLOIRARALR—FETT L, 4
RCTERVAENLHD TRATHIMEIZRD EL L D> TV IHRKL
To LTIV D> THARAZAMI LNTE AN,

(We have to teach grammar. Relative clauses and passive
constructions are difficult for Japanese. At the beginning of the class,
I occasionally say things like “we are learning difficult items today”
and explain, “They are difficult because English and Japanese are
different. It is difficult for all the Japanese, so learn it with a positive
attitude.” That is what only Japanese teachers can do.) (JTE07)

Teachers such as JTE06 and JTEO7 above, believed that teaching grammar was one aspect
of their job. In these excerpts, they used words like “teach” and “instruct” in relation to
grammar, and it was quite evident that they advocated explicit grammar instruction. Such
beliefs appeared to be related to certain role perceptions (e.g., the lecturer and the English
expert). Interestingly, beliefs about grammar teaching were only mentioned by JTEs (see
Appendix G), this may suggest that this influence can result in the differences in the role

perceptions between JTEs and NJTE:s if any.

12. Self as Japanese with English ability (JTE)/ Self as a native English speaker
(NJTE) (8 variations/ 3 opposite examples)

This concept had two definitions. For JTEs, the definition was teachers’
understanding of themselves as having English abilities, and for NJTEs, the definition
was teachers’ understanding about themselves as native speakers of English. The concept
was created based on variations such as the following:

RADIGEEME D) ET NV EV IR U TR, TARKAZTLE, ZA
IRICHGEDEA D] 2TV I Dy, THRLo> THHSITICRD EE I A
THEn, BV EFESANLZIVI AL MEED Y AR
WIZZRD T2 & £V I AL bR, SMEADAE L ITED =
AV RBRHY T OT,

(It’s like a model of a Japanese person who uses English. “I am
Japanese but I can use English like this.” It could motivate students.
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In fact, I get comments from students, like “I want to become like you.”

I get comments different from those foreign teachers get.) (JTE04)
As seen, JTE04 perceived herself as a fluent English speaker, and it influenced her role
perceptions as a model for students.

NJTEs participants also commented on their language identity. The following
variations demonstrated that they served as language models in relation to their identities
as native speakers:

They [the students] need a native speaker as a model. I am guiding

them towards what they need to strive for, which is more fluent and
practical English. (NJTE15)

I am a native speaker. The pronunciation of a native English speaker
is so valuable, so important. It is a major point to be a native English
speaker because of pronunciation and because of the culture.
(NJTE21)

These participants regarded themselves as models for English pronunciation: Both
NJTE1S and NJTE21 believed being a native speaker was important for them and their
students.

By contrast, there were NJTEs who mentioned their language identity, but they did
not think that being a native speaker provided them any advantages as a model; in fact, it
was an antimodel:

As amodel, my role is actually weaker because I am just like watching
a TV. I can model, and I can show them a foreigner speaking, but I
look just like a movie. I sound just like a CD. I am a model but an
antimodel. This is where you can come eventually, but you are never

going to be me because you didn’t grow up 50 years ago in Canada.
(NJTE13)

Most of my students won’t be talking to native speakers anyway. They
will be talking to other people whose language is English as a lingua
franca. So I think it is not an advantage to teach the native English
norms. (NJTE16)
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This revealed the divergence in teachers’ role perceptions in relation to being a
language model and a native speaker. However, these variations demonstrated that NJTEs’

awareness of their nativeness and that their awareness did influence role perceptions.

13. Self as a foreigner living in Japan (NJTE) (4 variations/ 0 opposite examples)
This concept applied only to NJTE participants. This concept was defined as
participants’ experiences living in Japan greatly influencing their teaching practices and

perceptions. The concept was created based on variations such as the following:

I give students survival skills and communication management
techniques that are necessary to communicate. I’'m thinking [to]
myself, “What can they take from this class to bring and go outside”
... [In everyday life], I am trying to communicate. I am not so high
[in Japanese], so I have to struggle. And there are situations that I
don’t understand, but I have to understand. I have no choice. I have to
do something and to try to understand. A lot of students will have the
same problems using English outside, so I tell them, “These are some
things you can do to manage these kinds of problems.” (NJTE0S)

NJTEO8 clearly stated that he “gave survival skills and communication management
techniques” because he needed such skills in his life.
Similar experiences were described by NJTE 19. NJTE19 explained:

I use my incomplete second language every day, and that’s why my

focus is what it is, I think. Well, that’s what I need. I need to check. I

need to be appropriate. [ need to ask for words. I need to ask for things

I don’t know. I need to repeat phrases to make sure they are correct...

I don’t use English except in the classroom. You know, those things

affect my view of my role. (NJTE19)
Their experiences influenced the content and practices of their lessons, which in turn

influenced their role perceptions. Based on these variations, the concept of self as a

foreigner living in Japan was established.
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14. Attrition of cultural background (3 variations/ 0 opposite examples)

This concept applied only to NJTEs. This concept was defined as teachers’
understanding of themselves as someone who have been losing their cultural identity. The
concept was created based on variations such as the following:

One of the things that is probably consistent with some of the people
you have met is their inability to be representative of another culture,
because [ have been in Japan for so long. I have been in Japan for over
20 years. I also worked in the UK very recently and really felt I

actually represented more of Japanese culture than the UK when I
went to the UK. (NJTE22)

I am kind of in a difficult place because culturally, I am American,
but I have lived in Japan for 32 years, so there are a lot of things that
I don’t know about the American culture. (NJTEOQS)

When 1 first came, I was someone representing someone from
England or whatever. But my students, probably most of my students
don’t know which country I come from. (NJTE17)

There were NJTE participants who had lived in Japan long enough that they had almost
lost their original cultural identity. NJTE22 was originally from the UK, but he confessed
he felt that he represented Japanese culture more than the British culture because he had
lived in Japan for so long. Similarly, NJTEOS felt there was a lot she did not know about
American culture. As NJTE17 remarked, NJTEs might have played the role of cultural

representative when they first came to Japan, but gradually that role decreased.

15. Self as someone getting older (6 variations/ 0 opposite examples)
This concept was defined as teachers’ understanding of themselves as someone

getting older. The concept was created based on variations such as the following:

o=y hDLEZAE, TITVRHNRT N2y MESTZATT X,
EIAN, TIZHEIEL WL o TETON, L EFADHR
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FX¥ v T BREL BRSO TEATLKIBIAN R RoTZ>TV D DR D
L EHS ATT,

(A song unit used to be a very easy unit to teach, but it has not gone
well for the last several years because of the age gap between the
students and me. We have nothing in common about music.) (JTEO1)

I used to think it was important to be in class and be genki,> for
example, a big smile, and so forth. Not anymore. My next birthday is
50, and I don’t do that because of just less energy... I used to think it
was very important to be entertaining. (NJTE22)

JTEOI’s remarks imply that age differences could influence her teaching practice, and
NJTE?22 admitted that he had “less energy” to do the same things as he did when he was
younger. Thus, he no longer played the role of entertainer. The following variation shows
that parental experiences as well as age can influence role perceptions:

My motherly experience gets involved. When the students are not

motivated, come to school late, and don’t do their homework. I said

to them, “Who is paying for your tuition?” “Oh, my parents” [the

students responded]. “And they both work, right?” “Yes.” And I used

to tell them, “Kawaiso [poor parents]. You are not trying hard. Your

parents are trying hard for you.” Yes, [I perform] all these roles:

motivator, care giver. (NJTE04)

As illustrated here, self as someone getting older can diminish certain role perceptions

and raise or reinforce other role perceptions.

16. Expectations from the university (4 variations/ 3 opposite examples)

This concept was defined as teachers’ feeling that they must change their teaching
because the university wants them to do so. The concept was created based on variations
such as the following:

Definitely, I was an entertainer and motivator. My identity as a native
speaker and cultural ambassador was the main reason why I was hired.

53 Genki is a Japanese word that means cheerful and energetic.
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They [the university] told me that...I think they wanted this
[motivator]. (NJTEOI)

I think my main role at the moment is being a native speaker... That’s
why I’m in the job. (NJTE10)

Both NJTEO1 and NJTE10 expressed that their universities’ expectation that native
speakers should be hired was obvious. In NJTEO1’s case, the university’s expectation was
directly related to his roles as an English teacher, entertainer, and motivator. In this
category, almost all variations were found in the data from NJTEs, and they all concerned

being a native speaker.

17. Expectations from the students (6 variations/ 0 opposite examples)
This concept was defined as teachers’ feeling that they must change their teaching
because the students want them to do so. The concept was created based on variations

such as the following:

I am a native speaker, and they [students] are expecting something
from that. They are expecting me to model an accent or speak in
perfect grammar or something. So I think that is a high expectation
of the students that they want a native speaker. (NJTE20)

I think students also might expect sometimes that the native speaker
teaches them the speaking part [of TOEFL], too. (NJTEO1)

NJTE20 and NJTEOI both felt that their students expected them to be language models.
In both cases, it was unclear whether they were directly told this by their students.
However, regardless, such expectations could influence their perceptions concerning their

teaching roles.
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18. Characteristics of Japanese people (3 variations/ 1 opposite examples)
This concept was defined as teachers’ impressions of Japanese people in general.

The concept was created based on the following variations:

At the other very basic level, there is still a lot of degree of stigma and
fear with especially young people of foreigners. They are afraid of
foreigners. (NJTE21)

[My role is] to help people communicate with foreigners, frankly. And
that’s something that Japanese are not very good at, unfortunately.
(NJTE10)

If a foreigner comes up to a Japanese person on the street and asks a
question or they ask something in a shop, they often get very hesitant
to reply. (NJTE20)

Remarks like these were noticeable in the data obtained from the NJTEs. They wanted

their students to overcome their weaknesses, and they were happy to take on a foreigner

role to achieve this.

19. Characteristics of Japanese students (9 variations/ 2 opposite examples)
This concept referred to teachers’ impressions of Japanese students in general. The

concept was created based on the following and similar variations:

Students in Japan are kind of passive; they are used to not doing
anything unless they are told to do it. And if they are told to do it, they
do it, but they are afraid of mistakes. (NJTEOS)

AHBOFAEX, WooRRY NEHOFEHIT] LFI00b LR
WTTN, Bro bR EATHET L, SbilTnsZ en
LA LBfETE R0 ED, FERENTND Z LRGN E D,
T, PEPHRNINTET L4,

(Recently, students are becoming more childish. They do not
understand what is being said to them. They don’t understand
instructions. They are too spoiled.) (JTEO1)

I noticed that, in Japan, those between 18 to 21, that kind of age group,
are much more immature than in any other country. (NJTE21)
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WIEORFEFF 27 LR TTR, AYIZ /) v bxFa - ~vF
27 TY, REDPoTV I & TV EEY LTROLR0nEWNiTn,
(Pointing to care provider role on her mind map sheet) (Students are
not mature, really not mature. I have to spoon-feed them.) (JTE12)

NJTEOS talked about the passive attitudes of Japanese students, and JTEO1, NJTE21, and
JTE12 discussed the immaturity of Japanese university students. JTE12 described how
she had to act as a care provider, as if she were her students’ parent. As these variations

show, the participants adjusted their roles as teachers to match their students’ needs.

20. Lack of student motivation to learn English and/or purpose for English learning
(11 variations/ 0 opposite examples)

This concept was defined as teachers’ awareness of their students’ low motivation
and/or lack of purpose for learning English. The concept was created based on variations
such as the following:

They cannot see how they are going to use English...Saying that,
teaching required English classes and trying to motivate them, you

know... I had to become more of a motivator for my classes here.
(NJTEO7)

They are not very motivated students, so sometimes I do entertaining
things. I don’t like to do that. Well, I mean, I don’t mind doing it, but
I would rather have them be engaged by the lesson. That is the best
lesson, if I have done nothing silly to get their attention, and they have
been completely focused. (NJTEQ9)

NJTEO09’s role was strongly influenced by having to deal with low motivation and interest
among students. Based on this and other variations on this idea, the concept of lack of

motivation to learn English and/or no purpose for English learning was established

As explained in Figure 3.3 in Section 3.2.1, these concepts were subjected to

researcher triangulation, in which the experienced applied linguist reviewed the concepts
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and variations with the filled-out worksheets. These concepts were subsequently

categorized, as explained next.

Categories: Results of selective coding 1

Selective coding was performed for creating the categories. During the process,
concepts were constantly compared and concepts with relevant themes were grouped into
eight categories. The results of the selective coding are presented in Table 3.10, the table
contains the names of the established categories and concepts that were included in each
category with the definitions of the concepts. In the following, the process of how these

categories were established is described.

Table 3.10
Results of Selective Coding: A List of Categories (Including Concepts)

Category name Definitions of concepts
Concept number: concept name

Category: Classroom experiences as a learner

Concept 1: Past language learning Teachers’ past (foreign) language learning
experiences experiences and prior teachers.
Category: Formal teacher education/training
Concept 2: Teacher education and Teachers’ experiences of undergraduate and
training graduate teacher education or the teacher training
programs provided by employers or academic
associations.
Category: Ongoing professional development
Concept 3: Involvement with teacher Teachers’ experiences of attending conferences
organizations and workshops.
Concept 4: Self-study Teachers’ self-study experiences to improve
teaching skills.
Concept 5: Discussion with coworkers Teachers’ learning through advice from and

discussions with other teachers.

Category: Classroom experiences as a teacher
Concept 6: Struggles and challenges as ~ Teachers’ experiences as a novice teacher.
a novice teacher
Concept 7: Trial and error in the Teachers’ experiences of teaching throughout
classroom their career.

(continued)
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(Table 3.10 continued)

Category name
Concept number: concept name

Definitions of concepts

Category: Beliefs
Concept 8: Beliefs about English as a
tool for communication
Concept 9: Beliefs about creating a
learning environment
Concept 10: Beliefs about learner-

Teachers’ convictions that they are teaching
English as a tool for communication.

Teachers’ convictions that teachers are
responsible for creating a learning environment.
Teachers’ convictions that learning is a student

centeredness responsibility.
Concept 11: Beliefs about grammar Teachers’ convictions that they have to teach
teaching grammar rules to students.

Category: Self-understanding
Concept 12: Self as Japanese with
English ability (JTE)
Self as a native English
speaker (NJTE)
Concept 13: Self as a foreigner living in
Japan (NJTE)

Concept 14: Attrition of cultural
background
Concept 15: Self as someone getting
older

Teachers’ perceptions about themselves having
English abilities (JTEs).

Teachers’ perceptions about themselves being
native speakers of English (NJTEs).

Teachers’ experiences living in Japan have
greatly influenced their teaching practices and
perceptions.

Teachers’ understanding of themselves as
someone who has lost their cultural identity.
Teachers’ understanding of themselves as
someone getting older.

Category: Expectations
Concept 16: Expectations from the
university

Concept 17: Expectations from the
students

Teachers’ feelings that they must change their
teaching because the university wants them to do
s0.

Teachers’ feelings that they must change their
teaching because the students want them to do so.

Category: Student related factors

Concept 18: Characteristics of Japanese
people

Concept 19: Characteristics of Japanese
students

Concept 20: Lack of (students’)
motivation to learn English
and/or purpose for English
learning

Teachers’ impressions of Japanese people in

general.
Teachers’ impressions of Japanese students in
general.
Teachers’ awareness of their students’ low

motivation and/or lack of purpose for learning
English.

Note. Underlining indicates category names, and italics indicate concept.

The first category only includes Concept (1) and is related to teacher experiences as

a language learner, as indicated by the definition. When comparing this concept with the

other concepts, none of them were related to teachers’ experiences as a language learner.

Thus, Concept (1) was established as an independent category and labeled as .
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Concept (2) involves teachers’ experiences of teacher education or teacher training
programs. Although there were other concepts related to teacher activities aimed at
improving their teaching skills (such as (3), (4), and (5)), Concept (2) was treated as
distinct. This is because only Concept (2) refers to the teachers’ experiences before
becoming teachers. As there were no other concepts that concern teachers’ experiences
of preparing to be an English teacher, Concept (2) can be classed as another independent
category.

As mentioned, Concepts (3), (4), and (5) are similar. They are related to teachers’
activities with respect to improving their teaching. Because these activities can be
ongoing processes, these three concepts can be categorized together.

Concepts (6) and (7) are similar and are related to teachers’ classroom experiences
as teachers. Although concepts (16)—(20) may be related to the classroom, they are
different because their definitions indicate that they refer to a teacher’s feelings,
impressions, or awareness. Thus, Concepts (6) and (7) can be considered different
categories.

Although Concepts (8)—(20) are all related to what teachers hold in their minds, they
are also somewhat different. Concepts (8)—(11) are concerned with teacher instructions.
Moreover, unlike Concepts (12)—(15), Concepts (8)—(11) are concerned with what
teachers believe about teaching. Because of the word “conviction” in the definitions, they
are held in teachers’ minds more strongly than expectations using the word “feeling” for
the definitions of Concepts (16) and (17). Although Concepts (18)—(20) may give strong
impressions to teachers, these are more about students rather than teacher instructions.
Thus, Concepts (8)—(11) can be categorized together.

Concepts (12)—(15) are related to teachers’ selves. Although Concept (13) only

applies to NJTEs and is related to their experiences, it is similar to the other three. As the
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definition indicates, such experiences can be related to their perceptions of themselves.
Accordingly, they can be categorized together.

It can be seen that Concepts (16) and (17) and Concepts (18)—(20) can be categorized
together. The former concepts are concerned with expectations, and no other concepts are
related to expectations. The latter three share similarities with respect to Japanese people
and students.

Given the reasons outlined, 20 concepts were integrated into eight categories. These

categories were labeled as follows: classroom experiences as a learner,>* formal teacher

education/training, ongoing professional development, expectations, student-related

factors, classroom experiences as a teacher, beliefs, and self-understanding. After this

process was completed, additional selective coding was performed, as described next.

Core-categories: Results of selective coding 2

When observing the aforementioned eight categories, it was noticed that they could
be further grouped into more abstract categories (core-categories). After comparing these
eight categories, five core-categories were created. Table 3.11 presents these five core-
categories with the categories. In the following, it is described how these five core-
categories were established.

The core-category of classroom experiences as a learner includes the category of the

classroom experiences as a learner, representing teachers’ experiences in class.

Comparing it with the other categories, it is noticeable that the category of classroom

experiences as a teacher is also related to teachers’ experiences in class. However, they

differ because experiences as a student and as a teacher are different. As there were no

34 Underlining is used to indicate categories.
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other categories related to teachers’ experiences as learners, this category can be

established as a core-category.

Table 3.11
Results of Selective Coding 2: A list of Core-Categories (Including Categories)

Core-category: Classroom experiences as a learner

Category: Classroom experiences as a learner

Core-category: Teacher learning and professional development

Category: Formal teacher education/training

Core-category: Classroom experiences as a teacher

Category: Classroom experiences as a teacher

Core-category: Teacher-internal factors

Category: Beliefs

Category: Self-understanding

Core-category: Contextual factors

Category: Expectations

Category: Student related factors
Note. Core-categories are indicated in bold, while underlining indicates category names.

With regard to the second core-category, both categories of formal teacher

education/training and ongoing professional development are related to teacher activities

for acquiring or improving teaching skills. Although the former refers to previous
experiences and the latter can be related to ongoing processes, both are linked to teachers’
experiences of teacher education and professional development. No other categories are
related to such experiences; hence, they can be integrated into a single core-category.

As mentioned, classroom experiences as a teacher was established as the third core-

category. This refers to experiences and is different from convictions, perceptions,

feelings, or impressions, suggesting this category can be established as a core-category.
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With regard to the fourth core-category, beliefs and self-understanding are teachers’

internal factors. These involve what teachers hold in their minds and how they perceive
themselves and are different from experiences in class or their professional development

activities.

As for the fifth core-category, expectations and student-related factors represent
external factors that teachers cannot control. Although the definitions suggest these could
be teacher-internal factors, they are closer to contextual factors. Expectations and student
characteristics can differ in different contexts. Teachers may or may not perceive many
expectations regarding their instructions, and students can differ in terms of their
proficiency levels, motivation, and characteristics depending on context. Thus, the fifth
core-category can differ from beliefs and self-understanding.

For the reasons mentioned above, five core-categories from eight categories were
created and labeled as follows: classroom experiences as a learner, teacher learning and
professional development, classroom experiences as a teacher, teacher-internal factors,
and contextual factors. Subsequently, triangulation was conducted to finalize the results.

A summary of the findings is presented in Table 3.12, which includes the 5 core-
categories, 8 categories, and 20 concepts. These factors were identified as influential

when constructing the role perceptions.
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Table 3.12
Results of the Thematic Analysis of Influential Factors in the Role Perceptions

Core-category: Classroom experiences as a learner

Category: Classroom experiences as a learner

Concept 1: Past language learning experiences

Core-category: Teacher learning and professional development

Category: Formal teacher education/training

Concept 2: Teacher education and training

Category: Ongoing professional development

Concept 3: Involvement with teacher organizations
Concept 4: Self-study

Concept 5: Discussion with coworkers

Core-category: Classroom experiences as a teacher

Category: Classroom experiences as a teacher

Concept 6: Struggles and challenges as a novice teacher

Concept 7: Trial and error in the classroom

Core-category: Teacher-internal factors

Category: Beliefs

Concept 8: Beliefs about English as a tool for communication
Concept 9: Beliefs about creating a learning environment
Concept 10: Beliefs about learner-centeredness

Concept 11: Beliefs about grammar teaching

Category: Self-understanding
Concept 12: Self as Japanese with English ability (JTE)
Self as a native English speaker (NJTE)

Concept 13: Self as a foreigner living in Japan (NJTE)

Concept 14. Attrition of cultural background
Concept 15: Self as someone getting older

Core-category: Contextual factors

Category: Expectations

Concept 16. Expectations from the university

Concept 17: Expectations from the students

Category: Student related factors

Concept 18 Characteristics of Japanese people
Concept 19: Characteristics of Japanese students
Concept 20: Lack of motivation to learn English and/or purpose for English
learning
Note. Core-categories are indicated with bold letters, underlining indicates category
names, and italics indicate concept.
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The established core-categories share similarities with Borg’s (2006) LTC

framework. To compare, Borg’s framework is presented again.

Personal history and specific
experience of classrooms which
define preconceptions of
education (i.e., teachers,

May impact existing
cognitions, though, especially
when unacknowledged, these may
limit its impact.

teaching).
eac Amg) A
[ Schooling Professional Coursework ]
Beliefs, knowledge, About teaching, teachers,
theories, attitudes, LANGUAGE learners, learning,
assumptions, TEACHER subject matter, curricula,
conceptions, materials, activities, self,
principles, thinking, COGNITION colleagues, assessment,
decision-making Y context

4 )

Contextual il Factors

Classroom Practice
including practice teaching

\__. Y

v v
Around and inside the classroom, Defined by the interaction of
context mediates cognitions and cognitions and contextual factors. In
practice. May lead to changes in turn, classroom experience influences
cognitions or create tension between cognitions unconsciously and/or
cognitions and classroom practices. through conscious reflection.

Figure. 2.1. Borg’s conceptual framework in LTC (adapted from “elements and

processes in language teacher cognition” in Borg [2006]).

Although the terms used in Borg (2006) and this qualitative study are different from
each other, the meanings of each category are similar. The classroom experiences as a
learner in this main qualitative present study are similar to schooling in Borg’s (2006)
framework, and professional development is similar to professional coursework.

Contextual factors are coincident in terms of both labeling and content, and classroom
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experiences as a teacher in this main qualitative study may correspond to classroom
practice in Borg’s framework. These similarities suggest that the factors identified in the
main qualitative study can be significant factors on LTC including role perceptions.
Two teacher-internal factors established in the main qualitative study (beliefs and
self-understanding) can be elements in LTC of Borg’s (2006) framework. The
identification of these factors can support Farrell’s (2011) assertion that role perceptions
are “central to the beliefs, assumptions, values, and practices that guide teacher actions
both inside and outside the classroom” (p. 54), as these factors were expressed when the

participants explain their role perceptions.

In summary, the findings of the present study suggested that 20 factors were likely
to influence the construction of participants’ role perceptions, which were corroborated
by the work of Borg (2006). However, the present study did not identify which factors
are particularly influential or less influential. In addition, owing to the nature of
qualitative research, the findings of the present study cannot be generalized. These

considerations indicated that further study was required.
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Chapter 4: A Quantitative Phase
In this chapter, the quantitative phase is described. The purpose of the quantitative
study was to answer the following research questions.

RQ1: What are the role perceptions of university English teachers in Japan?

RQ2: How do JTEs and NJTEs differ in terms of their role perceptions?

RQ3: What are the influential factors in the construction of role perceptions of
university English teachers in Japan?

RQ4: How do JTEs and NJTEs differ in terms of influential factors affecting
role perceptions and of their recognition regarding the purposes of
university English education?

RQS5: What is the relationship between role perceptions and teacher self-
efficacy for engagement?

RQ6: How do JTEs and NJTEs differ in terms of the level of teacher self-

efficacy for engagement?

To answer these research questions, a quantitative phase consisting of three stages was
conducted: questionnaire development, pilot testing, and the main survey. The
questionnaire development is described in Section 4.1, the pilot testing is explained in

Section 4.2, and the main survey is described in Section 4.3.

4.1 Questionnaire Development

The questionnaire consisted of previously existing scales and scales specifically
constructed for the present study based on the findings from the qualitative phase.
In Section 4.1.1, the questionnaire items are summarized and the inclusion and exclusion

of items are explained. Item creation is then described in Section 4.1.2.
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4.1.1 Summary of questionnaire items

In this section, the developed questionnaire is explained. The questionnaire items

covered the following 5 content areas with 45 items

(1) Participant background,

(2) Role perceptions,

(3) Influential factors in the construction of role perceptions,

(4) Teacher self-efficacy,

(5) The purpose of university English education.

The questionnaire items did not reflect all the findings of the qualitative study to keep it

to a reasonable length, as data collected by long questionnaires are more likely to be

contaminated by fatigue effects and dishonest responses (Dornyei, 2010).

The reasons for inclusion of these categories are explained next, with actual

questionnaire items, the number of items, the abbreviations used in the dissertation, and

response formats for each content area (also see Appendix H for an abridged list of

questionnaire items and appendices I1 and 12 for the actual questionnaire used in the

survey).

(1) Participant background (eight multiple choice items)

Participant background included eight items.

1. Gender
]
]
]

2. Age

Male
Female
Prefer not to say

20s
30s
40s
50s
>60s

Tk
2t
E LTz < 72

201%
30f%
4018
50f%
602l E
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3. Employment status

® Full-time HE)
® Part-time FEH )
4. English-teaching experiences (Teaching experience)
® <5 years SEELLTH
® 6-10 years 6104
® [1-15years 11-154
® 1620 years 16204
® 2]-25years 21-254
® 26-30 years 26-304
® >3] years 314ERL
5. English-teaching experiences at university (University experience)
® <5years SELLT
® 6-10 years 6104
® [1-15years 11-154
® 1620 years 16204
® 2]-25years 21-254
® 26-30 years 26-304
® >3] years 314ELL |
6. Student types
® Only students majoring in fields where English is emphasized.
FRER M L2 2 B L T D 54E
® Mainly students majoring in fields where English is

emphasized, but I also taught students majoring in other fields.
FACHFFEAEPE L2027 L TV oy — sy
SRR AR e

Only students majoring in other fields.

3 8 2 K 5 DR

Mainly students majoring in other fields, but I also taught
students majoring in fields where English is emphasized.
TN B2 HE S 572 Y e B L7208 o
TR

7. Course types

Only compulsory English courses in the general education
program.

—IREE R O MESFERL H D

Mainly taught compulsory English courses in the general
education program, but I also taught content courses.

HARH Y L TWDH A, FIIT—EE RO LETFER
H

Mainly content courses, but I also taught compulsory English

courses.
—EBE RO MMERGE LY LTV D03, EITITHEMRAE

8. Researcher or teacher identity

English teacher ~ Z<EEZAN
Researcher i
Both of the above _LFiOM
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The participants’ backgrounds are crucial when determining whether generalization
is appropriate (Dornyei, 2007). Teaching experiences both as an English teacher and
university English teacher, student majors, and course types that teachers teach were
included. These may also influence role perceptions, as demonstrated by the previous
studies (Shimo, 2016, 2018). As the present study focused on university English teachers
(not solely on researchers), an item that asked about researcher or teacher identity was
also necessary. The multiple-choice response format was used to collect information
about participant backgrounds; hence, they could be categorized into groups based on

their background information.

(2) Role perceptions (eight items plus one distractor item using a seven-point
Likert scale)

Items regarding role perceptions included eight items. Each item assessed one role
perception.

Language model (LM):
I perceive myself as a language model for students.
L, REEORETHDD Z L2 FENRE S REHRFEORAK (£7 V)
ThdEIRATND,

English expert (EE):

In the classroom, I perceive myself as an English expert.
AT, FFEORETADOZ LA EFEOHEMETH L L TWVD,

Transmitter of knowledge (TK):
In the classroom, I perceive myself as a transmitter of knowledge (of

English).
AL, HEEORETHSDZ Lz (FEFED) FMDIRERE ThH D LR AT
l/\éo

Cultural representative (CR):
In the classroom, I perceive myself as a cultural representative of my
home country.
AL, HEEORETHS DO Z L2 E (EICIEGEHEE) OXULDIsER TH
2 EMATND,

Motivator (MO):
In the classroom, I perceive myself as a motivator for my students.
T, HEEORETHID Z L 2FAEDETT 4 N—=F— (ST 2@
LA ThnHEATND,
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Facilitator (FA):
In the classroom, I perceive myself as a facilitator (guide, supporter).
AT, HEEEORETHDO 277 U T—4— (A R, #IFH) T
HDEEATND,

Learning advisor (LA):
In the classroom, I perceive myself as a learning advisor for my students.
T, WEFEORETHADZ L2 FEHT ALY —Th D LA TV D,

Designer (DE):
I perceive myself as a designer (courses/materials).
X, Bz (BESEMO) THA - L2 TWD,

Distractor item:>>

In the classroom, I perceive myself as a careprovider (parental role).
T, HEEEORETHDO Z L2 EEK ok 5 72%kE) ThoHLiEx
TWn3,

These eight roles were included because they were the eight roles that were perceived as
most important in the main qualitative study (see Section 3.2.2). In the main qualitative
study, the total ranking showed these eight roles were perceived as most important by
multiple participants. Although slight differences were found between JTEs and NJTEs
in terms of the number of participants who chose these roles, the ranking was the same
between the two (see Table 3.8). Using these roles perceived as most important was
considered more appropriate than using the roles that were not perceived as most
important (those that did not appear in Table 3.8) to compare JTEs and NJTEs. By
comparing roles perceived as most important, the differences (if any) were likely to
illuminate the fundamental differences between JTEs and NJTEs regarding their
instructional orientations.

For these items, a seven-point Likert scale was used, and participants’ responses to
the items were expressed on a scale ranging from strongly disagree (1), disagree (2),

somewhat disagree (3), neither agree nor disagree (4), somewhat agree (5), agree (6) to

35 One distractor item was used. As the eight items were roles that were perceived as important, participants
were likely to perceive playing them to varying degrees. If survey participants kept agreeing with these
items, they might not pay enough attention to them. To avoid this, one distractor item was included.
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strongly agree (7). With this response format, responses were expressed numerically, and

the two groups were compared.

(3) Influential factors in the construction of the role perceptions®

6

Eight categories of influential factors in the construction of the role perceptions were

included in the questionnaire.

Past language learning experiences

Teacher education and training

Involvement with teacher organizations

Discussion with coworkers

Beliefs about grammar teaching

Self as Japanese with English ability (JTE)/Self as a native English speaker
(NJTE)

Expectations from the university

Student-related factors

Only eight categories of twenty influential factors identified in the main qualitative study

were included. As explained in each of these categories below, these eight categories were

chosen based on the relevancy to the present study and previous LTC studies.

For these factors, a multi-item scale was used to examine these influential factors,

which is a strategy to secure accurate assessments in a survey. In a multi-item scale, at

least three items are used to assess one construct because the wording of the questionnaire

items can affect participant responses when abstract topics are investigated. If there is

only one item that investigates an abstract construct, this may fail to assess it accurately

56 In an actual questionnaire, items in this category and in teacher self-efficacy were asked in random
order because some of the items in the same category may appear similar.
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(Dornyei, 2007, 2010). As the influences identified in the main qualitative study were
summarized in abstract themes, items in this content area adopted a multi-item scale.”’ A

total of 25 items were used, with one category including four items.

Past language learning experiences (PE, three items). Items in this category
assessed participant evaluations of their previous language learning experiences, as
follows:

PE1: There are foreign language teachers I had in school who served as
models for how to teach.
FAERROIEFO LD, BOOBEXTOETT VLR En
W5,

PE2: My teaching style is based on what I experienced in learning foreign
language(s) in school.
FOFEETT LT, FAA DN OIMEREFE TRER L 72 Z L3 &I > T
AT

PE3: My own foreign language learning experience in school has been useless
for me in my teaching. (Reversed worded item.)
FLH B O TOIMEFEAE BRI, BN D DITRITEL - TV
VY, (Reversed worded item.) 8
The influence of past language learning experiences on role perceptions was evident in
the main qualitative study (see Section 3.2.2) and has been frequently discussed in

previous LTC studies (see Section 2.2.2). This category was included to determine the

extent to which this factor influenced role perceptions.

Teacher education and training (TE, three items). The items in this category asked

the participants to evaluate their experiences of undergraduate and graduate teacher

57 A total of 31 items in 10 categories of influential factors were prepared and used in the questionnaire.
However, six items in two categories were removed from the analysis of the survey because they were
found to be statistically invalid during the analysis of the main survey (see Section 4.3.1 Data screening).
The description herein only includes questionnaire items that were used for the actual analysis.

58 These items were accompanied by a note providing additional explanations about the “school” used in
the statements. The note was “Z DEMTD %) 1ZiE, H - &R, THIKR. KY (—REE) . 20
MEEF PR E G ETR, RPOEMBERE, BEERSE MBI 1357 E 8 A, (‘School’
in this question includes secondary school, university prep school, university, and other language
schools.)”
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education or the teacher training programs provided by employers or academic
associations, as follows:

TE1: Education that I received related to language teaching and/or language
learning deepened my understanding about foreign language teaching.
FNZ T T2REFHE - FEICET 2 HMAE L. SMEREAF IOV TOR
DR Z RO T < Tz,

TE2: 1 learned a lot about how to teach from education that I received related
to language teaching and/or language learning.

T, BRPZFTGEFHE - FEICET2HMAE N, HRAHITHON
TEL BFNTE

TE3: Education that I received related to language teaching and/or language
learning has been useless in my teaching. (Reversed worded item.)
HANEAD 52T, BRI TFEFHE - FEICHT 2 HEMEAF IR
3o T2y, (Reversed worded item.)>

Teacher education and training should be included in the questionnaire because they were
identified as important in the qualitative study and were controversial topics in previous
LTC studies. These previous LTC studies produced mixed results regarding the influence
of teacher education programs (see Section 2.2.2). Accordingly, including these items
was likely to contribute to understanding the influences of these factors on both role

perceptions and LTC.

Involvement with teacher organizations (IT, three items). These items asked about
participants’ experiences of attending conferences and workshops, as follows:

IT1: Participating in self-development activities such as workshops and
academic conferences deepened my knowledge about foreign language
teaching.

V=27 vay 7, FRIgEOHCHHAOTEENISINY 5 Z Lix, SHEE
BIZHOWT, FADOHERZTRD T T,

IT2: I learned a lot about how to teach by participating in self-development
activities such as workshops and academic conferences.

59 These items were accompanied by a note that provides additional explanations about “education” used
in the statements. The note was “Z DERITH THMEE] Lix. K¥. RFERETOT R T T A BER
FWTE R 7 E R T A HFE - BEIN e & & 5 & £ 7, (‘Education’ in this question refers to
undergraduate and graduate programs as well as any training or professional development provided by
employers or academic associations.)”
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X, V=2 vavr, RS0 CHEOIEENISINT 5 Z LT, #
ZITFNZHONWTEL AT,

IT3: Participating in self-development activities such as workshops and

academic conferences has been useless in my teaching. (Reversed worded
item.)

HRWHA 92T, V= ay” FRpEOHCHHEOIEFEEICSN
T 5 Z EIFRITNL > T 72Wy, (Reversed worded item.)

Discussion with coworkers (CO, three items). These items assessed how participants

utilized advice from and discussions with other teachers, as follows:

COl: I have improved my teaching skills by talking with the other teachers at
my workplace(s) about how to teach.
T, B ToOEA LT 2 L T R 2 m DT,

CO2: I have talked a lot with other teachers at my workplace(s) about how to
teach.

W O oS4 L B2 TTITHNT, KL<FET (L),

CO3: I have had few opportunities to talk with other teachers at my
workplace(s) about how to teach. (Reversed worded item.)
W5 DML DA & B Z FIZHOWTEETHESITH E 0 7ed o7, (Reversed

worded item.)
Involvement with teacher organizations and discussions with coworkers were related
to ongoing professional development and can be a source for a teacher’s professional
development. Role perceptions can develop along with a teacher’s professional

development; thus, these factors should be included.

Beliefs about grammar teaching (GT, three items). Three items explored participants’

general beliefs about grammar instruction, as follows:

GT1: In English classes, explicit grammar/vocabulary instruction in class
enhances student learning outcomes.
PEEDORETIE, 1Fo& 0 & L3k - BERBENFAEOFE R Z D
Do

GT2: In English classes, students understand English better when teachers
explain grammatical rules explicitly in class.

PEEORETIE, BT = 0 L ERAIR S T 5 b AR
L0 X< BT 5,

GT3: In English classes, students do not understand English well if teachers

do not provide explicit grammar/vocabulary instruction in class.
(Reversed worded item.)
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IEEOETIL, ZNIX- X0 & L30E - BB L Lo g, 4
DA efh & BRiE T X 720, (Reversed worded item.)

Beliefs about grammar teaching were only mentioned by the JTEs in the qualitative study,

meaning this may be a factor that creates differences in role perceptions between JTEs

and NJTEs. To investigate this concept further, this category was included.

Self-understanding (SELF, three items). The items in this category related to how

the participants viewed themselves. More specifically, the items explored whether they

thought that being Japanese or being a (near-) native speaker of English was a significant

factor with regard to being an English teacher. The self-understanding of both groups of

teachers was different in the main qualitative study (see Section 3.2.2), requiring this to

be investigated in

a larger population.

As explained below, items for JTEs and for NJTEs were different.

For JTEs,

SELF1:

SELF2:

SELF3:

For NJTEs,

SELF1:

SELF2:

SELF3:

HABWARANTHD E WD T Lid, REEFHEHATE LTOHEDIZE ST
B2 572, (Being Japanese is an important aspect of my role as a
university English teacher.)

HARNFEIZHZHDIZ, BANRHARANTHLZ LIFEGEHICE ST
B LK U T D, (It is important to me that [ am Japanese in my
teaching of Japanese students.)

BORAARNZE WD Z L3, AARNFPEICKEZHZLDIT, HEY
BItR D722 & 72, (The fact that I am Japanese makes no difference
to me in my teaching of Japanese students.) (Reversed worded item.)

Being a native speaker of English (or near-native English-speaking
foreign teacher) is an important aspect of my role as a university
English teacher.

It is important to me that [ am a native speaker (or near-native
English speaker) in my teaching of Japanese students.

The fact that [ am a native speaker of English (or near-native English-
speaking foreign teacher) makes no difference to me in my teaching
of Japanese students. (Reversed worded item.)
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It can be observed that the wording used for JTEs and NJTEs was different. For example,
“Being Japanese is an important aspect of my role as a university English teacher” was
used for JTEs, whereas “Being a native speaker of English (or near-native English-
speaking foreign teacher) is an important aspect of my role as a university English teacher”
was used for NJTEs. The former asked about being Japanese, which implied Japanese
nationality and/or experiences growing up and receiving an education in Japan rather than
simply speaking the language. In contrast, the latter asked about being a (near-) native
speaker of English, regardless of cultural background. The wording aligned with
statements identified in the main qualitative study and incorporated both the participants’
intentions and meanings. In the qualitative study, Japanese participants commented that
sharing a first language and experiences of being Japanese with students was important
to them as English teachers, and there were cases where non-Japanese participants

emphasized the importance of being a native speaker of English.

Expectations (EXP, three items). These items asked the participants about the
strength of their university’s expectations regarding teaching, as follows:

EXP1: I feel a certain expectation from the university regarding my teaching
style.
FEEHEICBE LT, RELLOM B0 ZREL 2,

EXP2: I feel that my university expects me of certain teaching style (to be
strict, to teach entertainingly, to introduce foreign cultures, etc.).
ORI, FIUREDIREEZHFFL T0D L LD, (LT
5. WA EA D, FEEEE O UL E BT T %)

EXP3: I hardly feel expectations from the university regarding my teaching
style. (Reversed worded item.)
FEEFEIZE L TREND OFFZ R U722V, (Reversed worded
item.)
Expectations from the university were only mentioned by NJTE participants and could

influence their role perceptions. To investigate this concept further, this category was

included.
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Student-related factors (STU, four items). These items assessed the general opinions
and impressions of participants about their students. These needed to cover two student-
related factors such as characteristics of Japanese students and lack of motivation to learn
English and/or purpose for English learning. To do this, four items were allotted, as
follows:

SC1: Most of the students tended to be passive in class.
2 OFAT, BETZITENLIE 72,

SC2: Most of the students showed low interest in learning English.
2 < OFEFE, FEETEICH E 0 BRI o T2,

SC3: Most of the students were proactive in class. (Reversed worded item.)
%< OFAEL, FETHEMITZ >7-, (Reversed worded item.)

SC4: Most of the students were highly motivated to learn English. (Reversed
worded item.)

%< DAL, FREE RS E~OEIES TN E o 72, (Reversed worded

item.)®0
Student-related factors (characteristics of Japanese students and lack of motivation to
learn English and/or the purpose for English learning) needed to be covered. Student
characteristics and low motivation have frequently been discussed in the previous
literature and were some of the influential factors on teachers’ instructional practices
(Anderson, 1993, 2019). Teachers’ perceptions of their students were found to be
different between JTEs and NJTEs (Shimo, 2016; 2018). Thus, these factors can be
influential on role perceptions and can be different between groups.

Similar to items in role perceptions, a seven-point Likert scale was used for these

items above to compare the two groups.

60 These items were accompanied with a note because teachers teach different students every year and were
likely to feel difficulty in determining which students they should think of when answering. The note was
“QOISEESEITIAEN TH Y O b MBI MEFFE 7 7 AR TE L TRE 2 {72 &, (Please refer to the
most typical compulsory English courses that you taught in the 2018 academic year.)”
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(4) Teacher self-efficacy for engagement (Effi, three items)

Exploring the relationship between role perceptions and teacher self-efficacy was
one of the overall purposes of the present study, which particularly focused on teacher
self-efficacy for engagement.

There were three items in this category. These were adopted from a previously
validated questionnaire (Chacén, 2005; Tschannen-Moran et al., 1998; Tschannen-Moran
& Hoy, 2001) and slightly modified to match the response format of this questionnaire.
The actual items were as follows:®!

Effi 1: I can help my students to value English learning.
L, RAOFEICHGFEFEH OMEZE L SED LN TE D,

Effi 2: I can get my students to believe they can do well in English learning.
AT, BROFAECTFEFED O ES W EELI®L LN TE D,

Effi 3: I can motivate students who show low interest in learning English.
L, HEEFEIZHE D BN L2 NFEOIE ST 2w 5 Z LN TE
Do

In this category, a seven-point Likert scale was used to allow group comparison.

(5) The purposes of university English education

The purposes of university English education were included. Previous studies have
suggested that JTEs and NJTEs have different perspectives on the important areas to teach
and teach different courses in terms of content and student s’ proficiency levels. If this is
the case, these teachers may have different views on the purpose of university English

education. Moreover, such views may create differences in their role perceptions.

61 The original statements used by Chacon (2005) were as follows: “How much can you do to motivate
students who show low interest in learning English?”’; “How much can you do to get students to believe
they can do well in English?”’; and “How much can you do to help your students to value learning
English?” The items were slightly modified to match the response format in the present study.
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Nine statements regarding the purposes of university English education were asked
in one multiple-response format. These items covered linguistic aspects and non-
linguistic attitudinal aspects of purposes.

Five statements represented linguistic aspects of the purposes of university English
education:

(1) To develop students’ knowledge of English (grammar, vocabulary, etc.).
(Henceforth, knowledge of English.)

FADORFEOR UL, #ERR L) 28T 2,

(2) To develop students’ practical communication skills in English.
(Henceforth, communication skills in English.)
FHEOFFETOEMNRaIa=r—a VBN EEBKT 5,

(3) To develop students’ English abilities to meet established standards (e.g.,
desirable TOEIC scores). (Henceforth, established standard.)

FANPHSL ST HERE (BELWEENDTOEICA 27 78 L) it 25
AR EERNT D,

(4) To develop the English skills that are necessary for the students’ majors
(English for academic/specific purposes). (Henceforth, academic/specific
purposes.)

FAENHL B THEL R D555 (T AT X v 7 9556, FrE BIRGE) %
BT D,

(5) To develop students’ English skills so that they can be leaders in
international settings. (Henceforth, international leadership.)
EERARGH T —F =2y T2 R TE DO DRFENZELT D,

Four purposes had non-linguistic attitudinal aspects:

(6) To help students become autonomous and/or lifelong learners.
(Henceforth, autonomous/ lifelong learners.)

T HERTEE, AETEEICERT D,

(7) To develop students’ ability to understand and adapt to social diversity
and different cultures. (Henceforth, social diversity.)
FENSERIE R RSV A B LIS TE DREN 2R NT D,

(8) To increase students’ interest in using and learning English. (Henceforth,
motivation.)

FHEORFEE - FEII T 2BRZRD 5,

(9) To develop students’ logical and/or critical thinking skills. (Henceforth,
critical/logical thinking skills.)
FAEOTREA - JLHIES ) 2 E T D,
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Five of these statements were created in reference to JACET (2018)%? and four novel
statements were added. The two new statements were created based on a statement in
JACET (2018). Further, one statement was divided into three:** one was about knowledge
of English, one was about English skills, and the other was about English ability measured
by outside standards. Two non-linguistic attitudinal statements were also added: one

about student motivation toward English learning and one about nurturing students’

thinking skills mentioned by a participant in the qualitative study.

4.1.2 Item creation

Original items for the present study were created through translation and back-
translation processes. First, all the questionnaire items were written in English and then
translated into Japanese by the author. Subsequently, the Japanese version was translated
back into English by a native English-speaking university teacher who had passed the
Japanese Language Proficiency Test N-1.%* The original English items and the back-
translated items were then compared by the author, and revisions were made on items in
Japanese when inconsistencies were found. This cycle of translation and back translation
was repeated until all the inconsistencies were resolved to ensure that all items were

accurate and consistent in both languages.

62 The JACET survey (2018) contained the following six question items regarding the purposes of
university English education: (1)To develop students’ basic English skills, (2) to develop students’
English skills for receiving or sending f\global knowledge and information, (3) to develop students’
advanced communication skills so that they will be able to take leadership positions in the global society,
(4) to increase students’ ability to participate in the diverse societies and different cultures, (5) to broaden
students’ outlook and to increase their general knowledge, and (6) to develop students’ English skills
necessary for studying their majors

% The native English-speaking university teacher who helped me with item translation pointed out
differences in meanings between Japanese and English used in one statement in JACET (2018). His point
was that [=2AEOFARR 2 HEEEEE )1 248K 9 5 ) is not the same as the statement “to develop students’
basic English skills” used in JACET (2018). [3%5HAE /) (English ability)] in the Japanese statement can
include more than just English skills. Following his suggestion, this statement was divided into three
different statements.

64 This teacher had an academic background in environmental studies. He also taught compulsory English
courses. He did not participate in the main survey as a respondent.
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4.2 Pilot Testing
In this section, the two steps of the pilot testing conducted to finalize the
questionnaire items are described. The purpose of the pilot testing was two-fold:
® To establish the validity of questionnaire items
® To examine the procedural and wording aspects of the questionnaire
through piloting
The processes of the first and second purposes are described in Sections 4.2.1 and 4.2.2,

respectively.

4.2.1 Expert judgment task: Establishing the validity of questionnaire items

After the questionnaire items were developed, their validity needed to be established.

In other words, developed questionnaire items needed to be examined whether or not they
were expressed in words appropriately to assess influential factors in the construction of
role perceptions (categories) that the items were intended to assess.
For this purpose, an expert judgment task was conducted. Expert judgment is a method
whereby experts provide judgment on a certain subject based on a specific set of criteria.
In the field of applied linguistics, this has been used to compare English tests (Bachman
etal., 1995) and to assess grammatical difficulties for learners (Robinson, 1996; Scheffler,
2011). In the present study, the expert judgment task was used to ensure the validity of
the questionnaire items.

One strategy of expert judgment is a sorting task (Agarwal, 2011). The experts are
given questionnaire items and categories with labels and definitions, and then they are
asked to classify items into appropriate categories. This process can exclude items that
do not represent the intended category. In the following, the actual procedures, including

participants and instruments, are explained.
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Participants

Two experienced researchers participated in this task. One was an applied linguist
and the other was an educational psychologist. The former was Japanese, and the latter
was non-Japanese and a speaker of English as a first language. Both had Ph.D. degrees

and had sufficient experience in research.

Instruments and procedures

The expert judgment task was conducted using an online survey service. On the
survey site, the participants read a developed questionnaire item regarding influential
factors and selected the best answer from the listed categories (A—I) (see Figure 4.1 for a
sample page).

The list covered the eight categories (see Section 4.1.1 [3]) and included an “Other
(specity)” category that the experts used when they found developed items that did not fit
any specified category. A comment space was also provided for experts to record
questions, comments, and suggestions.

Both Japanese and English versions were prepared, with Japanese participants using
the Japanese version and non-Japanese participants using the English version. The
participants completed the task individually.

To identify valid and invalid items, the obtained data were categorized based on the
following groups:

(a) Items that both experts classified as intended categories (valid).
(b) Items that experts classified into different categories (invalid).

(c) Items that one or both experts classified into “Other (specify)” category (invalid).
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Items in (a) were retained as valid items, whereas those in (b) and (c) were either
abandoned or revised based on the comments provided by the participants. The same

participants then examined the revised items again with the same procedures.

Please read each numbered statement first and then select the psychological construct category that
you think is most appropriate for that statement.

For example, you read the following statement.

“English is a difficult language to learn.”

If you think this statement represents a teacher’s “beliefs regarding learning, teaching, and classes”
in the list. Please select “G. Beliefs regarding learning, teaching, and classes.”

1. My teaching style is based on what I experienced in learning foreign language(s) in
school.

OA. Past language learning experiences: A statement about a teacher’s own past experience of
language learning.

OB. Formal teacher training/education: A statement about a teacher’s past experience involving
teacher training/education.

OC. Professional development: A statement about a teacher’s past and/or present out-of-class activities
to improve his/ her teaching skills.

OD. Expectations: A statement about a teacher’s awareness of expectations from others regarding
teaching styles and practices.

OE. Characteristics of Japanese students: A statement about a teacher’s perceptions and impressions
regarding students and/or Japanese people in general.

OF. Classroom experiences as a teacher: A statement about a teacher’s reflection on their teaching
experience in class.

OG. Beliefs regarding learning, teaching, classes: A statement about teacher’s convictions and ideas
regarding language teaching, language learning, and/or classes.

OH. Self-concept: A statement about teachers’ opinions and ideas concerning how individual teachers
see themselves and their influence on actual teaching practices.

OL. Other (specify)

Comments?

Figure 4.1. Sample page of the sorting task (English version). In this example, statement
(1) is a developed questionnaire item, and categories A—I are answer choices.
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Through this process, questionnaire items regarding influential factors were qualitatively
validated. After this process, all the items and instructions were collated and piloting of

the questionnaire was conducted, which is explained next.

4.2.2 Piloting the developed questionnaire

The purpose of the piloting was to examine the procedural and wording aspects of
the questionnaire. To reveal any parts that were ambiguous or difficult to understand, the
participants were asked to answer the questionnaires on an online site. The actual

procedures, including the participants and instruments, are described in this section.

Participants

Six experienced English teachers/researchers participated in the piloting (three
Japanese and three non-Japanese). The Japanese participants included two university
English teachers/researchers and the applied linguist who participated in the expert
judgment task. The non-Japanese participants included two university English
teachers/researchers and the education psychologist who participated in the expert

judgment task.

Instruments & Procedures

The piloting was administered online. A near-final version of the questionnaire was
used. All the instructions and questionnaire items were given, and comment spaces were
provided for each questionnaire item. This allowed participants to comment on
problematic items as soon as they had responded to a questionnaire item. Both Japanese

and English versions were prepared, with Japanese participants using the Japanese
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version and non-Japanese participants using the English version. The participants
completed the task individually.

After the participants had completed the questionnaire, any necessary changes were
made based on their comments. The participants’ comments included clarification of
wording in the instructions and questionnaire items. The revised instructions and items
were then examined by the applied linguist who participated in the expert judgment task.

After removing the comment spaces, the questionnaire was finalized for use.®’

4.3 The Main Survey
With the developed questionnaire explained above, the online survey was conducted.

The method is explained in Section 4.3.1, and the findings are presented in Section 4.3.2.

4.3.1 Method
In this section, the data collection procedures, participants, preliminary examination

of the data, and analysis method are explained.

Data collection procedures
The data were collected between February 22 and May 10, 2019, using an online

survey service. An invitation to the survey was sent via e-mail to the participants.

%5 To finalize a questionnaire, a final piloting with more than 100 samples is preferable (Dérnyei, 2007,
2010). This allows the researchers to verify how the questionnaire works statistically. However, I did not
conduct a larger scale pilot because unlike the students, the number of teachers was limited. It was highly
likely that both the pilot and the main survey would primarily include the same teachers. If the same
participants repeatedly answered the pilot questionnaire, the data contamination caused by repeated
exposure to the questionnaire would become a concern, as they would be able to identify the anticipated
desirable responses and respond accordingly (Dornyei, 2007; 2010).
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The participants were selected using convenience sampling, which is a type of non-
probability sampling.®® In convenience sampling, participants who meet the practical
criteria and are accessible to a researcher are selected (Ddrnyei, 2010). In the present
study, a practical criterion was that the participants should be university English teachers.
To fulfill this criterion, two convenience sampling strategies were used. First, the
invitation was sent to university English teachers that the author knew personally. They
were asked to participate in the survey and to forward the information to other teachers
that they knew. The other sampling method was using the directory for an English
teachers’ organization and the program handbook of an annual English teachers’
academic conference.®’” E-mails were sent to the university English teachers listed in the
directory and in the program handbook.

A consent form and a link to the questionnaire were attached to the e-mail. The front
page of the website also contained a consent form. Both consent forms indicated that the
survey was conducted on a voluntary basis and that participants could leave the website

at any time if they wanted to withdraw from the survey (see Appendices I1 and 12).

Participants

In total, 328 university English teachers participated in this study. E-mails were sent
to 1,602 teachers, of which 342 responded (a response rate of 21.3%). Out of these 342
responses, 14 were excluded because the respondents characterized themselves solely as
researchers or only taught the content courses. As this study focused on university English

teachers, respondents had to identify themselves as either English teachers or English

% Non-probability sampling refers to sampling strategies that obtain a “reasonably representative sample
using resources that are within the means of the ordinary researcher” (Dérnyei, 2010, p. 60).

7 The author only sent e-mails to English teachers who worked at universities. He did not e-mail any
whose workplace was not a university or not listed.
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teachers and researchers. Further, it was a requirement that they taught compulsory
English courses. As a result, the final sample for analysis included the responses of 328

participants (JTEs: » = 170 and NJTEs: n = 158). Table 4.1 provides background

information on the participants.

Table 4.1

Summary of the Participants

Total n=328) JTE(n=170) NIJTE (n=158)
Gender Male 178 (54.3%) 71 (41.8%) 107 (67.7%)
Female 142 (43.3%) 98 (57.6%) 44 (27.8%)

Prefer not to say 8 (2.4%) 1 (0.6%) 7 (4.4%)
Employment Full-time 275 (83.8%) 134 (78.8%) 141 (89.2%)
Part-time 53 (16.2%) 36 (21.2%) 17 (10.8%)
Age 30s 58 (17.7%) 20 (11.8%) 38 (24.1%)
40s 109 (33.2%) 51 (30.0%) 58 (36.7%)
50s 118 (36.0%) 69 (40.6%) 49 (31.0%)
>60 43 (13.1%) 30 (17.6%) 13 (8.2%)
Teaching <5 years 11 (3.6%) 7 (4.1%) 4 (2.5%)
experience 6-10 years 32 (9.8%) 14 (8.2%) 18 (11.4%)
11-15 years 63 (19.2%) 31 (18.2%) 32 (20.3%)
16-20 years 63 (19.2%) 25 (14.7%) 38 (24.1%)
21-25 years 65 (19.8%) 33 (19.4%) 32 (20.3%)
26-30 years 50 (15.2%) 29 (17.1%) 21 (13.3%)
>31 years 44 (13.4%) 31 (18.2%) 13 (8.2%)
University <5 years 44 (13.4%) 15 (8.8%) 29 (18.4%)
experience 6-10 years 66 (20.1%) 31 (18.2%) 35 (22.2%)
11-15 years 78 (23.8%) 39 (22.9%) 39 (24.7%)
16-20 years 45 (13.7%) 25 (14.7%) 20 (12.7%)
21-25 years 54 (16.5%) 33 (19.4%) 21 (13.3%)
26-30 years 27 (8.2%) 19 (11.2%) 8 (5.1%)
>31 years 14 (4.3%) 8 (4.7%) 6 (3.8%)
(continued)
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(Table 4.1 continued)

Total (n =328) JTE(n=170) NJTE (n=158)

Student types  Only English related 49 (14.9%) 18 (10.6%) 31 (19.6%)
majors
Mainly English related 65 (19 89) 30 (17.6%) 35 (22.2%)
majors
Only other majors 117 (35.7%) 77 (45.3%) 40 (25.3%)
Mainly other majors 97 (29.6%) 45 (26.5%) 52 (32.9%)
Course types Only compulsory 120 (36.6%) 82 (48.2%) 38 (24.1%)
English
Mainly compulsory 150 (45.7%) 57 (33.5%) 93 (58.9%)
English
Mainly content 58 (17.7%) 31 (18.2%) 27 (17.1%)
courses

The summary of participants displays their characteristics, in which at least five points
were noticeable. First, most of the participants were full-time teachers. Second, most of
the participants were in their 40s and 50s. Third, most of the participants were
experienced English teachers with relatively few novice teachers. Fourth, most of the
JTEs taught students majoring in non-English-related fields, whereas more NJTEs taught
students majoring in English-related fields. Finally, approximately 50% of the JTE
participants only taught compulsory English courses, whereas more than 50% of the
NJTEs taught mainly compulsory English courses with some content courses. These
background characteristics could imply that the representativeness of the sample was

limited.

Data Screening

The obtained data were screened before the main analysis. After examining a whole
dataset for any inappropriate responses, two types of screening were conducted. First, it
ensured that the participants’ background factors were not critical influences on their role

perceptions. Second, questionnaire items regarding influential factors in the construction
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of role perceptions were subject to factor analysis to examine whether or not the items
statistically fit into intended categories.

The data obtained by a seven-point Likert scale were converted to indicate numerical
values (strongly disagree = 1, disagree = 2, somewhat disagree = 3, neither agree nor
disagree = 4, somewhat agree = 5, agree = 6, strongly agree = 7), °® and they were
analyzed statistically using IBM Statistical Package for Social Sciences Statistics (SPSS)

(Version 26).

Examination of the influence of background factors on role perceptions

The first screening was performed to confirm that the background factors were not
the primary factors in the participants’ role perceptions. As one of the purposes of the
present study was to examine the differences in role perceptions between JTEs and NJTEs,
there should not be critically significant differences between the groups based on these
background factors. To confirm this, a series of one-way between-subject analysis of
variance (ANOVA) tests was performed with the background information as the
independent variables and the role perceptions as the dependent variables. The
independent variables included (1) age, (2) teaching experience, (3) university experience,
(4) student types, and (5) course types. As explained below, the effect of these variables
was not practically significant. The descriptive statistics and the effect sizes calculated

are provided below (see Appendix J for the ANOVA results).

% The responses were treated as interval data. The responses obtained by Likert scales are considered to
be ordinal data. However, it is now common to treat the data obtained from Likert scales with more than
four points as interval data and to analyze them statistically (Mizumoto & Takeuchi, 2010). Following
this, the author of the present study conducted a statistical analysis because the data were obtained by
seven-point Likert scales.
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Table 4.2 shows the descriptive statistics for the role perceptions according to age.
The analysis revealed no statistically significant differences between the age groups for

all the items of role perception.

Table 4.2
Descriptive Statistics for Role Perceptions by Age

<30s (n = 58) 40s (n = 109) 50s (n=118) >60s (11 = 43)

Roles M SD M SD M SD M SD
LM 4.10 1.79 4.54 1.64 4.47 1.71 4.28 1.69
EE 4.78 1.46 5.02 1.57 5.11 1.48 5.12 1.27
TK 4.84 1.48 4.97 1.19 4.97 1.54 5.19 1.18
CR 4.52 1.73 4.89 1.49 4.64 1.61 4.65 1.29
MO 5.98 .94 5.76 1.07 5.92 1.02 5.79 .89
FA 6.40 .67 6.25 .92 6.22 77 5.98 1.08
LA 5.86 .95 591 91 5.86 .86 5.53 91
DE 5.62 1.49 5.56 1.38 5.71 1.35 5.12 1.35

Note. LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =
designer. The effect sizes (°) are interpreted as follows: > .01 = small; > .06 = medium;
> .14 = large. (Mizumoto & Takeuchi, 2008).

Table 4.3 presents the descriptive statistics for the role perceptions according to
English teaching experience. The analysis identified no statistically significant
differences except in LM, F (5, 322) = 2.73, p = .02. The effect size was small (7° = .04).
Post hoc comparisons using the Tukey HSD identified the differences between two pairs

related to LM (between “< 10 years” and “16-20 years” and between “< 10 years” and

“21-25 years”).
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Table 4.3

Descriptive Statistics for Role Perceptions by Teaching Experience

<10 years 11-15years 1620 years 21-25years 2630 years >31 years

(n=43) (n=163) (n=163) (n=65) (n=150) (n=44)
Roles M SD M SD M SD M SD M SD M SD
LM 393 184 441 175 4.62 158 465 1.55 454 171 439 1.70
EE 447 1775 5.08 147 490 156 517 135 514 138 530 1.29
TK 470 1.68 514 120 503 1.18 472 149 510 149 516 1.18
CR 449 187 489 1.58 490 125 451 1.68 4.62 156 475 140
MO 572 105 590 113 587 94 583 102 572 105 6.11 .75
FA 635 68 616 97 627 81 625 79 620 .78 6.16 1.09
LA 567 8 581 95 594 92 585 94 574 96 598 .73
DE 523 160 570 136 567 1.15 566 135 544 1.64 557 130

Note. LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =
designer. The effect sizes (3°) are interpreted as follows: > .01 = small; > .06 = medium;
> .14 = large. (Mizumoto & Takeuchi, 2008).

Table 4.4 shows the descriptive statistics for the role perceptions according to
English-teaching experience at universities. The analysis showed no statistically
significant differences between the groups for any role perceptions.

Table 4.5 presents the descriptive statistics for the role perceptions according to
student types. The analysis did not identify any statistically significant differences except
in CR, F (3, 324) = 3.65, p = .01, and LA, F (3, 324) = 3.40, p = .01. However, the
calculated effect sizes in both cases were small (> ~.03). Post hoc comparisons using the
Tukey HSD identified the differences in two pairs related to CR (between “mainly
English related majors™ and “only English related majors” and between “mainly English
related majors” and “only other majors™) and two pairs related to LA (between “only

English related majors” and “only other majors” and between “only English related

majors” and “mainly other majors”).
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Table 4.4

Descriptive Statistics for Role Perceptions by University-teaching Experience

<5 years 6-10 years 11-15years 16-20years 21-25 years >25 years

(n=44) (n=66) (n=78) (n=45) (n=>54) (n=41)
Roles M SD M SD M SD M SD M SD M SD
LM 396 187 430 184 447 158 444 160 478 151 439 1.79
EE 491 158 482 159 496 1.52 502 136 524 145 529 1.25
TK 505 138 495 134 499 138 473 147 511 142 500 1.28
CR 441 176 489 147 483 144 456 1.66 446 1.65 495 143
MO 580 1.05 595 103 592 8 6.00 1.07 583 82 554 131
FA 625 719 636 .74 621 101 631 .70 6.19 .67 600 1.18
LA 593 82 582 94 572 108 6.00 .77 576 82 590 .80
DE 550 130 574 151 558 129 564 145 556 127 527 1.58

Note. LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =

designer. The effect sizes (3°) are interpreted as follows: > .01 = small; > .06 = medium;
> .14 = large. (Mizumoto & Takeuchi, 2008).

Table 4.5

Descriptive Statistics for Role Perceptions by Student Types

Only English Mainly English Only other Mainly other

related majors related majors majors majors

(n=49) (n=65) (n=117) (n=97)
Roles M SD M SD M SD M SD
LM 4.73 1.67 4.65 1.56 4.27 1.63 423 1.86
EE 5.16 1.41 5.00 1.53 5.11 1.41 4.86 1.57
TK 5.12 1.03 5.11 1.30 4.97 1.35 4.82 1.59
CR 4.53 1.40 5.23 1.34 4.47 1.64 4.72 1.59
MO 5.86 .98 5.89 1.08 5.95 .81 5.73 1.18
FA 6.33 75 6.29 .74 6.19 .90 6.19 .94
LA 6.12 73 5.98 .86 5.74 .89 5.71 .99
DE 5.90 1.03 5.62 1.37 5.54 1.45 5.40 1.48

Note. LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =
designer. Only English related majors = Students majoring in fields where English is
emphasized; Mainly English related majors = Mainly students majoring in fields where
English is emphasized, but I also taught students majoring in other fields; Only other
majors = Only students majoring in other fields; Mainly other majors = Mainly students
majoring in other fields, but I also taught students majoring in fields where English is
emphasized. The effect sizes (7°) are interpreted as follows: > .01 = small; > .06 =
medium; > .14 = large. (Mizumoto & Takeuchi, 2008).
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Table 4.6 shows the descriptive statistics for role perceptions according to course
types. The analysis did not identify any statistically significant differences except in FA,
F (2,325)=7.43, p=.00 and DE, F (2, 325) = 5.74, p = .00. However, the effect sizes
in both cases were small (4> ~.04 and .03, respectively). Post hoc comparisons using the
Tukey HSD identified the differences in one pair related to FA (between “only
compulsory English” and “mainly compulsory English”), and one pair related to DE

(between “only compulsory English” and “mainly compulsory English”).

Table 4.6

Descriptive Statistics for Role Perceptions by Course Types

Only compulsory Mainly compulsory Mainly content courses  Effect

English (n = 120) English (n = 150) (n=58) size
Roles M SD M SD M SD 7
LM 4.34 1.73 4.45 1.64 441 1.79 .00
EE 4.88 1.55 5.09 1.47 5.16 1.35 .01
TK 4.99 1.30 5.01 1.41 4.86 1.44 .00
CR 4.69 1.56 4.71 1.53 4.72 1.65 .00
MO 5.82 .99 5.87 .99 5.91 1.08 .00
FA 6.01 1.09 6.41 .62 6.22 75 .04
LA 5.85 72 5.80 1.07 5.90 .76 .00
DE 5.25 1.51 5.82 1.23 5.57 1.43 .03

Note. LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =
designer. Only compulsory English = Only compulsory English courses in the general
education program; Mainly compulsory English = Mainly taught compulsory English
courses in the general education program, but I also taught content courses; Mainly
content courses = Mainly content courses, but I also taught compulsory English courses.
The effect sizes (5°) are interpreted as follows: > .01 = small; > .06 = medium; > .14 =
large. (Mizumoto & Takeuchi, 2008).

As shown, statistically significant differences were found for five role perception
items within the three variables of English-teaching experience, student types, and course
types. However, only small effect sizes were observed in all cases, requiring careful

interpretation to decide whether or not the differences had practical effects. Given the
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number of items and groups that were compared, the influence of the background factors
was small. Put differently, the background factors did not play a primary function in the
construction of role perceptions in the present study. Thus, this study compared JTEs and
NJTEs without considering their background factors. (This point is further discussed in

Chapter 6: Conclusion).

Factor analysis of the influential factors

Items for influential factors used multi-item scales, and three to four items
constituted each category. The content of these questionnaire items was qualitatively
proved to fit the intended categories in the pilot testing (see Section 4.2.1); however, they
were not statistically examined. To examine whether or not these 25 items statistically
fitted the intended eight categories, an exploratory factor analysis with maximum
likelihood estimation with promax rotation was conducted. ¢

The solution was supported by the results of the KMO and Barlett’s tests (Table 4.7)
The Kaiser-Meyer-Olkin (KMO) test for sampling adequacy score (.714) revealed the
sample size was sufficient, and the result of Barlett’s test of sphericity, y* (300) =3736.67,

p =.000, showed statistical significance and supported the factor analysis.

Table 4.7

Results of the KMO and Barlett’s Tests for Influential Factors
KMO 714
Barlett’s test of sphericity (approx. Chi-square)  3736.672
Degree of freedom 300
Significance .000

Note. The KMO values are interpreted as follows: > .90 is excellent; .89 > .80 is very
good; .79 > .70 is good; .69 > .50 is fair; and < .50 is unacceptable (Field, 2009, cited in
Hirai, 2012).

% As mentioned previously (see FN 57), six items in two categories were removed with this process.
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Table 4.8 shows the summary of factor analysis results.

Table 4.8
Summary of the Exploratory Factor Analysis Results for Influential Factors
Factors

Items for I:PE 2:TE 3:IT 4:CO 5:GT 6:SELF 7:EXP &:STU Commu-
influential (a= (a= (a= (a= (a= (a= (a= (a=  nalities
factors 769)  .719)  .800) .879)  .829) .842) .831) .845)
PE1 965 -.019 -.012 -.009 .020 .028 -.017 .049 940
PE2 436 156 -.050 .023 -.029 -.036 .076 -.004 248
PE3 832 -.038 014  -007 -.024 -.019 -.013 -.045 672
TE1 .021 762 -.020  -.048 .017 -.015 .045 .008 .566
TE2 -.016 770 .026 .005 -.034 011 019 .003 612
TE3 .071 463 124 .085 .039 -.039 -111 -.014 323
IT1 .040 .079 706 -.072 .045 .039 .014 -.024 537
T2 -.027 .037 921 017 -.040 .036 .026 -.014 903
IT3 -.044 -.036 670 012 .010 -.042 -.028 .025 433
COl 029  -.051 124 J785 -.034 -.064 .047 .082 .675
CO2 .014 .041 -.041 967 .048 016 -.017 -.022 932
CO3 -.039 .010 -.100 .796 -.006 .058 -.013 -.053 .618
GT1 -.017  -.019 .083 .081 77 -.035 -.080 .032 .600
GT2 .008 .000 .014 -.002 872 -.024 .039 -.025 748
GT3 -.021 .030 -.090 -.073 .728 .067 .054 .001 582
SELF1 .047 020 -.044  -027 .082 790 .009 -.024 .689
SELF2 -.050  -.002 .020 024 -.061 816 .037 .044 .641
SELF3 -.007 -.044 .044 017 -.009 797 -.060 -.002 .630
EXP1 .008 .068 -.022 -.060 .012 -.015 .703 .022 476
EXP2 -.029 -.001 .015 .010 .017 -.038 916 .027 819
EXP3 .054 -.086 .014 .076 -.024 .048 .748 -.057 .650
STU1 .043 -.157 119 -.034 .028 -.012 018 735 544
STU2 -.017 .097 -.075 .039 -.073 .030 -.010 759 .599
STU3 -.028 -.032 -.037 -.005 .039 -.082 -.026 .796 .661
STU4 .001 .092 -.016 -.003 014 .087 .020 g7 613
Factor 1 2 3 4 5 6 7 8
interrelations
Factor 1 1.000
Factor 2 -.155  1.000
Factor 3 .029 .034  1.000
Factor 4 -.184 216 118 1.000
Factor 5 .004 162 -.101 .000  1.000
Factor 6 .021 .016 .142 .240 .130 1.000
Factor 7 .043 -.004 341 -.005 -.080 131 1.000
Factor 8 -.149 274 -.010 .087 419 -.001 -.052 1.000

Note. Factor loadings over .45 are bolded. The loadings are interpreted as follows: > .71
(50% overlapping variance) is excellent; .71 > .63 (40% overlapping variance) is very
good; .62 >.55 (30% overlapping variance) is good; .54 > .45 (20% overlapping variance)
is fair; and .44 > .32 (10 % variance) is poor (Tabachnick & Fidell, 2013). In this study,
the cutoff line was set at .45. PE = Past language learning experiences; TE = teacher
education and training; IT = involvement with teacher organizations; CO = discussion
with coworkers; EXP = expectations; STU = student-related factors; SELF = self-
understanding; GT = beliefs about grammar teaching.
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The procedures yielded eight factors with eigenvalues greater than 1. These eight factors
accounted for 62.9% of the total variance. The factor loadings for all items in these eight
factors were higher than .45 (Table 4.8). Table 4.8 also depicts Cronbach’s a for the
internal consistency of each factor, showing that each factor revealed sufficient
consistency. Thus, the results of factor analysis supported the validity of items in the eight

predetermined categories.

Analysis

Following data screening, the data were analyzed to answer the research questions.
A seven-point Likert scale—with response options used to assess participants’ role
perceptions, influential factors in the construction of role perceptions, and teacher self-
efficacy—was converted to indicate numerical values (strongly disagree = 1, disagree =
2, somewhat disagree = 3, neither agree nor disagree = 4, somewhat agree = 5, agree = 6,
strongly agree = 7).”° As the measurement of influential factors and teacher self-efficacy
used multi-item scales, the mean values of the constituent items in the eight categories
were calculated in each case (i.e., each respondent).

The responses were then analyzed statistically. Descriptive statistics were calculated
for each category, and the following three statistical analyses were performed using SPSS
(Version 26):

(1) A #-test to compare the JTE and NJTE responses to all the variables. Owing
to the need for a series of t-tests with several dependent variables, the
significance level was set at p <.0062 to avoid a type I error and Bonferroni

correction was used.”!

0 The data were treated as interval data (See FN 68, p. 164).
! Bonferroni correction can be used to control the significance level, where a significance level is divided
by the number of tests (variables). In the present study, there were 8 categories (variables); hence, a
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(2) The percentages of respondents regarding nine items from the list of
purposes of university English education were calculated. Then, the
responses in both groups were statistically compared with Pearson’s chi-
square test to examine any significant differences.

(3) The Pearson correlation coefficient () was employed to examine the

relationship between teacher self-efficacy and role perceptions.

4.3.2 Findings
Results regarding role perceptions, influential factors, purposes of university English

education, and teacher self-efficacy are presented in this section.

Role perceptions

Descriptive statistics and #-test results regarding the differences between JTEs and
NJTEs pertaining to role perceptions are presented in Table 4.9 and Figure 4.2.

As shown in Table 4.9 and Figure 4.2, the overall results indicate that MO, FA, LA,
and DE were relatively highly rated compared to LM, EE, TK, and CR, which received
moderately high ratings. In addition, the SD values indicated that participants had similar
opinions regarding MO, FA, and LA, as they were relatively small. By contrast, those of

LM and CR indicated that opinions varied as they were relatively large.

regular significance level of 0.05 was divided by eight. Thus, a significance level of 0.0062 was set as the
cutoff point.
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Table 4.9

Descriptive Statistics and T-test Results for Role Perceptions

Total JTE NJTE
Role (n=1328) (n=170) (n=158)
perceptions M SD M SD M SD t p d
LM 440 170 432 1.66 449 174 93 350
EE 502 148 505 145 499 151 32 745
TK 498 137 494 131 505 144 95 341
CR 470 156 474 148 466 1.64 44 657
MO 586 1.00 582 094 59 107 .67  .500
FA 623 .8 596 097 652 060 622 .000% .69
LA 584 90 569 093 599 085 3.09 .002% .34%
DE 557 139 523 148 593 119 473 .000% .52¢

Note. LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =
designer. * = p <.0062, two-tailed. "= small effect size; * = medium effect size. The effect
sizes (d) are interpreted as follows: > .20 = small; > .50 = medium; > .80 = large.
(Mizumoto & Takeuchi, 2008).

4.98

5.86
MO

Figure 4.2 Mean values for the participants’ role perceptions. LM = language model; EE
= English expert; TK = transmitter of knowledge; CR = cultural representative; MO =
motivator; FA = facilitator; LA = learning advisor; DE = designer.
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With regard to the group differences, statistically significant differences were observed
in FA, LA, and DE (see also Figure 4.3). The mean values of these roles for the JTE group
were not as high as those of the NJTE group for FA. Medium effect sizes were observed
for FA and DE, and a small effect size was found for LA, which was considered to be

practically unimportant.

LM

MO

—e—JTE --#-NJTE

Figure 4.3 The comparison between JTEs and NJTEs regarding their role perceptions.
LM = language model; EE = English expert; TK = transmitter of knowledge; CR =
cultural representative; MO = motivator; FA = facilitator; LA = learning advisor; DE =
designer.

In summary, both the JTE and NJTE groups assessed the MO, FA, LA, and DE roles
higher than the other four roles, and the NJTEs assessed the FA and DE roles higher than

the JTEs.

Influential factors on role perceptions

Table 4.10 and Figure 4.4 display the mean values of all participants for the eight
categories regarding influential factors. TE and IT were rated relatively highly. CO and
SELF values were moderately high. The mean values for PE, EXP, STU, and GT were

located around the mid-point of the scale.
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Table 4.10

Descriptive Statistics and T-test Results for Influential Factors

Total JTE NITE

Influential (n=328) (n=170) (n=158)

factors M SD M SD M SD t p d
PE 420 132 422 129 419 135 22 827

TE 573  1.11 562 1.13 584 1.09 1.80 .072

IT 556 126 548 124 565 1.27 1.22 223

CO 473 155 454 145 494 1.63 240 .017

EXP 4.04 142 411 144 396 141 98 327

STU 397 129 383 125 413 133 2.15 .033

SELF 479 143 521 125 435 149 5.69 .000% .63
GT 406 126 442 1.19 3.68 123 5.50 .000* .61

Note. PE = past language learning experiences; TE = teacher education and training; IT
= involvement with teacher organizations; CO = discussion with coworkers; EXP =
expectations; STU = student characteristics; SELF = self-understanding; GT = beliefs
about grammar teaching. * = p <.0062, two-tailed. T = small effect size; * = medium effect
size. The effect sizes (d) are interpreted as follows: > .20 = small; > .50 = medium; > .80
= large. (Mizumoto & Takeuchi, 2008).

6 5.73 5.56

4.06

4.04

PE TE IT CO EXP STU SELF GT

Figure 4.4 Mean values of the influential factors on role perceptions. PE = past language
learning experiences; TE = teacher education and training; IT = involvement with teacher
organizations; CO = discussion with coworkers; EXP = expectations; STU = student
characteristics; SELF = self-understanding; GT = beliefs about grammar teaching.

175



The #-test results revealed significant differences in SELF and GT (Table 4.10 and
Figure 4.5). The mean values of the JTE were higher than those of the NJTE group for

SELF and for GT. Further, medium effect sizes were found in both cases.

PE TE IT CO EXP STU SELF GT

—e— JTEs --#-NJTEs

Figure 4.5 The comparison between JTEs and NJTEs regarding the influential factors on
the role perceptions. PE = past language learning experiences; TE = teacher education
and training; IT = involvement with teacher organizations; CO = discussion with
coworkers; EXP = expectations; STU = student characteristics; SELF = self-
understanding; GT = beliefs about grammar teaching.

In summary, both the JTE and NJTE groups assessed TE and IT higher than the
others. Moreover, although the total scores for SELF and GT were not very high, the JTEs

assessed them statistically significantly higher than the NJTEs.

Purposes of university English education

Figure 4.6 indicates the percentage of respondents who selected the presented
purposes of university education. In total, more participants selected non-linguistic
attitudinal aspects of purposes except for communication skills in English from the

linguistic aspects of purposes.
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17.6%

Knowledge of English 23.5%

1
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English
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50.6%
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11.6%
11.2%
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Established standard
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31.4%
30.6%
32.3%

Academic/specific purposes

I

7.6%
7.6%
7.6%

International leadership
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54.5%
57.6%
51.3%

Autonomous/lifelong learner

|

43.0%
Social diversity 50.6%

34.8%

l

45.7%
46.5%
44.9%

Motivation

|

24.1%
Critical/logical thinking skills 21.8%
26.6%

|

0.0% 20.0% 40.0% 60.0% 80.0% 100.0%

OTOTAL mJTE ONJTE
Figure 4.6 Results of the item concerning the purposes of university English education.
The percentages are of the participants (n = 328 [170 JTEs and 158 NJTEs]). Multiple
responses (three choices) were allowed.

Among the linguistic aspects, the percentages were different among purposes.
Communication skills in English were selected by 64.3% of participants, whereas
international leadership was only selected by 7.6%. Knowledge of English and
established standards were selected by relatively few participants (17.6% and 11.6%),
whereas academic/specific purposes were selected by 31.4%.

With regard to non-linguistic attitudinal aspects, there were no clear differences

between purposes except for critical and logical thinking skills, which was selected by
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24.1%. Autonomous/lifelong learner was selected the most (54.5%), followed by
motivation (45.7%) and social diversity (43.0%).

Looking at the groups, the overall response patterns are similar between groups.
However, the Pearson’s chi-square test (two-tailed) revealed significant differences
between the groups regarding knowledge of English, communication skills in English,
and social diversity, with the most salient difference being for communication skills in
English. The percentage of JTEs who selected knowledge of English was 23.5% (n = 40),
and that of the NJTEs was 11.4% (n = 18), ¥* (1, n =328) = 8.29, p = .00. The percentage
of JTEs who selected communication skills in English was 50.6% (n = 86), whereas that
of NJTEs was much higher at 79.1% (n = 125), *> (1, n = 328) = 29.04, p = .00. The
percentage of JTEs who selected social diversity was 50.6% (n = 86), whereas that of
NITEs was 34.8% (n = 55), x* (1, n =328) = 8.32, p = .00.

In summary, both groups of teachers similarly recognized the purposes of university
English education except for developing students’ knowledge of English, developing
students’ communication skills in English, and developing students’ ability to understand
and adapt to social diversity and different cultures. More JTEs than NJTEs selected
developing students’ knowledge of English, and developing students’ ability to
understand and adapt to social diversity and different cultures. By contrast, more NJTEs

than JTEs selected developing students’ communication skills in English.

Teacher self-efficacy for engagement
The Pearson’s correlation coefficient () was calculated to reveal any relationship
between teacher self-efficacy for engagement (Effi) and role perceptions, with the results

listed in Table 4.11. It was found that Effi and MO were moderately positively correlated,
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while Effi and LM, CR, FA, LA, and DE were found to be weakly positively correlated,

respectively.

Table 4.11

Correlations between Teacher Self-efficacy for Engagement and Role Perceptions

LM EE TK CR MO FA LA DE

r P r p r )4 r )4 r )4 r p r P r P

Effi 20 .00* 08 .13 .17 .00% .25 .00* .50 .00* .33 .00* .33 .00* .30 .00%
Note. n = 328. LM = language model; EE = English expert; TK = transmitter of
knowledge; CR = cultural representative; MO = motivator; FA = facilitator; LA =
learning advisor; DE = designer. Strong correlation: 1.0 > » > +.70; moderate
correlation: +.70 > r > £.40; weak correlation: £.40 > r > £.20; No correlation: £.20 > r >
+.00 (Tanaka & Yamagiwa, 1992, cited in Hirai, 2012). * = p < .05, two-tailed.

Descriptive statistics were calculated, and a #-test was performed to examine the
differences between JTEs and NJTEs pertaining to Effi. Table 4.12 indicates that the total
score for the participants was relatively high (TOTAL: M = 4.98). The t-test results
revealed the group difference (Table 4.12 and Figure 4.7). The JTE group rated self-
efficacy lower than the NJTE group, and there was a significant difference between the

groups. A medium effect size was found.

Table 4.12
Descriptive Statistics and T-test Results for Teacher Self-efficacy for Engagement

Total JTE NJTE

(n=328) (n=170) (n=158)

M SO M SD M SD t p d
Effi 498 102 471 98 527 99 507 .000* .57

Note. * = p < .05, two-tailed. = medium effect size. The effect sizes (d) are interpreted
as follows: > .20 = small; > .50 = medium; > .80 = large. (Mizumoto & Takeuchi, 2008).
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Figure 4.7 Box-and-whisker plot for the comparison between JTEs and NJTEs regarding
their levels of teacher self-efficacy for engagement.

In summary, Effi was moderately positively correlated with MO, and it was also
weakly correlated with learner-centered roles such as FA, LA, and DE. The NJTE group

assessed Effi higher than the JTE group.

This section presented the findings from the main survey, which are used in the next

chapter to answer the research questions.
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Chapter 5: Discussion

In this chapter, the research questions are answered and discussions are developed
in light of previous studies. To begin, the purposes of the present study are restated:

(1) to describe the role perceptions of university English teachers in Japan and
to compare JTEs and NJTEs in this regard.

(2) to identify the factors that are influential in the construction of role
perceptions and to compare JTEs and NJTEs in this regard.

(3) to examine the relationship between role perceptions and teacher self-
efficacy and to compare JTEs and NJTEs in terms of their level of teacher
self-efficacy.

For these purposes, six research questions were posed, which were answered by using the
qualitative data from the interviews and the quantitative data from the survey.

Section 5.1 presents answers to the research questions. Section 5.2 presents a
discussion on the construction of role perceptions of university English teachers, while
Section 5.3 presents a discussion on JTEs and NJTEs from the perspective of native-
spearkerism. Sections 5.4 and 5.5 present contributions and pedagogical implications,

respectively.

5.1 Answers to the Research Questions
RQI1: What are the role perceptions of university English teachers in Japan?
RQ2: How do JTEs and NJTEs differ in terms of their role perceptions?
RQ1 was a primary research question. With the findings of the present study, it is
possible to say that the role perceptions of university English teachers could be multiple,

with varying degrees of importance and learner centeredness (see Tables 3.7, 3.8, 4.9, and
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Figure 4.2). In the qualitative phase, the participants tended to mention their multiple role
perceptions and were able to differentiate the importance of each of the perceived roles.

The survey results indicated that both the JTE and NJTE groups assessed the MO,
FA, LA, and DE roles higher than the other four roles. As the MO, FA, LA, and DE roles
can theoretically be defined as learner-centered roles (see Section 2.3.1), the results
suggested that the role perceptions of the participants were understood as being more
learner-centered. The roles that were typically considered to be under teacher-centered
instructions, such as English expert (EE) and transmitter of knowledge (TK), were not
completely neglected. In the qualitative study, English expert (EE) and transmitter of
knowledge (TK) were chosen as the most important by 5 and 3 out of 28 participants,
respectively (see Table 3.8). In the quantitative study, the mean values for roles such as
language model (LM), English expert (EE), transmitter of knowledge (TK), and cultural
representative (CR) were slightly above the midpoint of the scale (see Table 4.9 and
Figure 4.2). This suggests that university English teachers need to adopt both teacher- and
learner-centered roles to accomplish their teaching responsibilities. However, as larger
SD values were shown in LM and CR compared to those in MO, FA, and LA, opinions
varied among the participants regarding their teacher-centered role perceptions, implying
that interpreting their teacher-centeredness only with the mean values may not accurately
represent their role perceptions.

The findings also indicated that participants perceived themselves as taking on a
motivator role (MO). This may be a reflection of their teaching context. As mentioned
previously, the attitudes of Japanese university students toward English learning are not
positive (Anderson, 1993, 2019; Berwick & Ross, 1989; Ryan & Makarova, 2004).

Accordingly, many university English teachers may perceive that motivating students is
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one of their roles, regardless of whether or not their role perceptions are teacher- or
learner-centered or whether they liked adopting a motivator role.

Are role perceptions different between JTEs and NJTEs (RQ2)? The answer is not
straightforward. It could be posited that although the overall tendency is similar, learner
centeredness is stronger in NJTEs’ role perceptions than in JTEs’ role perceptions. In the
qualitative phase, more NJTEs than JTEs chose learner-centered roles, such as facilitator
(FA) and designer (DE), implying that NJTEs may perceive learner-centered roles more
strongly than JTEs (see Table 3.8). This was corroborated by the quantitative study in
which a different response format was used to assess their role perceptions. NJTE
participants tended to perceive such roles as facilitator (FA) and designer (DE) more
strongly than the JTEs (see Table 4.9). Thus, NJTEs’ role perceptions can be said to be
more learner centered than JTEs’.

The findings can highlight the differences to support the findings from the previous
studies (Matsuura et al., 2001; Shimo, 2016, 2018). These studies reported that the two
teacher groups were different in terms of perceived importance of instructional areas and
perceptions of their students, which suggested differences in instructional orientations
between the two groups of teachers. Given that role perceptions are closely linked with
instructional orientations, the findings of the present study support the argument that JTEs
and NJTEs are different in terms of their instructional orientations.

The findings also suggested that most of current JTEs may be different from those
previously portrayed. Previous studies described JTEs as teachers with strong teacher-
centered instructional orientations (Nagatomo, 2012; Cowie & Sakui, 2012). If this is
actually still the case, the JTE participants may perceive such roles as English expert (EE)
and transmitter of knowledge (TK) more strongly. However, this was not evident, and the

findings suggested that JTEs’ role perceptions tended to be more learner centered rather
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than teacher centered (see Figure 4.3), which was similar to the NJTEs. The previous
portrait of JTEs may no longer be accurate for the majority of current JTEs.

In summary, the findings of the present study suggested that role perceptions of JTEs
and NJTEs are similarly learner-centered, although the tendency is a little stronger for

NJTEs. The possible factors for the differences are discussed next.

RQ3: What are the influential factors in the construction of role perceptions of
university English teachers in Japan?

RQ4: How do JTEs and NJTE:s differ in terms of influential factors affecting role
perceptions and of their recognition regarding the purposes of university English
education?

The findings indicated that multiple influential factors seemed to contribute in
varying degrees to the construction of role perceptions (RQ3). With regard to influential
factors, the qualitative study identified 20 factors and the quantitative study analyzed how
the participants recognized influential factors. As explained in the following paragraphs,
professional development activities such as teacher education/training programs (TE) and
involvement with teacher organizations (IT) could be strong influences in the
construction of role perceptions. JTEs and NJTEs slightly differently recognized self-
understanding (SELF) and beliefs about grammar teaching (GT) and purposes of
university English education, which may be related to the slight differences between the
role perceptions of JTEs and NJTEs.

Professional development activities such as TE and IT could be strong influences in
the construction of learner-centered role perceptions. These factors were assessed higher
than the other factors (see Table 4.10 and Figure 4.4). As seen previously, the majority of

current university English teachers have applied linguistics or other language teaching
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related fields as their educational academic background (JACET, 2018). Thus, university
English teachers will probably be familiar with learner-centered instructions through their
experiences in teacher education/training programs. Moreover, their learner-centered
instructional orientations would probably be reinforced by their experiences involving
teacher organizations. However, the present study did not examine the causal relationship
between role perceptions and influential factors. Thus, the influence of these factors is
inconclusive, but they could be potentially strong influences.

Inconsistent with previous LTC studies, the findings from the present study did not
suggest that contextual factors such as expectations (EXP) and student-related factors
(STU) are primary influences on teachers in this context. Previous studies indicated that
contextual factors were extremely influential. Further, teachers adjusted their instructions
depending on expectations from schools and students’ preferences, which is contradictory
to the beliefs that the teachers held (Gorsuch, 2000; Phipps & Borg, 2009). However, the
participants in the present study did not highly assess these contextual factors. This may
reflect the context of university English education. Unlike secondary school settings, in
which previous LTC studies reported the influence of contexts, university English
teachers do not need to prepare their students for examinations. The findings from the
present study could confirm that university English teachers are less restricted than
secondary school teachers and that university English teachers’ decision-making is
particularly important for students’ learning experiences.

With regard to the differences between JTEs and NJTEs regarding influential factors
(RQ4), the findings indicated that beliefs about grammar teaching (GT) and self-
understanding (SELF) were recognized differently between the two groups (see Table
4.10 and Figure 4.5). Although the overall influence of these two factors was not assessed

as high, the JTE participants assessed them statistically higher than the NJTE participants.
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This may suggest these two factors may be involved in the process to differentiate the
degree of learner centeredness of the two groups.

Ifthis is the case, beliefs about grammar teaching may weaken the degree of learner-
centeredness. Theoretically, learner-centered instructions are associated with implicit
learning (Nunan, 2014), which implies that teacher learner-centeredness and beliefs about
grammar teaching can be negatively correlated. This was observed in the present study.
The NJTE participants’ beliefs about grammar teaching were weaker than those of the
JTE participants, and their learner-centeredness was more evident than in the JTE
participants. By contrast, the JTE participants’ beliefs about grammar teaching were
stronger than those of the NJTEs, and the degree of learner-centeredness was less evident
than in the NJTE participants. In addition, beliefs about grammar teaching do not appear
to influence teacher-centeredness because there were no differences between the two
groups in language model (LM), English expert (EE), and transmitter of knowledge (TK).
Thus, the degree of beliefs about grammar teaching can function to weaken the degree of
learner-centered role perceptions.

The JTEs’ relatively strong beliefs about grammar teaching (GT) could be related to
their self-understanding (SELF). As suggested by previous LTC studies, their beliefs
about grammar teaching were shaped by their learning experiences (Borg, 20006).
Supposedly, they learned English in rather explicit ways because implicit instructions
were not prevalent when they learned English. The JTE participants may have valued
their experiences as Japanese learners of English as part of their self-understanding.

This interpretation apparently contradicts the finding that participants did not
strongly recognize the influence of their past language learning experiences (PE).
However, the items in this factor inquired about participants’ classroom experiences

rather than their learning experiences. It is possible that while their classroom experiences
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were not influential, their learning experiences were influential on LTC. In fact, negative
comments regarding how they were taught in class were found in the qualitative study.
For example, JTEO4 noted: “I liked English, so I liked all the English teachers I had, but
they are examples of how not to do it, sorry to say.” Rather than how they were taught
English in class, their learning experiences outside the class may have shaped the JTEs’
relatively strong beliefs about grammar teaching and self-understanding.

By contrast, NJTEs did not seem to be greatly influenced by beliefs about grammar
teaching. Further, none of the NJTE participants mentioned grammar teaching in their
accounts for their role perceptions in the qualitative study. As previous studies on
NEST/NNEST characteristics suggested (see Table 2.12 in Section 2.5.1), NJTEs in the
present study focus more on fluency, meaning, and language in use rather than on
accuracy, form, and grammar rules.

With regard to self-understanding, the findings of the qualitative study suggested
that NJTEs’ perspectives vary. For example, NJTE1S5 recognized that self-understanding
1s important for a native speaker, noting “They [the students] need a native speaker as a
model. I am guiding them towards what they need to strive for, which is more fluent and
practical English.” By contrast, NJTE16 had a different opinion about self-understanding
as a native speaker, noting “Most of my students won’t be talking to native speakers
anyway. They will be talking to other people whose language is English as a lingua franca.
So, I think it is not an advantage to teach the native English norms.” It can be observed
that NJTEs’ perspectives regarding their native identity vary.

As explained, the findings indicated that JTEs and NJTEs recognized the influences
of beliefs about grammar teaching (GT) and self-understanding (SELF) differently.

Although these factors were not assessed strongly compared to factors such as teacher
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education/training programs (TE) and involvement with teacher organizations (IT), they
may function as factors when determining the degree of learner-centered role perceptions.

Finally, with regard to the recognitions of the purposes of university English
education, although the overall tendency was similar between the groups, significant
differences were found in the perceived importance of developing their knowledge of
English, developing their ability to understand and adapt to social diversity and different
cultures, and developing students’ practical communication skills in English, (see Figure
4.6).

The findings indicated that more JTE participants recognized developing students’
knowledge of English compared to NJTEs. JTEs’ beliefs about grammar teaching may be
involved in their recognition of this purpose. Previous studies indicated that JTEs thought
their students wanted them to use more Japanese and that they should be engaged in
translation work (Shimo, 2018). This can be interpreted as JTEs believing they need to
use Japanese to explain difficult concepts such as grammar and should focus on accuracy
through translation. This was also evidenced by the JTEs’ beliefs about grammar teaching
found in the present study, implying they believe meticulous understanding of English is
important for language learning.

Also, more JTEs than NJTEs valued developing students’ ability to understand
different cultures and adapt to social diversity. This may be related to their self-
understanding (SELF), which JTEs tended to value. The emphasis on their Japanese
identities may have created the dichotomous view of Japanese and foreign in their beliefs.
This view may have influenced their recognitions of developing students’ ability to
understand different cultures and adapt to social diversity.

By contrast, the findings indicated that more NJTE participants recognized practical

communication skills in English as an important purpose compared to the JTEs, which
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can be consistent with the previous findings (Matsuura et al., 2001). Matsuura et al.
reported that more NJTE participants viewed speaking as an important instructional area
than JTE participants, and speaking skills can be regarded as part of practical
communication skills in English. The emphasis on developing practical communication
skills in English could reinforce NJTEs’ learner-centered role perceptions because
teachers need to engage students in communicative tasks and other activities, which
requires teachers to serve as facilitators and designers (Nunan, 2014).

In summary, role perceptions are constructed with a number of factors in a very
complex manner. Among such factors, professional development, beliefs about grammar
teaching, self-understanding, and the recognitions of the purposes of university English

education may function as critical influences in the construction of role perceptions.

RQS5: What is the relationship between role perceptions and teacher self-efficacy for
engagement?
RQ6: How do JTEs and NJTE: s differ in terms of the level of teacher self-efficacy for
engagement?

The present study found correlational relationships between role perceptions and
teacher self-efficacy for engagement (RQS5), and it also indicated that the NITE
participants perceived higher levels of teacher self-efficacy for engagement (Effi)
compared to the JTEs (RQ6).

With regard to the correlational relationship, motivator was moderately correlated
with the level of teacher self-efficacy for engagement. Moreover, typical learner-centered
roles such as facilitator (FA), learning advisor (LA), and designer (DE) were weakly

correlated with teacher self-efficacy, while typical student-centered roles such as
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language model (LM), English expert (EE), and transmitter of knowledge (TK) did not
suggest a correlational relationship with teacher self-efficacy for engagement (Effi).

The findings were found to be mostly consistent with the previous studies, which
demonstrated that teachers with higher levels of teacher self-efficacy tended to implement
more learner-centered instructions (Chacon, 2005; Eslami & Fatahi, 2008). The findings
of the present study supported their argument. However, the relationship was not as strong
as previous studies had suggested. One possible explanation for this could be differences
in the constructs measured between the previous studies and the present study. The former
used teachers’ self-assessment of their teaching behaviors, whereas the latter used
teachers’ self-assessment of their role perceptions. These two types of self-assessment
may not be completely compatible. Accordingly, assessment of typical learner role
perceptions might indicate a weak correlation with teacher self-efficacy for engagement.
The NJTE participants perceived higher levels of teacher self-efficacy for engagement
(Eff1) compared to the JTEs (Table 4.12 and Figure 4.7). If the distinction between JTEs
and NJTEs is simply an issue of language proficiency, the findings support those of
previous studies (Chacon, 2005; Eslami & Fatahi, 2008; Mills & Allen, 2007; Thompson
& Woodman, 2019). These studies reported that participants’ language proficiency is one
factor that determines the level of teacher self-efficacy. The findings also support the
claim that multilingual identities may not contribute to higher levels of teacher self-
efficacy in EFL settings, where the distinction of native and non-native English speaker
can be emphasized (Faez et al., 2019), indicating that native speakeristic view persists
among JTEs (This is further discussed in Section 5.3). This is also plausible from
Bandura’s theory which explains environmental factors affect person’s cognitive,

affective, and biological factors (see Section 2.4.1).
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The findings are consistent with other findings in the present study. NJTEs’ higher
levels of teacher self-efficacy compared to JTEs can be expected because of their slightly
stronger learner-centered role perceptions (Figure 4.3) because they are correlated with
each other (see Table 4.11). Although the relationship is not a causal relationship, the
findings suggested that role perceptions may be one of the factors that differentiate JTEs
and NJTEs regarding their teacher self-efficacy.

In summary, by indicating the relationship between role perceptions and teacher self-
efficacy for engagement and the fact that NJTEs felt higher levels of teacher self-efficacy,
these findings suggested that role perceptions may be one of the factors that contribute to

the level of teacher self-efficacy.

5.2 Construction of Role Perceptions for University English Teachers in Japan
The author considers that the findings of the present study can offer insights into the
construction of role perceptions of university English teachers in Japan. The following
four points can be summarized
® Complex configuration of role perceptions
® Context-sensitive nature of role perceptions
® The influence of teachers’ professional and personal experiences on role
perceptions
® The relationship between role perceptions and teacher self-efficacy for
engagement
First, the configuration of role perceptions of university English teachers in Japan
appears to be rather complex. Farrell (2011), in his study of Canadian ESL teachers,
explained the complex configuration of role perceptions from the perspective of ready-

made and individually created roles. The former represents roles entailed in teaching or
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the roles that teachers are expected to adopt, whereas the latter represents roles that
individual teachers develop throughout their careers. The findings of the present study
can provide other perspectives for understanding the configuration of role perceptions,
such as core/peripheral and abstract/concrete role perceptions. The participants in the
present study perceived different roles with different degrees of importance (see RQ1).
Roles such as facilitator, learning advisor, and motivator were perceived as more
important compared to roles such as language model and cultural representative (Table
4.9 and Figure 4.2). In other words, the former roles can be considered core roles, whereas
the latter can be considered peripheral roles. In addition, role perceptions were
constructed with roles having different levels of abstraction. For example, roles such as
transmitter of knowledge and organizer can describe what teachers actually do in class,
whereas roles such as English expert, cultural representative, and native speaker (or
Japanese) cannot represent teachers’ actions. These can be perceived as qualifications,
abilities, or identities; however, the participants perceived these abstract concepts as roles.
This seems to suggest that role perceptions of university English teachers in Japan are
concerned with what teachers do and who they are and are configured in multiple and
multifaceted ways.

Second, the findings of the present study could be understood as roles sensitive to
the context of Japanese university English education. Farrell (2011) asserted that role
perceptions are context sensitive. He explained that his findings described a particular
group of teachers in a particular context, while different teachers in a different context
would possess different role perceptions. The findings from previous studies on role
perceptions were somewhat different from each other (see Section 2.3.2), indicating
context-specific role perceptions. The present study identified 22 role perceptions, which

are also somewhat different from those of previous studies. Although methodological
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differences in these studies could have caused these variations in role perceptions among
studies, differences found in the present study can also be understood as being caused by
role perceptions that are specific to the context of university English education in Japan.
This appears to indicate that English teachers at Japanese universities adjusted their
instructions according to the context.

Third, the findings of the present study indicate that both professional and personal
experiences could influence the construction of role perceptions. The qualitative study
identified 20 influential factors, including professional and personal experiences (see
Table 3.12). In particular, the participants tended to agree regarding the influence of
professional experiences such as teacher education/training programs and involvement
with teacher organizations regarding their teaching practices, suggesting that they
constitute a strong influence on their practices. This may be considered as supporting
evidence for the effectiveness of professional development activities, for which previous
LTC research produced mixed results (see Section 2.2.2). In addition, the findings suggest
that teacher-internal factors, such as beliefs and self-understanding, can be developed
based on teachers’ personal experiences. These factors may function as critical factors in
differentiating the role perceptions of JTEs and NJTEs, as seen in the influence of beliefs
about grammar teaching and self-understanding (see RQ4).

Finally, the findings indicate that role perceptions of university English teachers in
Japan are related to teacher self-efficacy. Based on previous studies on teacher self-
efficacy (Chacdn, 2005; Eslami & Fatahi, 2008), the present study examined a correlation
between role perceptions and teacher self-efficacy for engagement (see RQ5). In the
present study, teachers with role perceptions of motivators and learner-centeredness
perceived higher levels of self-efficacy for engagement. It should be noted that the

analysis did not examine the causal relationship. Rather, it is probably a bi-directional
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reciprocal relationship, as suggested by Bandura (1986) (see Section 2.4.1). In his theory,
teacher self-efficacy (personal factor), human behavior, and environment are reciprocally
influential. Accordingly, because role perceptions can represent instructional orientations
and actual teaching behaviors, the correlational relationship found in the present study
can be understood within Bandura’s theory. The findings of the present study may suggest
that role perceptions are related to other teacher factors, such as multilingual identities
and teachers’ perceptions of their students.

In summary, the findings of the present study suggest that role perceptions of
university English teachers in Japan can be both multiple and multifaceted. Moreover,
they can be constructed by both the context and English teachers’ professional and
personal experiences. Further, role perceptions may be related to other teacher factors, as
suggested by the relationship between role perceptions and teacher self-efficacy for
engagement. Although these were observed in the role perceptions of university English

teachers in Japan, they may also be applicable to teachers in other contexts.

5.3 JTEs, NJTEs, and Native-speakerist beliefs

In this section, the author would like to discuss current university English teachers
in Japan from the perspective of native-speakerism by comparing JTEs and NJTEs. As
indicated, the overall tendency regarding role perceptions of the two groups is similar.
Thus, the differences between the two should not be emphasized in the context of
university English education in Japan. However, the small differences in their role
perceptions may be caused by persistent native-speakeristic beliefs among teachers in this
context. This can be observed in self-understanding, and the purposes of university

English education, as seen in RQ4.
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First, the difference found in self-understanding (SELF) can be seen as an example
of native-speakeristic beliefs among university English teachers. The JTE participants
tended to recognize self-understanding as Japanese more than the NJTE participants
recognized their self-understanding as their (near-) native speakers. This can be perceived
as native-speakeristic, because the emphasis that non-native English speakers place on
their identity as being non-native speakers can reinforce the distinction between native
and non-native speakers (Rivers, 2018). Rivers (2018) further claimed that native-
speakerism is not simply perceiving native speakers of English and their culture as ideal
teachers, models, or norms. The emphasis placed on non-native speakers’ linguistic or
national identities by themselves can also be native-speakerism because such views
already involve distinctions between the two. Thus, JTEs’ strong recognition of their self-
understanding can be understood as an indication of their native speakeristic beliefs. By
contrast, the NJTE participants’ native speakeristic beliefs cannot be observed in the
quantitative data. However, the qualitative study suggested that native-speakeristic
beliefs may vary. As explained in RQ4, there were two opposite opinions regarding
NJTEs being a language model for students. There were NJTEs who believed that native
speakers are the model for students to aim for. This would indicate that native-speakeristic
beliefs remain within their minds.

Second, the different recognitions of the purposes of university English education
between the two groups appear to represent native-speakeristic beliefs. In other words,
traditional course assignments based on native-speakeristic beliefs may have influenced
the teachers’ different recognitions of the purposes. Stereotypically, the roles of NESTs
and NNESTs are divided in EFL settings (Medgyes, 2017). Based on this stereotype,
NNESTs have traditionally been assigned to teach reading or grammar, whereas NESTs

have traditionally been assigned to teach productive or speaking skills (Oda, 2018; Uzum,
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2018). If traditional course assignments remain prevalent in current university English
education, it is unsurprising that JTEs tend to focus on developing students’ knowledge
of English and NJTEs tend to focus on practical communication skills in English. This is
a deep-rooted structural issue. If the native-speakeristic role and course assignment
practices remain, the differences are likely to prevail. Moreover, JTEs and NJTEs will be
stereotypically perceived by students as having certain strengths and weaknesses (Benke
& Medgyes, 2005; Uzum, 2018), and native-speakerism will persist in student beliefs.
In summary, the slight differences between JTEs and NJTEs regarding influential
factors on their role perceptions may be a result of beliefs that teachers have. Their beliefs
may be reinforced by stereotypical roles and course assignments. Despite the fact that
both groups of teachers had similarities regarding their role perceptions, the distinction

between the two might perpetuate by the current practices of university English education

5.4 Contributions

The author considers that the present study has the potential to contribute to the field
of LTC research on university English teachers and to the field of research on role
perceptions in the broader context, both theoretically and methodologically. These points
are discussed below with the findings of the present study.

The present study provided additional descriptions about university English teachers
in Japan who are under researched. Although researchers had documented these teachers
previously, these studies were limited both in quality and quantity (Nagatomo, 2012).
Moreover, to the best of the author’s knowledge, no researcher explored role perceptions
of these teachers. By exploring their role perceptions, the present study provided

additional descriptions regarding their general instructional orientations.
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Furthermore, the author attempted to present the similarities and differences between
JTEs and NJTEs regarding their role perceptions. As mentioned, their overall role
perceptions were similarly learner centered (but NJTEs tended to be more learner
centered than JTEs). Previous research stereotypically described JTEs as those with
strong teacher-centered instructional orientations (Nagatomo, 2012; Cowie & Sakui,
2012), but the findings of the present study suggested that old descriptions of JTEs cannot
be applicable to current JTEs.

In addition to the previous points, the author believes that the present study expanded
the knowledge on role perceptions. Previous studies have only explored participants’ role
perceptions; they did not investigate how role perceptions were constructed, what factors
influenced role perceptions, and how role perceptions were related to other teacher factors.
By contrast, the present study addressed these gaps by identifying multiple influential
factors in the construction of role perceptions and the relationship between role
perceptions and teacher self-efficacy.

With regard to influential factors, the findings indicated that teacher
education/training and professional development activities appeared to be vital parts of a
teacher’s professional growth. Previous LTC studies have produced mixed results
regarding the effectiveness of pre- and in-service teacher education programs. However,
the present study added further evidence to support the theory that teacher
education/training and professional development activities can override a teacher’s past
language learning experiences. Through a comparison of JTEs and NJTEs, the present
study revealed that teacher-internal factors could create differences in participants’ role
perceptions, proving the influence of LTC on instructional orientations. Teachers’ beliefs,
self-understanding, and the recognition of the purposes of university English education

were also identified as possible critical factors that affect role perceptions.
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Further, role perceptions were shown to be related to teacher self-efficacy. Role
perceptions of motivator and learner-centered teacher were found to be related to teacher
self-efficacy for engagement. This implies that role perceptions could be related to other
teacher factors. By revealing these possibilities, the author believes that the present study
has expanded the scope of future research on role perceptions.

Methodologically, the present study could serve as an example of how to explore
role perceptions, or other LTC constructs that participants find difficult to express. When
investigating such constructs, it is necessary for participants to reflect on the issue in
question, which could be a time-consuming process (Farrell, 2011). The present study
used a mind map and a time-series sheet to enhance their reflections. The mind map was
particularly helpful for eliciting data from participants and for understanding complex
relationships among roles that the participants perceived themselves to play. This

demonstrates the advantage of using visual methods in addition to interviews.

5.5 Pedagogical implications

In this section, the author would like to discuss pedagogical implications drawn from
the present study. This includes implications for English teachers, including new entries
to university English education.

University English teachers, including those new to university English education,
should perceive themselves as playing leaner-centered roles rather than teacher-centered
roles in order to achieve higher levels of self-efficacy for engagement. As shown, role
perceptions as a motivator, facilitator, designer, and learning advisor correlate to the level
of teacher self-efficacy for engagement (see RQ 5). Thus, as suggested by the
correlational relationship between the two, having learner-centered role perceptions may

enhance teacher self-efficacy for engagement. If teacher self-efficacy for engagement
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could really be enhanced through role perceptions, it would probably change teacher
behavior because self-efficacy and human behavior are reciprocally influential (Bandura,
1986, 1997). In Bandura’s theory, someone with a high level of self-efficacy can
accomplish tasks successfully. To accomplish their teaching tasks successfully, university
English teachers in Japan could be advised to change a challenging situation where their
students tend to not be highly motivated to learn English; having learner-centered role
perceptions could be one possible solution for this.

One plausible strategy for increasing learner-centered role perceptions would be to
become involved with teacher organizations and keep in touch with English teacher
colleagues. These activities were found to be influential on role perceptions in the present
study. English teachers new to university English teaching could learn strategies to
motivate their students and to implement learner-centered instructions from experienced
teachers, which is likely to improve their learner-centered role perceptions and their
teacher self-efficacy for engagement subsequently. Different university English teachers
must have undertaken different teaching strategies to meet their local needs. In other
words, they might have gained abundant experiences and knowledge to share with other
teachers. Thus, the author considers that sharing their teaching strategies is helpful for
other teachers, especially those new to Japanese university settings. Placing themselves
in an environment where they can talk with or observe other English teachers is also
supported by Bandura’s (1986) theory, in which the environment is one of the three
components that can influence both self-efficacy and teacher behavior.

Observing and interacting with other teachers could be done at the respective
universities in which they teach. As mentioned, university English teachers have a large
degree of freedom about what and how they teach (Prichard & Moore, 2016), and the

instructions in the postmethod era encourage them to develop their own theories of
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teaching. This implies that there can be many perspectives, ideas, and opinions about
instructions within English teacher communities at the respective universities. As the
findings of the present study indicate, discussions with co-workers were found to be an
influential factor in role perceptions. The exchange of ideas could enhance the quality of
their instructions.

JTEs and NJTEs should also exchange ideas. They could exchange their teaching
ideas without being constrained by preconceived and entrenched beliefs regarding their
roles. As the findings of the present study indicate, JTEs and NJTEs have similar role
perceptions. They may already have many ideas that can be shared by both groups of
teachers. Importantly, the interaction between them could enhance the mutual
understanding between them.

Teachers need to transform their LTCs before they change their teaching behavior
(Borg, 2006). The transformation may not occur overnight, but placing themselves in a
collaborative environment where teachers can exchange ideas can be one of the strategies
for improving their teaching qualities. It is desirable that program coordinators at the

respective universities create such opportunities.
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Chapter 6: Conclusion
University English teachers in Japan generally have a large degree of freedom
regarding what and how they teach (Prichard & Moore, 2016). It can be said that these
teachers shape Japanese university students’ learning experiences. However, Nagamoto
(2012) argues that little attention has been paid to the LTCs of these teachers. In an
attempt to understand their LTCs, the present study explored their role perceptions with
the following three research purposes:

(1) to describe the role perceptions of university English teachers in Japan and
to compare JTEs and NJTEs in this regard.

(2) to identify the factors that are influential in the construction of role
perceptions and to compare JTEs and NJTEs in this regard.

(3) to examine the relationship between role perceptions and teacher self-
efficacy and to compare JTEs and NJTEs in terms of their level of teacher
self-efficacy.

To achieve these purposes, an empirical study was planned and conducted. This
concluding chapter provides a summary of the study, illustrates its contributions and

limitations, and offers suggestions for areas of future research.

6.1 Summary of the Study

The present study was conducted in the form of an exploratory sequential mixed-
methods research design in which both qualitative and quantitative research methods
were utilized.

The qualitative phase consisted of the preliminary study and the main qualitative
study. In the preliminary study, individual interviews with NJTEs (n = 3) were conducted

to examine the interview procedures and to create an initial taxonomy of English teacher
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roles. The created taxonomy contained 12 teacher roles and was subsequently employed
as aresearch instrument in the main qualitative study. The main qualitative study involved
an exploration of role perceptions and influential factors in their construction. Individual
interviews with JTEs (n = 12) and NJTEs (n = 22) were conducted using visual methods
(i.e., mind maps), and the data were analyzed using quantitative content and thematic
analyses. As a result, 22 roles (as perceived by the participants) and 20 influential factors
were identified, which were then classified into categories and core-categories. These
findings were then employed for the quantitative study.

In the quantitative phase, an online questionnaire survey was conducted. For the
survey, a questionnaire specific to the present study was developed and piloted. Using the
developed questionnaire, the survey was conducted and the data were collected from 328
university English teachers (JTEs: n = 170; NJTEs: n = 158). The data were statistically
analyzed to examine their role perceptions, influential factors, and teacher self-efficacy.

Ultimately, the present study revealed the following six points:

(1) University English teachers in Japan perceived both learner- and teacher-
centered roles, and their role perceptions were oriented toward learner-
centeredness.

(2) Overall, NJTEs perceived learner-centered roles slightly more strongly than
JTEs.

(3) Professional development (such as teacher education/training programs and
involvement with teacher organizations) was assessed as being important,
suggesting that it could be a primary influence on participants’ role
perceptions.

(4) Self-understanding, beliefs about grammar teaching, and the purposes of

university English education were recognized differently between JTEs and

202



NJTEs, which may have influenced the different degrees of learner-
centeredness between groups.

(5) Motivator and learner-centered role perceptions were found to be related to
levels of teacher self-efficacy.

(6) Higher levels of teacher self-efficacy were perceived by NJTEs compared

to JTEs.

The author believes that the present study has the potential to contribute to the
existing knowledge regarding LTC research on university English teachers and research
on role perceptions in the broader context. The present study provided additional
descriptions about current university English teachers in Japan, describing their role
perceptions. It also presented the similarities and differences between JTEs and NJTEs
regarding their role perceptions. Moreover, it identified multiple influences in the
construction of role perceptions and revealed the relationship between role perceptions

and teacher self-efficacy for engagement.

6.2 Limitations
Despite the contributions of the present study, the author acknowledges the
following limitations:
® (Generalizability of the findings
® Influence of social desirability and idealistic beliefs
® Scope of the questionnaire
® Response formats in the questionnaire
® Analysis methods for quantitative data

These limitations are explained in the following paragraphs.

203



First, the generalizability of the findings is limited. It is debatable whether or not the
sample collected in the present study was an accurate representation of university English
teachers. This limitation was caused by the convenience sampling strategies employed,
resulting in a limited number of part-time teachers. For example, 16.2% of the sample in
the present study were part-time, compared to 25.1% in JACET (2018). Although there
is no accurate consensus about the number of part-time teachers, their representative
percentage in the present study was clearly small. In addition, the backgrounds of JTEs
and NJTEs were found to be different (see Section 4.3.1). The JTE group included older
and more experienced teachers (compared to the NJTE group), and the majority taught
students in non-English-related fields and only compulsory English courses. By contrast,
the NJTE group included 41% who were teaching English-related majors, with the
majority also teaching content courses. Although the influence of background on role
perceptions was limited (see Section 4.3.1), the two groups may not be comparable in
terms of their background.

The second limitation concerns the inherent limitation of self-reporting. The data
were collected by interviews and questionnaire surveys, meaning they were based on
participant self-reporting. Thus, the obtained data may have been influenced by the social
desirability and idealistic beliefs of participants (Borg, 2015). Accordingly, it is important
to be aware of this limitation when interpreting the findings.

The third limitation concerns the scope of the questionnaire. The questionnaire could
not encompass all the findings from identified in the main qualitative study because it
was constrained to a reasonable length. Hence, important role perceptions and critical
influential factors in the construction of role perceptions might have been omitted from

the questionnaire.
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The fourth limitation involves the response formats in the questionnaire. A multiple-
response format was used to assess the recognitions of the purpose of university English
education. It was chosen because university English teachers tended to assess the
purposes rather positively and exhibited no differences between related items in JACET
(2018). However, the use of a categorical response format rendered it impossible to
examine the relationship between role perceptions and the recognitions of the purpose of
university English education. The findings from this analysis were limited to discuss any
relationship between role perceptions and the recognitions of the purpose of university
English education.

The final limitation concerns the statistical methods employed. Although they
successfully revealed group differences and the correlation between role perceptions and
teacher self-efficacy for engagement, methods that could examine any causal
relationships between these variables were not used. Thus, the extent to which each of the
influential factors contributed to the construction of role perceptions remains unclear.
Consequently, factors that created the differences between JTEs and NJTEs regarding
their role perceptions were inconclusive in the present study. Accordingly, future studies

should use more sophisticated statistical methods to address this issue.

6.3 Suggestions for Future Research
Based on the findings and limitations of the present study, future research should
® investigate role perceptions in other teaching contexts,
® include greater detail on part-time university English teachers in Japan,

® scrutinize the influence of participant background on role perceptions,
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® investigate other influential factors identified in the main qualitative study
and examine the causal relationships between role perceptions and
influential factors,

® cxplore the relationship between role perceptions and other teacher factors,

® cxamine the relationship between role perceptions and actual teaching
practices, and

® cxplore the relationship between role perceptions and student learning
experiences.

First, the role perceptions of English teachers in other teaching contexts could be
investigated in Japan, where the role perceptions of primary and secondary English
teachers are likely to be different from those of university English teachers. Given that
these teachers are involved with younger cohorts and that the present study highlighted
students as an influential factor on role perceptions, different role perceptions would be
probable. Moreover, previous LTC research has suggested that contextual factors (such
as entrance examinations, school culture, and class sizes) can also be a significant
influence on their LTC and teaching practices (see Section 2.2.3). Thus, their role
perceptions could be different from those identified in the present study.

Second, more part-time university English teachers should be included when
exploring the role perceptions of university English teachers in Japan in more detail. It is
assumed that a considerable number of part-time teachers are involved in university
English education. Hence, to elicit an accurate understanding of English education in this
context, these teachers’ role perceptions should be investigated. The implications drawn
from such studies will be especially helpful for program coordinators at their respective

universities to support these teachers more effectively. Further, this could help new
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teachers within the university English education system because most of them will
probably begin their university English teaching careers as part-time teachers.

Third, the influences of student and course types on role perceptions should be
scrutinized. Although participant background was not considered a primary factor
affecting role perceptions in the present study, it was suggested that student and course
types could be influential during the data screening process (see Section 4.3.1). Students’
English proficiency levels and course types were found to be influential on the LTCs of
university English teachers (Shimo, 2016). This suggests that students in English-related
fields could influence teachers differently from those in other fields. Similarly, the views
of English teachers who only teach compulsory English courses can differ from those
who also teach content courses.

Fourth, future research should incorporate a quantitative investigation of the factors
that were identified in the main qualitative study and were excluded from the main survey.
These factors were identified as influential in the main qualitative study, meaning they
could be critical in the construction of role perceptions. To understand the construction
of role perceptions in greater depth, these factors need to be examined. Such quantitative
studies should be planned to examine the causal relationship between role perceptions
and influential factors. The findings from such studies would help to provide a more
accurate understanding of the construction of role perceptions, further advancing our
knowledge in this area.

Fifth, the relationship between role perceptions and other teacher factors should be
explored. The present study identified the relationship between role perceptions and
teacher self-efficacy for engagement, suggesting that role perceptions may be related to
other teacher factors. For example, they may be related to two other dimensions of teacher

self-efficacy that were not examined in the present study (see Section 2.4.1). Role
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perceptions could also be related to English teachers’ self-perceptions as multilingual (or
monolingual) English teachers, which was found to be related to teacher self-efficacy
(Karas & Faez, 2020).

Sixth, classroom observations should be employed to examine the relationship
between role perceptions and actual teaching practices. The present study indicated that
learner-centered role perceptions are related to higher levels of teacher self-efficacy for
engagement. However, the process of how university English teachers embody their
learner-centered role perceptions was not described. Future research should address this
issue because the findings from such studies can provide helpful illustrations for new
entries to university English education about how to embody learner-centered role
perceptions. Subsequently, this would also help them to enhance their teacher self-
efficacy for engagement.

Finally, future research could explore the relationship between teacher role
perceptions and student learning experiences. The present study indicated that teachers
with stronger role perceptions as motivators tended toward higher levels of teacher self-
efficacy for engagement. However, this does not necessarily mean that having the role
perception of a motivator can improve student attitudes toward English learning.
Researching how English teachers’ role perceptions are understood by their students
could provide useful implications about English teachers and their instruction. This is
particularly important because teachers are in a significant position to enhance students’

learning experiences.

6.4 Concluding remarks

The importance of LTC has been recognized for more than two decades, and studies

regarding teachers’ role perceptions provided insights into their LTCs. However, there
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was little LTC research regarding university English teachers. The present study has tried
to take a step forward to understand the LTCs of university English teachers by exploring
their role perceptions. The author hopes that the findings in the present study provide a
starting point in which further investigation into the LTCs (including role perceptions) of
university English teachers in Japan begins.

University English education takes place in actual classrooms throughout the nation.
In every classroom, teachers implement classroom activities based on their LTCs. They
are one of the significant factors in determining students’ learning experiences and the
quality of university English education. Thus, more attention should be paid to these
teachers. The author believes that LTC research will provide useful implications for

enhancing university English education in Japan.
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Appendices

Appendix Al: Pre-interview Questionnaire (for NJTEs)

Background questionnaire

General

® To which age group do you belong?
20s 30s 40s 50s 60s

® How long have you lived in Japan?

® What was the main reason for choosing to come to Japan?

® Do you intend to reside in Japan permanently? ~ Yes or No why/why not?

Academic qualifications & ELT experience

® What was your major at the university?
® What is your academic qualification? (e.g., M.A. in Literature)

® How long have you been teaching English in Japan?

when?

Language learning experience

® Did you learn any foreign languages? What language(s) /where/ when?

® Your Japanese ability.
Excellent Good Fair Poor None

® Where and when did you learn Japanese?

® Do you intend to continue studying Japanese? Why/ why not?

® (Can you list the institutions you have taught before and the dates (years) you taught
there? (e.g. AA English school, BB College 1998-2002, CC university 2003-present)

® Do you have an experience of taking a formal teacher training? If yes, where and
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Appendix A2: Pre-interview Questionnaire (for JTEs)

TR B 5 E M

o LToOFrFofFfmEICE L TEBLNETH,
201% 301% 401X 501K 601X
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® BRLOBAIIMTT R, BlEL %))
® UEEHMABEMIIMETT 2, (RFICRY EHA, )
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W, (Bl AA FER- 1998-2000, BB K5 2000-2005 )
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Appendix B: A Brainstorming Sheet

The purpose of this study is to explore how university English teachers
perceive their roles in English education at the university level.
Teachers play multiple roles. Please list roles that you can think of in
relation to your students, colleagues including your boss, the
administration, and other communities that you are in.

My roles are...
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Appendix C1: A Mind Map Sheet

Please draw a concept map (see “Example”) regarding your roles as an English teacher.
Please draw bigger diagrams for more important roles and smaller ones for less important roles.

Appendix C2: A Completed Mind Map

Please draw a mind map (see “Example”) regarding your roles as an English teacher.
Please draw bigger diagrams for more important roles and smaller ones for less important roles.

ExrERi o T
ENGL(sH

Exrenr oF
ENECcSE
SkiLs

Your role as an . . m

English teacher. LEC PMRER \

(AsEson ) \
it
S

—
G

-

VENMDor

.

AP S IRATIR
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Appendix D1: A Consent Form (for NJTEs)

Consent Form for Interviews

The purpose of this form is to provide you with information so you can decide whether or
not to participate in this study.

Researcher: Hiroshi Moritani
Purpose of the research: To explore the roles of English teachers at Japanese universities.

What you will do in this research: If you agree to participate in this study, you will be asked to
participate in an interview. You will be asked to provide answers to background questions in written
form, draw some simple images, and then asked to answer questions in an interview. Most of them
will be about your perspective on your roles as an English teacher at a Japanese university. There
are no right or wrong answers. With your permission, | will audio record the interview. You may be
asked follow up questions for clarification using email after the interview data is transcribed.The
interview will last approximately 90 minutes.

Confidentiality: Your responses to interview questions will be kept confidential. You will not be
asked to state your name on the recording. When the results of this study are published or
presented, any personally identifiable information will not be used. Anyone who helps me
transcribe responses will only know you by a random numerical code. The recording will be
destroyed when the research is completed. The transcript and the consent form will be kept for 10
years.

Participation and withdrawal: Your participation in this study is completely voluntary, and you
may refuse to participate or withdraw from the study at any time. If you do not wish to answer some
of the questions, you can refuse to answer. If you have questions or concerns about this research
after the interview, please contact me at the contact information below.

To Contact:
Researcher: Hiroshi Moritani
Phonc NN,
E-mai I

T o—.

Agreement:

The nature and purpose of this research has been sufficiently explained and | agree to participate
in this study. | understand that | am free to withdraw at any time without incurring any penalty.
For my own records, | will be given a copy of this form after the interview.

Participant signature: Date:

Name (print):

Researcher signature: Date:

Name (print): Hiroshi Moritani
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Appendix D2: A Consent Form (for NJTEs)

[REFRFEHE O EBRREFEBICEET 5% O3l - AEE

oM - MEEFIL, RO BRITERNEZHI L, MALZHWZ ) AT, 2T 50hL20nE
HRT-AHITRD TNV 20D b0 TY,

MEREERL: 8L (070 0AL)
MROERE - B KERBHF BT AHMOREZERTAZLEZBAHE LTHET,

WFEFE « A M~ Ens Z Lo -7=6, BRICHET A THRE~SML TWi=Ea £
T, EmICCREICETAERMICEZ L, £, DA ¥ P a—AETCIIHEARMEHV Y. B
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=B OXBEMREENRD b, EfE - FEMIIHD A, AV F B2 —ORNEFILERE SN,
FRET A IIFERE LTEXREZSNET, #H, BERNELZARICT S 7-DICHEEER % =
HTWEELHEENTENWET, A a2 —390 5% FELTLET,

SFRBEL: BICHT 25 R70RE T T~ TRBHEHRE LTHRbET, &ET, AiE4R0E
TH 0 ERHA, EREORRNARSNDIR, BEAZFEL O 2FHRMEN SN 2L L0 ¢
ho BEHODEBESRILICHIY  AMITEET L2 L0850 238, BARFESLIBIhO
HLFRIZOVWTIEHTFOREICLOIFHLEITVET, &F7—%, FEEI LBERRLV
CRIEHFT10EMERE SN ET,

W ~0Sm & gE: FE~0SMt, HEOBRE ZHEO > 2, THETRELTIEEND,
HE~DBMER D = Lo@mP TRl 452 L L AEETT, L AVLAFIC W TIRhbh
A ITERICAIETILEIS ) THA, A FEa—#%, KFEICOVWTEMSESEIND
ZEDNBHGE. WOBEREITEELTIEEN,

HAE S
rgEE KA ikt
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Appendix E1: A List of Teacher roles (for NJTEs)

The purpose of this study is to explore how English teachers perceive their
roles in English education at Japanese universities.
Examples of roles:

< Expert of English

<~ Representative of a culture

< Lecturer (transmitter of knowledge)

<> Native speaker

< Language model

< Entertainer

< Motivator

<~ Care giver (parental role)

< Facilitator (guide and assist students)

< Assessor (giving feedback ete.)

< Designer(course design/material design)

< Learning advisor

< Other (specify: )
< Other (specify: )

Appendix E2: A List of Teacher roles (for JTEs)

AFFEO BT, KFEFERHICEDLIBBVAHFORTE L0 L 550
LTwWoh (E#EEis M) TBEETLLOTT,

Re

Examples of roles:
Expert of English (¥ 0% M%)

Representative of a culture (CofbdfERE)
Lecturer (transmitter of knowledge) (s {zig#)
B A KD (R ERRSE L a1

Language model (=5 1)

Entertainer (%L £#5A)

Motivator (Eif-5i1 5 L)

Care giver (parental role) (f#ah%+ 5 A)
Facilitator (# F, EBE#)

Assessor (FHMEL, 74— Fu2&2525AN)

Designer(=—= &t L0, #HEZREHLEVTSHA)
Learning advisor (58 7 iE 015 #)

Other (specify: )

T S T S S S S T

Other (specify: )
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Appendix E3: A Filled-out List of Teacher roles

The purpose of this study is to explore how English teachers perceive their
roles in English education at Japanese universities.

Examples of roles:
< Expert of English (Linguistic knowledge)

< Expert of English (Linguistic skills)
l)\ @ Representative of a culture
< Lecturer (transmitter of knowledge)
@ Native speaker

2 @ Language model

< Entertainer RC’(

/ﬁ @ Motivator {‘(\e’
' % Care giver (parental role)

' @Facilitator (guide and assist students)

<> Organizer (organize students to do activities)
Assessor (giving feedback etc.)
Researcher (research things to improve teaching/ materials)
Designer{course design/material design)
Administrator (outside the class)
Vsndor (to sell good English education)
S-‘:oéializer (school party)
Learning advisor
Other (specify: O.C'}O < )
Other (specify: )

R I I
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Appendix F: A Completed Time-series Sheet

More
important
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~

Less
important

o\
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Appendix G: All the Concepts including Variations and Opposite Examples

Concept 1

Past language learning experience

Definition

Teachers’ past [foreign] language learning experiences and teachers
shape the base of teaching styles.

Variations

Fh, RAFFEOHB U 2o 72DT, 7 AV B THREE, gL
moH, ThbdHoT, R2EVHRPESL THR LK HITPY
WS TV DORH > T, FAZEDEEAERTZNTRY R Y oo TH
SEBoTNDHZ LRDT,

(I was not an English teacher at the beginning. I learned English
in America. Because of that experience, I want to teach the way I
was taught at an ESL school.) (JTE02, 34)

INETOREOKE>TEBRATHETR, T¥ENPLRFE
To . BSHIRIZHK S TOWET L, #HAHZHONTE, o,
WERENTLL IR, RoFEENRTII R > THDEREVERA
WETA,

(I remember all the English teachers I had before, from junior high
school until university.... They gave me a strong impression. It
influenced my teaching practices a great deal, which is based on
the experiences I had.) (JTEOS, 55)

BAIRDTEH > THEME, BIROHFR D HAE Y 220, IS0
EWVIHIIMEZTRNEN ), TH, X210 P DR DRFEDH
ZAIFVE G DBATTDON—AZR>TT, oy £INHIN—2R
1320 TR DIEFEDIRZETZ - T2 TT 0,

(When I started teaching, I did not really have lots of knowledge
of pedagogy. Or perhaps I should say I didn’t remember a thing.
But the way the way university preparatory school teaches taught
English is probably the base of my teaching style...the base is
English classes at university preparatory school) (JTE06, 8)

RAE D bORF TR EHECT LA, D, A4iC0nbdd
F—=Y Ry 7 2L TFAIRH-T, TNRL TV T,
T oL %5 TLi, (A model is the education I had at my
university. Grammar-translation. What should I say, orthodox?
There was a textbook and we translated it. That is the way it was.)
(JTE10, 29)

HODAZANMET AV ADLEDRADTTR, brotExiz
DLTHATTITNE D, HHV IS IITRUITNNATE ST D
DIiEH Y 9, (My style is my teacher’s when I was in America.
I arrange a bit. But, I have an image of how I should do.) (JTE04,
51)

She might have been the first model, but maybe the real model was

in college. When I was a French major, I had a French teacher who
was really a model. I mean he was incredible — he made it so
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interesting, he became a motivator and he was, yes, he was
fabulous. (NJTE16, 83)

Theoretical

memo

<Opposite examples>

FNFIFELF X 72 272D T, BOIRTF2 S SR O JEFE D Fe 4 b
PIRRIFE R ATT IR E S, B LIRAQRWTT DA T4 &
mo o

(I liked English, so I liked all the English teachers I had, but they
are examples of how not to do it, sorry to say.) (JTE04, 58)

BZONTLICHZ D> TEVET LR, CoXVES &ITE
WET, RENE N7 TT bR, ZRIEFAIERLRNTT
b V=T 4 VT ORESP->TH, TTDT, HRIE-o-TWH Z &
WBALTEY &, ®olEVEX TS EBWET,

(It’s often said that we teach in ways we were taught, but I think
it’s different. Grammar-translation was the main focus. We don’t
use that now, even in reading classes. So regarding a teaching
method, it’s different). (JTEO3, 55)

I learned French and Spanish by being immersed in the language,
and so that is a question of creating an environment, in which you
can actually have contact with the language and use the language.
(NJTE12, 54)

My kind of philosophy of teaching when I came here. Thinking
about my own experiences of learning a language, I didn't respond
very well to the very one way didactic methods of the teacher in a
way that I learned. (NJTE12, 54) The reason I became a teacher
was really because | had some French classes at school and I didn't
pick up much at all. (NJTE12, 127)

At that time . . .well, there was no communication based learning.
When I was in junior high school that was a way before that idea.
So I just saw there's something wrong, and I didn’t like it, and I
hated French. (NJTEO3, 56)

The students in my class were four years ahead of me in French. I
was overwhelmed from the very first day. And the teachers taught
only in French. I was completely overwhelmed. There was no
translation allowed at all... So I have learned from my own
experience as a French learner. (NJTEO06, 192)

I studied French in high school but you know it's just something I
sort of had to do, and I studied Italian in two years of university
but it was something I had to do. If I was given a choice, I probably
would not have studied any language at university but I didn’t have
a choice. (NJTE15, 238)
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Theoretical

memo

I dropped [out] very quickly after one or two years. We can give
it up, so I gave it up at my first chance. We had to keep one
language for five years, and so I kept French (NJTE20, 62) ... I
hated it, and I was not good at it. (NJTE20, 66)

Concept 2

Teacher education and training

Definition

Teachers’ experiences of undergraduate and graduate teacher
education or the teacher training programs provided by employers or
academic associations.

Variations

I was teaching at A university, and I think I learned a lot of things
through trial and error. And then I went back to finish my Master’s
degree, a lot of things made sense. I was able to look at different
ideas with a critical eye. (NJTEO1, 32)

And then I went to graduate school and that’s what really — after I
got here for about three years, I went back to America and I went
to a graduate school and got a master’s degree. Then I thought
much more deeply about my teaching and that helped. (NJTEOQ9,
78)

Some things [that I learned during MA course] are more useful
than others, probably like the communitive language teaching
task-based learning, those kind of things have kind of stayed with
me and things that I use in my teaching. (NJTE14, 76) ...The
communicative language teaching is all about facilitating rather
than teaching. And student-centered learning, I probably learned
about that there, during my Masters about 10 years ago. (NJTE14,
24)

I'still view myself as a facilitator and I tried to follow that and my
M.A. course had a very strong impression on me because prior to
that I had a very little experience in teaching and I had no
experience about how to teach, so teaching strategies and learners
strategies. So, yes my M.A. course really sort of opened my eyes
a lot and very, very strongly influenced me and I think influenced
my way of thinking about education and English education.
(NJTEL1S, 68)

Partly I think it was also the training that I had. I had a one month
preparatory certificate in English language teaching and I think
that was also very instructive and that it's — I think their message
was, it is not just about teaching the rules of the language and
teaching how to manipulate the language, but it's also about, using
the methodological aspects of language teaching to get students to

learn, almost without realizing that they are learning. (NJTE12,
58)
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Variations

® [ was grateful for all of that (MA course) experience because as |
learned new ideas, I could try them out or I could reflect on what
I had been doing, like “Oh, Okay. Yes. That's task-based learning.
That's kind of a style that [ use a lot.” Put names to the things that
I 'had been doing or identified the pattern more easily and continue
doing it. So I think the formal education was very useful. (NJTE02,
152)

® TESOLIZA-S7ZATTITE, TZTORRTT R, TZ T
DESTZ LTI DIE, RFTHADZ LI L TUTHERITH
B A2 H 2T TET, (Things I learned [during TESOL
program] have influenced me a great deal regarding my teaching
at the university level.) (JTE12, 152)

® Ia=F—vaUrEHoT, AMNTESLIZAT> TWVDHZDEMND
WO TELEHNIESTZAT, ZOWVSHRODAI 2= —Ta v
PRI ELOA . Communicative English & N 9 D W] D 2% DEE
T, £V L ZOMHARNRL ZAFIAZ AT ED S TRNT
7, (Emphasis on communication has been something that people
suggested since the time when I was in TESL......Something like
encouraging natural communication... Communicative English
was at the first peak. My stance is still essentially the same.)
(JTEO01,36)

Theoretical

memo

<Opposite examples>

O HXIGOT-EH- THME, BIROIF S HAFE Y v, T2/
WV NREZTRWEW S, (When I started teaching, I did not
really have lots of knowledge of pedagogy. Or perhaps I should
say I didn’t remember a thing.) (JTEO06, 18)

® (RFTOHMIT) HE LY EDIEFEHABLELPHVELE
B, Th, EBERLOTHRNEIFEALERITIRNEEETEL
2o T BEFEBIAToT20, FESANEFLESTZAT, b
5L, EEBAD>TVIDIFRELNR STV DIEd -7
ATTTE, BIEEEDHAED DIl LT DR TT
R, FAH, &b EFELNUENIFE T, HEEAFTMLE S 20
ATT IR, T BRRaXo e bREN D £ RD o TV IRED
72 d Lia, (I took courses like educational psychology and
English teaching methodology during teacher education program
at university. But I was thinking that it would be almost useless
unless I actually taught it. When I went to a teaching practicum,
the students were excellent and I had no problems, and I just felt
teaching was fun. I don’t think English teaching methodology
helped me very much. I was interested in literature and culture [of
English speaking countries] in the first place, and so I don’t have
a background in English teaching. Plus, there’s no guarantee that
learning theory will make you successful in class) (JTE07, 58).
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Theoretical

memo

® HEENTEZHpLHFLN—BYZTITTROT, hEH 7L
O ATTT ERREICES RN E NS Z L, AT DN b L
WO LU T, (I think I must have taken psychology during my
teacher education, but I don’t remember any of it. I really wonder
what I learned.) JTE11, 13)

® [ think the M.A. was less about teaching and more about
researching, anyway. At the beginning of the course, I felt a little
disappointed, but I didn’t really feel like the course is teaching me
to be a better teacher, it is teaching me to be a better researcher.
(NJTE20, 138)

Concept 3

Involvement with teacher organization

Definition

Teachers’ experiences of attending conferences and workshops.

Variations

® [ think probably more important is just being, for example,
involvement with language teaching organizations, conference, so
that's ongoing professional development. (NJTE12, 123)

® | have been involved with XXX group for the last -- may be last
20 years and so. Through that, little by little I have become more
aware of what I have been doing. (NJTE17, 133)

® [ would much rather be a student or be a teacher or see something
new or feel something new, rather than have someone who present
the paper, that really doesn't interest me. (NJTE09, 102)

® JALT is a good place to go. You learn up to date techniques and
activities. Just go to the conference, listen to the presentations,
look at the poster presentations look at the JALT articles. Just kind
of explore. Teaching is the skill you have to learn every day. You
have to change. (NJTEO03,)

@ TV a vy T EDo TV I OREDHEEIZ OB ->TND
g S ATHIF £, (I think going to workshops has helped
current education.) (JTE10, 49)

@ TIUT 4TI DOU—vay T TloTHHEALST, £&
W77 T A X =D BRI Y £ L7z4, (A workshop
on active learning was really interesting. That’s exactly what I
do—facilitate. I learned a lot from it.) (JTEQ9, 72)

Theoretical

memo

<Opposite examples>

® Most of the things that arise on XXX don’t necessarily fit with my
needs as a teacher. (NJTE20, 144)
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Theoretical ® Just because after being a teacher for a while, a lot of the things on
memo the conferences are familiar or not stretching me so much.
(NJTE14, 99)
® Now, looking back, I realized that I did disservice to myself. I
shouldn’t have spent so much money going to conferences because
most of the time, most of the workshop — some were interesting,
but all of it was just socializing. (NJTEOQS, 129)
Concept 4 Discussion with coworkers
Definition Teachers’ learning through advice from and discussion with other
teachers.
Variations ® | would observe the class, watch other teachers teach. And I think

that is a really good idea. It could be a very small thing but very
helpful. And then, yes I came to understand my students more,
understand me more, understand the limits of this type of teaching.
Then I realized, “Well, they [students] do not have any goals.” So
I'moved over to a little more like direct style teaching, focusing on
the speech acts and the situation, and how to use. (NJTEOS, 87)

I worked with other teachers, Japanese teachers and that was — I
think that’s how I have learned by observing, talking to, seeing
other teachers and of course, later on reading about research and I
think the way I have developed teaching skills is by observing and
talking with other teachers like, you know, that worked really well
for me (NJTE19, 243)

I learned methodology just from other teachers, going to
conferences and reading, stuff like that. I don’t remember--but just
reading other textbooks and just listening to how teachers teach
that’s how I learned it and then through experience. (NJTE03, 72)

That was primarily due to the professor there. He is sort of one of
the heads of the English Department and it was from him. You
know, talking to him and talking about the courses with him that I
realized, you know, that I need to do more than just teach English,
but you know, to prepare the young people for their life. (NJTE1S,
218).

When you are a teacher seeing how others teach is one of the best,
most valuable teaching experience, learning experiences for you,
so I certainly didn’t want to be like my French teacher. (NJTE20,
148)
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Variations

® [n between classes, I would go and visit a different professor every
day. Try not to visit one professor too many times, and just ask
questions and listen and learn about how they teach and about their
research. (NJTEO2, 31)

@ ZIIRTHABLWAARERITAT T HENZD | FRICROBKD
FFREDIANTITRK TG IE, WANAT RS A 50720 #Hx
THH27DTE, £HOWVIHIEKRTIR, ZZIRTWANWAHRT
bekES NN B TIEEWE T, (After I came here, I've
heard ideas from a lot of teachers, and I really learned a lot and got
advice from the teacher in the next office. In that sense, I think that
the way I teach has been improved.) (JTE04, 66)

® FUE. bebiBONTAETIIRMMIE IV OIRELZLTH-
Loz T, ThzaeflEhTnwizATT LA, (At the
beginning, I asked teachers who had already been here about how
they taught. And I imitated everything they said.) (JTEOS, 36)

® KX DDHIEFEHAIZIR > THOREDIAEFTITHZ TV EWi
D, ATHEAZD, E5VI 55 ICESNTETNENENTHD-
T2 &) T7 12, (After becoming an English teacher, I learned
teaching from other teachers, from watching others, and asking
them the ways they taught.) (JTE09, 39)

Theoretical

memo

<opposite examples>

None

Concept 5

Self-study

Definition

Teachers’ self-study experiences to improve teaching skills.

Variations

® | learned methodology just from other teachers, going to
conferences and reading, stuff like that. I don’t remember--but just
reading other textbooks and just listening to how teachers teach
that’s how I learned it and then through experience. (NJTEO03, 72)

® Yes, and maybe a lot of reading about studies and approaches and,
like psychology. (NJTE14, 87)

® JALT is a good place to go. You learn up to date techniques and
activities. Just go to the conference, listen to the presentations,
look at the poster presentations, look at the JALT articles.
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Variations

® GileZ LTI H, FHIISLADOAKFITe L 9127 > Th b, (Reading,
especially, after I started reading about second language
acquisition.) (JTE11, 39)

® SLALMIIRL TSI BT, TIEIHEREN, RATIHW
FIZELTHONREN, WANAZ I NI DIFH DB ENKLF
20, bHbAALAZ TS DL TAHAIEFHY £7 L4, As I studied
SLA [second language acquisition], I started realizing and noticing

things on my own, and my perspective was widened quite a bit.
(JTEO0S, 47)

Theoretical

memo

<Opposite examples>

® .. the type of research I often read is, just to me, not relevant to
me. Me and my classes, it just doesn’t seem relevant. And that is
maybe because I don’t read enough. Maybe if I read more, maybe
there is a lot of something that is relevant. But I think that for sure
there is a lot that is not relevant. (NJTE09, 122)

® [ mean [ read a lot, but I read magazines, and these studies, books
and these journals, and it doesn't connect in the classroom.
(NJTEO8, 91)

Concept 6

Struggles and challenges as a novice teacher

Definition

Teachers’ experiences as a novice teacher.

Variations

® My classroom experiences were so..., [ didn’t like it. I would just
get angry at the students because of their attitude and their — and I
realized if I had to change, I couldn’t keep going like that. I had to
do something different, so they would react different. (NJTEOS,
139)... So I came with the image of education that happens in
America, how the teachers are, how the students are, and I thought
that is how it should be. I thought, “I cannot keep going like this
or | am going to go crazy or I will leave. They’re not having fun,
I am not having fun. They are not learning anything, so that means
I am not teaching anything. So we are wasting our time, I am
wasting my time, that my efforts are just nothing. I do not want
this to continue,” so I had to find ways.(NJTEOS, 183)

® They [students] have studied English in junior high and high
school, I thought it would be easy to teach them and I thought they
would be more mature so my first university teaching
experience...The reality is... well these are not adults yet. I need
to be more of a guide and in some cases may be holding their hand
and little bit and helping them. So yes I think it was — it would be
I mean my first and second year of teaching I realized my
expectation and reality were not the same, reality was very

different. (NJTE1S, 128)
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Variations

If you are a young teacher, like I was and you are not a particularly
good teacher like I was, I tended to fall back on that [being a
representative of a culture]. I would say, “well okay, I don’t know
how to teach English, but I am a representative of the United
States.” (NJTE09, 294)

Theoretical

memo

<opposite examples>

None

Concept 7

Trial and error in the classroom

Definition

Teachers’ experiences of teaching throughout their career.

Variations

I could just not be very good at things, it could take me longer than
most people, but trial and error over a long period of time, that’s
most important thing. (NJTE09, 118)...My beliefs came from
really just my experience. Just it was a long slow process and it is
still happening. (NJTEQ9, 226)

I think experience was the big one. I would just hear teachers do
it, and then I try it. I think maybe the big source was from other
teachers. They do this in their class. I should try that whether that
works or not. It didn’t change the way that goes with my teaching.
(NJTEO3, 71)

I am learning from them and the more classes I teach, the better
teacher I have become, because they have taught me, what works
with the students, what makes them happy and what they don’t
like. (NJTEO6, 257)

I realized that it takes a long time to develop any confidence and
skills, so I realized, ah that’s what I’m really focused on. A lot of
teachers think it’s not really very important. They think if you
teach something, students will remember and also that students
have the ability to interact for meaning but from my experience, a
lot really don't. (NJTE19, 219)

RoFVRBRTLL 2 LIT b DT I EZNTY, HETRERLZH
55D R D> T L TY, (There are many things that I
do based on my experiences. I gained my teaching style from my
experiences in class.) (JTEO03, 36)

Theoretical

memo

<opposite examples>

None
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Concept 8

Beliefs about English as a tool for communication

Definition

Teachers’ conviction that they are teaching English as a tool for

communication.

Variations

® [anguage is for communication. It’s not about right or wrong and
it doesn’t matter if you make mistakes. The idea is that you
communicate and only by communicating you can understand
people from other cultures, you can recognize that basically we are
all the same human beings with the same sort of aspirations, the
same problems. (NJTE10, 23)

® Sometimes [ end up having my students to stop studying in English
and start using English. You know, you studied English long
enough. Let’s stop this, let’s stop looking at the book, let’s use
English, let’s talk, let’s communicate in English. That’s the
purpose of language, the verbal communication. So let’s use
English what it is meant to be used for. (NJTE1S5, 142)

® So hopefully changing their mindset to English is not a subject.
It’s a tool of communicating, not just talking but communicating
with someone. (NJTEOQ7, 44)

O NGEAAANITDHFOTNIDTITLALENRNDITT, bW
HAaAla=br—aroY—t L THEINTWDITT, 2O
AULETREFTRD LW Z ERFZBOfidmn/e L, (There are
hardly any students who focus their studies on English, and for the
most part, it is fine if they can use it as a tool for communication.
And it’s our job as teachers to get them to that point.) (JTE03, 40)

® NFENIIa=b—Talrokdil, BRMEEOLDITMEDI T
DLV ZEEHZTONRNENTRNERSATT X, ZThi
RoX Y WBEHBEDEFEORETE DAL FPEITBZTVNRNE
Wit 2w d L4, (We have to teach students the fact that
English is used for communication. That is the purpose of English
courses in general education curriculum.) JTE11, 29)

Theoretical

memo

<opposite examples>

O oV aIa=br—Ialr RS ATTR ZRITAAFET
HELTT LR, HELFEFEFESTNHIEZTOIE, MEETHNN
LHEOSATTTEbMRENEZH>Tala=r—raro-TlE
FTLHEAL4HEEA->TEET L, TREM > TZ Zb LT
WS DM TV, ZENEESTHZORD 2N &2 LET S
TEDITAER> TNDHDT, ZINKEINRE-->TEY,  think
communication skills are important, and it’s the same thing when
they use Japanese as well. It just happened to be English. It doesn’t
matter what language you to speak, but you need four skills if you
use it for communication. They are learning to meet your goals
with a language. | think that is what’s important.) (JTE04, 37)
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Concept 9

Beliefs about creating a learning environment

Definition

Teachers’ conviction that teachers are responsible for creating a

learning environment.

Variations

® (Creating that environment, facilitating that environment through
the development of materials and activities is what I am trying to
achieve. (NJTE12, 58)

® Facilitator in terms of — [ am assuming facilitator is someone who
kind of mediates the language for the students, basically creating
the environment in which the students can study and learn
productively. (NJTE12, 50)

® Trying to create an atmosphere and environment that’s safe and
comfortable and free of distractions, so students can focus and
learn effectively and enjoy. (NJTEO2, §)

® [t’sup to them to learn, it is up to me to create an environment and
activities and to watch them carefully and to give them constant
feedback. I cannot learn for them, they’ve got to learn for
themselves. (NJTEQ9, 218)

® The emphasis is placed on creating that learning environment, not
just teaching the text, and so the text should be a guideline, not the
Holy Grail, not everything. (NJTE21, 43)

® [ have that good relationship with the students, then it’s easy to get
them to do try to speak in English or to communicate because they
want too.(NJTE10, 2)

® [ have to get them to feel like they want to do it and enjoy doing
it, if they arrive at class not motivated and not enjoying it then they
will leave without knowing anything, they won’t try to remember.
(NJTE20, 78)

® [ think that the large part of our job is to help students to be willing
and wanting to learn the language and use a language in class.
(NJTE17, 46)

Theoretical

memo

<opposite examples>

none
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Concept 10

Beliefs about learner-centeredness

Definition

Teachers’ conviction that learning is a student responsibility.

Variations

The most important, because you cannot control what students do or
learn. You can only guide them, by giving them the right tools,
whether that is the right materials or the right motivation or whatever
those tools are. All that you can do is to sort of give those tools to the
students and then guide them in using them. (NJTE14, 22)

I think teaching is not going to help. I think students have to be
responsible for their learning as well, regardless whether they like the
class or not. I mean, if they don’t like mathematics, they're
responsible for that learning and I just think that I will support you,
but you’ve got to do the work. (NJTEO3, 64)

I think students need to be responsible for their learning and also be
able to choose, what they want to learn. So facilitator is probably my
strongest role. (NJTEQ6, 7) People do not learn well unless they are
seeking to learn. They can learn things when they are forced to, for
example to get a credit to pass a test, that sort of thing, the day after
they forget. And it is not useful later in their life. So it is really kind
of a waste of time. (NJTEO06, 40)

Japanese University students can be very immature and is very
different from the United States. You know, first year university
students and they are still like children and they don’t realize it, they
have to be more responsible for their learning for their own education
and after [ tell them you know, I am not going to baby you, I am not
going to be your mom or dad and so it’s up to you and do the work.
So, that’s what, what I mean by facilitator is. (NJTELS, 52)
Something I tell my students to start, “okay, every turn, it’s up to you.
Your progress, your education, your enjoyment, everything we do is
up to you and as your teacher I am here to help you.” .... This is sort
of for me this phrases is a great key, it’s up to you and it's important
to make the students aware. (NJTE1S,, 52)

FAENANTAFAT v T2 LTODNRNE LS LEI BRVDT,

HETOTE 5%E > TWHDIE, 773V TAF—IRENTSH-T
W, AR BEEAER RSB AR L TRD - T 9 T L LS
FIiCiEdH 0B HRIAD IRV L5 CTE 9, (Students have to
improve their skills by themselves. The role that teachers can play is
limited to facilitator. We can only support their learning processes

from the outside. There is not much we can do other than that.)
(JTEO09 23)

Theoretical

memo

<opposite examples>

none
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Concept 11

Beliefs about grammar teaching

Definition

Teachers’ conviction that they have to teach grammar rules to students.

Variations

O oIV IHELD AXTIORIFEEE D, I INbIZET
2L ME DN D UEM AT E WV D DITAAFE TR S72IZ ) VA
TH LA, ZOE BWRNENNNE-RS A TY, HFETE S
AElZ LT, PRSI E D L0 b ETHRA2MEE L
THAGETHA LI ECHEFAZHENT 2o TNI ST LRNE,
e il A BR S L T Wb A CTh, (Grammar or grammatical
knowledge like adverbial clauses, or where such clauses end in the
reading passages, should be instructed in Japanese. It is absolutely
more efficient than giving a lot of examples and having students
figure out such abstract concepts. Teachers should explain abstract
concepts in Japanese first and then give examples because class
time is limited.) (JTE06)

® UEITRoIFTHR VLW T, £ LI bRERRAE L v EhE
I, FAECESTEHLVWATT L, 2705 XIS HELLOR
DETRENREDIHEDIZE T2V T HATY, T, HAGEIZZ D
WO SHEREONLEEL WA T &, EITABE LW OER AL —TE
TH &, BRTERVAENLHD TRATHIMES IRV EL & 9
STWVWIHIERLET, £IWVI DO THARANAMMIZLNTEAND,
(We have to teach grammar. Relative clauses and passive
constructions are difficult for Japanese. At the beginning of the
class, I occasionally say things like “we are learning difficult items
today” and explain, “They are difficult because English and
Japanese are different. It is difficult for all the Japanese, so learn
it with a positive attitude.” That is what only Japanese teachers can
do.) JTEO7)

Theoretical

memo

NJETIZIESEDRRXH T I 220y,

<opposite examples>

® FOEETIE, LWEIFERPHEATHMITIHEY LARVATT
B, Lomh) &EEZRA T, BBRERAT, SbffoTHLI -
TWIHIBEZHT LT, BHRLEVEFOREL T, 4TED
FH TN P2 AF v — PR TN RN HR0- TS LRk
2. TN ZHEE B> TV D DR THE L TL 2> TR
BoTHDT, £OWVHIAZ U ATHRELTHATYT, £TLITh
{R->THL 9 &, (Inmy classes, [ don't really explain grammar.
It's not a matter of memorizing grammar and vocabulary and then
trying to use it, but rather it's the same as in music and physical
education classes, where if you use it with gestures to the extent
that you're able, and gradually improve from there, saying “try it
out first.”) JTE11,4)
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Concept 12

Self as Japanese with English ability (JTE)
Self as a native English speaker (NJTE)

Definition

Teachers’ perception about themselves having English abilities
(JTEs).

Teachers’ perception about themselves being a native speaker of
English (NJTEs).

Variations

® The pronunciation of native English speaker is so valuable, so
important. It is a major point to be a native English speaker
because of pronunciation and because of the culture. (NJTE21, 95)

® The fact that I am speaking English all the time... and I have the
correct accent.(NJTE10, 59)

® Native speakers are at an advantage to know what sounds natural.
So, high and low English — slang, appropriate responses, non-
appropriate responses. (NJTE11, 49)

® Native speakers know what is appropriate or not, because they
have had a lifetime of 24 hours a day seven days a week
experience. (NJTE06, 101)

® They need a native speaker as a model, a model for the students. I
am guiding them towards what they need to strive for, what they

should strive for which is more fluent and practical English.
(NJTELS, 32)

O LRAMNKEEEMEOETNLEVIRETT R, THAAZTE, Z
PTIRIZTGEDMEZ D] 2T I, £ O THIE SIS LB
INTT IR, DYV EFAEIANDLZEIVWIAAFEEBH T
BEBINNTZR D TN LIy £V D aX s bAs, SMEADSEA L
ITEY a A M3H Y £3 0T, (It’s like a model of a Japanese
person who uses English. “I am Japanese but I can use English like
this.” It could motivate students. In fact, I get comments from
students, like “I want to become like you.” I get comments
different from those foreign teachers get.) (JTE04, 13)

® E7LTTR, HANELTO, ThHhdbirviwv LEDELZNT
942, (It’s a model as a Japanese person. I want to make my
students think “I want to be like that.”)(JTEO3, 6)

® [ ARANDHEFEHNENN L o000 LEWSEENTIT TRAZ HAED > T
W) DA 7R < e B2 E B9 AT94a, (I think that the idea
that Japanese English teachers attain a high level of English and
show a model will never go away.) (JTE11, 9)

Theoretical

memo

<Opposite examples>

® Most of my students won’t be talking to native speakers anyway.
They will be talking to other people whose language — English as
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Theoretical

memo

a lingua franca. So I think it is not an advantage to teach the native
English norms. (NJTE16, 163)

They [Japanese teachers]can also be a good model for the Japanese
students who feel like I can never be a native speaker, but they see
a Japanese teacher, this is how far I could go with my language,
and it’s something realistic for them. (NJTE20, 112)

As a model, my role is actually weaker because I am just like
watching a TV. I can model, and I can show them a foreigner
speaking, but I look just like a movie. I sound just like a CD. I am
a model but and an anti-model. This is where you can come
eventually but you are never going to be me because you didn’t
grow up 50 years ago in Canada. (NJTE13, 25)

<JTEs’ opinions about native speakers>

XA T 4 T OHFBEFIENLTDHA L2 RNTT R, o1ED
PR A<IZA D L, BRAETHIT T, LEAFIHWEIHAARA
MEWERS AT, RETHL—F LY T ADFAIT, AT 47
DEAEDTBNNENPSTESTLVHHEHNS>TESTDTDHAT,
TR XV RAT AT OHRMNDRH L LS ATY, (1
think native speakers are far superior. I think it’s better to have a
Japanese teacher for students in lower and mid class. Native
speakers can make English more interesting. In my university, the
students in the higher class say that native English teachers are
better and more interesting. | think that native speakers are more
attractive to students.)(JTE07, 76)

TN ZRDBE L DA T 4 TORDELEDA A= F 2 7 —F
AF =TT IR, RRRFEDZATLIETE, XA T 47D
FEFRATIREN EFRATEAS S LI 0, HHWVWALEASD 5T
WaB-oTHWELL, BEFANLE I TLIETE, EEZDEL DN
EFERoTRWRNOEEELT - LZITTEDT, —FHIRITHK
> T5HDIE% Z T3 &4, (That’s the image I have of native
English teachers: they are entertainers. When I was a college
student, I always thought about how good and interesting native
teachers were. I was impressed at their ability to get students
involved in the class in addition to their language skills. Their
ability to get the students involved in the class is what [ remember
most.) JTEO07, 42)

Concept 13

Self as a foreigner living in Japan (NJTE)

Definition

Teachers’ experiences living in Japan greatly influencing their

teaching practices and perceptions.

Variations

[in everyday life], I am trying to communicate. I look around, and
that I am not so high, so I have to struggle, and there are situations
that I don't understand, and but I have to understand. I have no
choice. I cannot go home. I have to do something, to try to
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Variations

understand and a lot of them — will have the same problems using
English outside, so this is — these are some things you can do to
manage this kind of problems. (NJTE0S,, 47)

I would say, but I have lived here for a long time, I did not speak
any Japanese when I came here, but in daily life, I can manage.
And I said, so those kind of experiences, it is about dealing with
the other person. (NJTE07, 43)

I use my incomplete second language every day and that’s why my
focus 1s what it is. I think. Well that’s what I need. I need to check,
I need to be appropriate, I need to ask for words, I need to ask for
things I don’t know; I need to repeat phrases to make sure they are
correct..... [ don’t use English except in the classroom. You know,
those things affect my view of my role. (NJTE19, 391)

As a foreigner living in the Japanese countryside, language is
necessary and useful. (NJTE02,, 82)

Theoretical

memo

<Opposite examples>

None

Related examples

I went to live and work in France on and off for two years and it
was kind of wow, a whole new world. When I got the language, it
was a whole new world. And the same and I was travelling in
South America, I arrived in South America with no Spanish
whatsoever and then little by little I started studying and got again
self-taught just talking to people. And when I could communicate,
it was like, wow, whole new world,... So that personal experience
is probably at the foundation of everything. (NJTE12, 127)

I say (to students), “well in Australia, we have a lot of I guess non-
English, well, where English isn’t the first language.” And say “we
grow up with that in schools and everywhere.” And say, “so we
are not expecting perfect English all the time.” (NJTEO07, 42)

Concept 14

Attrition of cultural background

Definition

Teachers’ understanding of themselves as someone who has lost their

cultural identity.

Variations

One of the things is probably consistent with some of the people
you have met is their inability to be representative of other culture,
because I have been in Japan for so long. So, you already know
that, I am in Japan for over 20 years, but I also worked in the UK
very recently and really felt I actually represented more of
Japanese culture than the UK when I went to the UK. (NJTE22,
11)
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Variations

I am kind of in a difficult place because, culturally, I am American,
but I have lived in Japan for 32 years, so there are a lot of things
that I don’t know about the American culture. (NJTEOS, 165)
When 1 first came, I was someone representing someone from
England or whatever. But my students, probably most of my
students don’t know which country I come from. (NJTE17, 208)

Theoretical

memo

<opposite examples>

None

Concept 15

Self as someone getting older

Definition

Teachers’ understanding of themselves as someone getting older.

Variations

I think my motherly experience gets involved. Like the students
are not motivated, come to school late, doesn’t do their homework.
I'said to them, “Who is paying for your tuition?” “Oh, my parents.”
“And they both work, right?” “Yes.” And I used to yell at them,
“Kaiwaiso. You are not 23/u1£ %, Your parents are 25 AUL 5
for you.” I reared all these roles; motivator, care giver, but yes.
(NJTEO04, 14)

As I get older and now I could be my students’ father literally. I
am their father’s age, so I think obviously there is more of a
parental role which in a way makes teaching sometimes more
comfortable. (NJTEOI, 38) A lot of them also have their own
children. I think as they get older they take on a more motherly
role maybe and I think a good teacher wants a student to learn so
I think the motivator role is probably something. (NJTEO1, 19)

I used to think it was important to be in class and be “Ginki,” for
example, and a big smile, and so forth, No, not at all. My next
birthday is 50, and I don’t do that because of just less energy. I
don’t think so ... but I used to think it was very important to be
entertaining. (NJTE22, 231)

FMENRTEELEDOT, IAFTEFX—F—THFVIRNIZNAT
T E, BN EDE I RBALRETEP LIOHTNRRFBITD
D7 lpoTETH b LILEY A, (I would like to support
students as a motivator, but as I’'m getting older, I am losing the

feeling that I want to get students excited, like I did when I was
younger. (JTE02, 106)

HToa=y bDLZAFE TIVRVRFT V2= FMEoTEATT
Ko LIAN, ZIHEFED EL VDR RO TEIONR, FAEFE
DHRF ¥ v THRREL R TE o HBEHNR 2 < e o To - T
SRS B &S5 ATT, (A song unit used to be a very easy
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Variations

unit to teach, but it has not gone well for the last several years
because of the age gap between the students and me. We have
nothing in common about music.) (JTEOI, 51)

® FHELERIICHLEINTE T, REANF- TR sz b L E-
eLEIL, RoFEVHEROHB N EMEEN E P E S - L BT R0
EWTF RN H STV DOEE UMD E L7242, (Once I realized
that students rarely come to me due to an age gap between students
and me, I started to feel that I needed to improve my educational
and instructional abilities.) (JTEI1, 11)

Theoretical

memo

<opposite examples>

None

Concept 16

Expectations from the university

Definition

Teachers’ feeling that they must change their teaching because the

university wants them to do so.

Variations

® The reason why I am hired was a native speaker. Because they
[students] need a language model with someone who speaks the
language as the first language. (NJTE15, 10)

® [ think my main role of course at the moment is I’'m a native —
because I’m a native speaker, that’s why I’m in the job.(NJTE10,
14) Here in Japan the reason I have been employed as an English
teacher is because I am a native speaker. (NJTE10, 15)

® Definitely I was an entertainer and motivator. My identity as a
native speaker and cultural ambassador was the main reason why
I was hired. They told me that. .... in reality I think they wanted
this [motivator]. (NJTEO1, 14)

® At times, | am hired because I am a native speaker. Actually I am
not sure that it is actually being a native speaker. I’ll be frank, I
think maybe it is because I look like a native speaker. I think in
Japan if you look a certain type, if you look American or British
or whatever. “You look like you can speak English, therefore I am
going to hire you.’ I think it’s unfortunate and discriminatory, but
I think that is the way of it in Japan, living in Japan. I hope things
can change and people are hired based on their skills not their
looks. (NJTEO07, 177)

Theoretical

memo

<opposite examples>

® [ think you should be hired because of your qualifications, because
you are a good teacher and that means that you should have
English ability and you should be aware of methodology. So I
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Theoretical

memo

think this [language authority] matters the most, but everything
else is just so small. (NJTEOI, 10)

At times, I am hired because I am a native speaker. Actually I am
not sure that it is actually being a native speaker. I’ll be frank, I
think maybe it is because I look like a native speaker. I think in
Japan if you look a certain type, if you look American or British
or whatever. ‘You look like you can speak English, therefore I am
going to hire you.’ I think it’s unfortunate and discriminatory, but
I think that is the way of it in Japan, living in Japan. I hope things
can change and people are hired based on their skills not their
looks. (NJTEO07, 177)

[ don’t think it is the most important thing for me that [ am a native
speaker. I think that the language skill and expertise is important,
and I don’t have to be a native speaker for that. (NJTE20, 111)

Concept 17

Expectations from the students

Definition

Teachers’ feeling that they must change their teaching because the

students want them to do so.

Variations

I think students want to learn about my culture, they want to see
things, they want to be exposed to music or some videos or things
like that or even just hear me talk, you know, what life is like in
Ohio, something like that. (NJTEO1, 3)

I think students also might expect sometimes that the native
speaker teaches them the speaking part (of TOEFL), too.
(NJTEO1, 10)

Just by being a native speaker of the language I don’t know if that
gives us any particular advantage, maybe other than in the
students’ perception. (NJTE12, 103)

I think they still come to class with this idea that, “oh 90 minutes
with a native speaker, [ will be able to speak English.” And they —
I think they just don't realize how challenging it is to become
proficient in a second language. (NJTE12, 82)

I am a native speaker, and they [students] are expecting something
from that. They are expecting me to model accent or speak in
perfect grammar or something. So I think that is a high expectation
of the students that they want a native speaker. (NJTE20, 111)

I think the students still desire it [to be taught by a native speaker]
and they would feel let down if they never had a native speaker
class. (NJTE20, 113)
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Theoretical

memo

<Opposite examples>

None

Concept 18

Characteristics of Japanese people

Definition

Teachers’ impressions of Japanese people in general. (Reticent/

xenophobic)

Variations

I am a native speaker and therefore I suppose maybe my prime role
is so the students can hear the native accent, the native language
spoken and to help people communicate with foreigners frankly.
And that’s something that Japanese are not very good at
unfortunately. They learn, they have lots and lots of linguistic
knowledge, but somehow there is a big wall when it comes to
speaking, there is a big barrier. And I like to try and break down
the barrier so that they can speak. (NJTE10, 22)

In Japan, I think the level is still much lower, if a foreigner comes
up to a Japanese person on the street and asks a question or they
ask something in a shop, they often get very hesitant to reply, very
not confident. (NJTE20, 179)

At the other very basic level, there is still a lot of degree of stigma
and fear with especially young people of foreigners. They are
afraid of foreigners. ... But how native English speakers teaching
you English and about their culture and different styles, that [fear]
disappears. So by the time these students finish university and they
go into the work environment, they have a lot more idea about the
world in general and the fear of strangers of a lot different
countries is not so much. (NJTE21, 134)

Theoretical

memo

<opposite examples>

One of the very, very great elements of Japanese culture despite
what people might say from the outside is that Japanese people are
reticent. They don’t really speak their minds, I disagree. I think if
you do speak, they will tell you. They will actually, generally
speaking, if asked in the right way. (NJTE22, 143)
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Concept 19 Characteristics of Japanese students
Definition Teachers’ impressions of Japanese students in general.
Variations ® Maybe just for me, my goal for my students is that they can talk

because they are too quiet. (NJTE20, 58)

® In terms of teaching, students they are going to be really quiet or
they’re going to passive and all that. I can’t be frustrated for who they
are or what they are, it’s a bit shocking I would say but I can't.
(NJTEO03, 73)

® Students in Japan are a kind of passive, they are used to not doing
anything unless they are told to do it and if they are told to do it, they
are doing it, they are afraid of mistakes and this kind of things.
(NJTEO08, 15)

® Japanese University students can be very immature and is very
different from the United States. You know, first year university
students and they are still like children and they don’t realize it, they
have to be more responsible for their learning for their own education
and after I tell them you know, (NJTE1S, 52)

® [ think also in Japan, I noticed that the age, 18 to 21, 22, that kind of
age group, they are much more immature than any other countries. If
you talk to an 18-year-old student about a subject in Japan, then it

would be very textbook. It won’t be from experience or imagination.
(NJTE21, 30)

® Well in the Japanese side very often accuracy is not so much a
problem. People prepare what they want to say but they hesitate and
they miss chances and there is too much silence. So in that case your
goal is first start speaking, speak more and then we can work on that
[accuracy]. (NJTE17, 172)

® Sometimes I do entertaining things. I don’t like to do that. Well, — 1
mean, [ do not mind doing it, but I would rather have them be
engaged by the lesson. That is the best lesson if I have done nothing
silly to get their attention and they have been completely focused.
(NJTEO9, 130)

® S HHDFEAR, WOORRY NEEHOFEHFIT) LEF5 Db Ltk
WTT 2, brobOfbREALTHET LR, SbhvTtnsdZ en
Lo LBETERWVED, FERSNTND Z ENRDNBRNE D,
T, FERHRN SN TET LA, (Recently, students are becoming
more childish. They do not understand what is being said to them.
They don’t understand instructions. They are too spoiled.) (JTEOI,
15)
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Variations ® HTOKPAT~F a7 LoV TTh, AYiIZ/) v h~Fa-~F
27 TT, REPoTV I &0 TR R LTSRN e
VY, (Pointing to care provider role on her mind map sheet) (Students
are not mature, really not mature. I have to spoon-feed them.)
(JTE12, 218)
Theoretical <opposite examples>
memo ® My experience of teaching Italian students is that they don’t hesitate
to speak and so in that case we would be saying okay, you’re willing
to speak, you’re good at speaking but you’re not accurate. So the goal
is how can we do it better.”(NJTE20, 79)
® They were basically European students who were travelling in the
UK or going to take a course in the UK, so we had Italian and French
and other countries. I didn’t need to be a facilitator so much, they
were quite happy to talk. (NJTE20, 85)
Concept 20 Lack of motivation to learn English and/or purpose for English
learning
Definition Teachers’ awareness of their students’ low motivation and/or lack of
purpose for learning English.
Variations ® Obviously, they are not English majors. So they are motivated for

other things.... English is a bump they have to get over. (Ellen
133)

® A lot of the students are doing English as a compulsory course,
they haven’t opted to do it. (NJTE20, 74)

® | think most of the university students do not really see — the
people that are interested in English can see how it can affect them,
but other students cannot see how that happen, so I think
sometimes, I think it is really, I try to yes, show them by talking
about examples or something how it can change their life.
(NJTEO07, 32)

® Whether the students like it or not, they have to learn English,
whether they like it or not. I understand the feelings involved.
(NJTEO06, 192)

® [am very much aware that there are students who are not interested
and do not need English. I am not going to make their life hell. I
am not going to make coming to my class hell. ...(NJTE15, 242)

® They cannot see how they are going to use English...Saying that,
teaching required English classes and trying to motivate them, you
know... I had to become more of a motivator for my classes here.
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Variations

(NJTEO7, 102)

® o XY R, EE TTHREEITH LTI EMZRERIE 2R > T,
(KFIZ) Ao T 2FES>TORMNR D WET DT, (There are
a lot of university students with negative feelings toward English
that they held during middle and high school.) (JTE11, 4)

® ILEHH (general education curriculum) DOFFETT &, EFFHOH
5 LFOEENR S TVWETOT, HEEHENFETHE 2-oTH
IFHHHLALFMICE > TUTNDATTIFE, £ ThR->TH
2FAEL L VWD TT L, (Regarding English courses in the
general education curriculum, all students in all faculties take
these courses. There are some students who really like English
depending on faculties, but there are a lot that do not.(JTE04, 23)

® LOFFENLLELLHMNTEFTASTELFERLOTI, b
IR EOTHT, ZHIFH HHIEVZRS T, £ 90 HRILT,
JEREDIFE R, HDOWVITEFTIIRWFA LR L L ) ITREL LD
TWWWNEFoTbZ 5 Lo e 5 ATY, (There are a lot of
students who come in already hating English, and they account for
half of the students, without a doubt. In such situation, you can’t
teach classes in the same way as you do for students who like
English or are not poor at English. (JTEOS, 27)

® HIOFIATTe b, HWEEDMETENS LTe S HEITK TS -
TV FAEDRNIR D WHIRBIZ /R -T2 ATT, DAL, HAEIZ
FoTZox2 =TT =2 bR brWniFRr\L, In
some school, a lot of students were showing up because English is
compulsory and they had to take it. Then, I had to become a sort
of entertainer. (JTE11, 11)

® They cannot see how they are going to use English...Saying that,
teaching required English classes and trying to motivate them, you
know... I had to become more of a motivator for my classes here.
(NJTEO07, 102)

Theoretical

memo

<opposite example>

None

<related example>

® In some situations, I pretend to teach English and the students
pretend to learn English... the university is not so serious about
the course (English), it’s just another hoop that the students had to
jump through, so I don’t really teach. I just want to pretend to
teach, the students pretend to learn. (NJTEILS, 8)
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Appendix H: An Abridged List of Questionnaire Items

(1) Participant background (eight multiple choice items)

Gender
[ ]

Age

Male FHk
Female Zcik
Prefer not to say [FIZF L7z < 720
20s 201%
30s 301K
40s 401%
50s 501%

>60s 601RLL £

Employment status

Full-time %)
Part-time  FE7 &)

English-teaching experiences (Teaching experience)

<5 years SEELLT

6-10 years  6-10%

11-15 years  11-154%
1620 years 16204
21-25 years  21-25%
26-30 years 26304
>31 years 310k

English-teaching experiences at university (University experience)

Student typ

o2 0o 000000

Course types
[ J

<5 years SEELLT

6-10 years  6-10%

11-15 years  11-154F
16-20 years 16204
21-25 years  21-254F
26-30 years 26304
>31 years 314ELL

Only students majoring in fields where English is emphasized
JEE B LB 2 R LTV DA
Mainly students majoring in fields where English is emphasized, but I also
taught students majoring in other fields

FIZHEELZEHR LSO EZ LT LWL RAELZHY | — iy B 2HLT 5
%éOnly students majoring in other fields
B & BT DDA
Mainly students majoring in other fields, but I also taught students majoring in
fields where English is emphasized

TN 2 HH DR e Y — SR 2 AL L 7oy o

Only compulsory English courses in the general education program

— BB L D WAMESGEREH D

Mainly taught compulsory English courses in the general education program,
but I also taught content courses

BHMAE LY LTV D, FITIE—REEREO MMERGER B

Mainly content courses, but I also taught compulsory English courses

—WRBE RO MMERFE LY LTV AR, EITIFEMEE

Researcher or teacher identity

English teacher JEREZLAN
Researcher W
Both of the above Litomm

(continued)
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(Appendix H continued)
(2) Role perceptions (eight items plus one distractor item, a seven-point Likert scale)
Language model (LM)

I perceive myself as a language model for students.

A, REEORETHD DO Z & 2FENLE O REIGEORA (F7V) ThHhDH L

A TND,

English expert (EE):
In the classroom, | perceive myself as an English expert.
AT, HFEORKETADO Z L ZFGEOEME THD LA TND
Transmitter of knowledge (TK):
In the classroom, I perceive myself as a transmitter of knowledge (of English).
T, FEEORETHR O Z L& (JEFED) HMOREE TH D LA TN D,
Cultural representative (CR):

In the classroom, I perceive myself as a cultural representative of my home

country.

AT, HFEORETHD Z & 2 HME (FICHFEB) OSULDEEETHD LA

W5,

Motivator (MO):

In the classroom, I perceive myself as a motivator for my students.

AT, FFEORETHNDOZ L EFEDET 4 X—F — (BEOIT & &6 2 1%%E)

ThdEHATWND

Facilitator (FA):

In the classroom, I perceive myself as a facilitator (guide, supporter).

T, FFEORETADOZ 277 VT —4— (U4 B, &) THD L

ZTW5D,

Learning advisor (LA):
In the classroom, I perceive myself as a learning advisor for my students.
L, BEEORETHID I L BT R P —Th D LA TN D,
Designer (DE):

I perceive myself as a designer (courses/ materials).

T, Boa (RESEM D) THA T —FELiRA TS,

(3) Influential factors in the construction of the role perceptions (25 items, a seven-point Likert scale)
Past language learning experiences (PE, three items)

PE1: There are foreign language teachers I had in school who served as models for
how to teach.

FHERROANEFFEO LD RN, BHDEATOET VLR EERN
5,

PE2: My teaching style is based on what I experienced in learning foreign
language(s) in school.

FOFREGHEIL, A I D AROIEGEFE TR L2 Z L3 EI22> T
%

PE3: My own foreign language learning experience in school has been useless for
me in my teaching. (Reversed worded item)

FLE B OFR TONEREFERRIT. HODER D DITHEITILS THRN,
(Reversed worded item)
Teacher education and training (TE, three items)

TE1: Education that I received related to language teaching and/or language
learning deepened my understanding about foreign language teaching.
HMRZTTFEFHE - PRI T 2 EMEF L. SMNEEAF IOV TORD
BRAR AR T < e,

TE2: I learned a lot about how to teach from education that I received related to
language teaching and/or language learning.

FE. BOPZTTEEFHE - FEICET L EHEMBEENL, BXHTITONT
£ NI,

TE3: Education that I received related to language teaching and/or language
learning has been useless in my teaching. (Reversed worded item)
HONHEAD O 2T, BBRZTEFEHE - F8ICBT 2 HMEHE T&IT
STV, (Reversed worded item)

(continued)
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(Appendix H continued)

Involvement with teacher organizations (IT, three items)
IT1: Participating in self-development activities such as workshops and academic
conferences deepened my knowledge about foreign language teaching.
U—7vay 7 R EOHCHHBOEENCSINT S 2 Lix, SMNEFEHBIC
DT, FOHER A RO T iz,
IT2: I learned a lot about how to teach by participating in self-development
activities such as workshops and academic conferences.
Hix, V—=2rva vy EFRREOHCHHEDOIEMICSMIT 22 8T, #x)h
IZONTEL BHATL
IT3: Participating in self-development activities such as workshops and academic
conferences has been useless in my teaching. (Reversed worded item)
HADBEAD D AT, V=0 ay7, FREEOACHEDOIEIICSINT
5 Z EIFKIZL > Tuvely, (Reversed worded item)
Discussion with coworkers (CO, three items)
CO1: I have improved my teaching skills by talking with the other teachers at my
workplace(s) about how to teach.
AT, TS T SEAE L FET Z & T, R ZmD T,
CO2: I have talked a lot with other teachers at my workplace(s) about how to teach.
Welm Ot DA & Ex Fizo T, L<EET(LT),
CO3: I have had few opportunities to talk with other teachers at my workplace(s)
about how to teach. (Reversed worded item)
TS DML OSEAE & BRTTIZHOWTRETHRRITH E Y 72h > 72, (Reversed
worded item)
Beliefs about grammar teaching (GT, three items)
GT1: In English classes, explicit grammar/ vocabulary instruction in class
enhances student learning outcomes.

FREDRETIT, 1Fo &V & L7k - FBts g N A OFER R % &
5,

GT2: In English classes, students understand English better when teachers explain
grammatical rules explicitly in class.

JEEEORFETIT, Bl ITo & 0 EQERRAIZT BT 5 &, FAEITEGEL &
D X< HERT D,

GT3: In English classes, students do not understand English well if teachers do not
provide explicit grammar/ vocabulary instruction in class. (Reversed worded
item)

FEEORFETIX, BN IT-& 0 & L300k - FBRfiREL Liane | F4AN
oI HEEE P C X 720, (Reversed worded item)
Self-understanding (SELF, three items)

SELF1: Being a native speaker of English (or near-native English-speaking foreign
teacher) is an important aspect of my role as a university English teacher.
HONARANTHD LD T Lid, RFSEGEHEI L LTOARICE > TH
BT,

SELF2: It is important to me that I am a native speaker (or near-native English
speaker) in my teaching of Japanese students.

ARNFEICHEHADDIZ, BABAERNTHLZ LITAMBEHICE >THE
B LKL TWD,

SELF3: The fact that I am a native speaker of English (or near-native English-
speaking foreign teacher) makes no difference to me in my teaching of
Japanese students. (Reversed worded item)

BOPHARANTZ LW Z Lk, BARNFECHEEBEHALDIL, HEVH
D72 N L 72, (Reversed worded item)
Expectations (EXP, three items)
EXP1: I feel a certain expectation from the university regarding my teaching style.
FREHBEICE LT, KENLOMALNOMFEZKL S,
EXP2: I feel that my university expects me of certain teaching style (to be strict, to
teach entertainingly, to introduce foreign cultures, etc.).
FORFT, FIRHEDRETELZIHFLTCND LD ML<T 5, @
HL<#Hx 5, BB O E BT 55%)
EXP3: I hardly feel expectations from the university regarding my teaching style.
(Reversed worded item)
FREHEICBE L CTREN L O FHTE U2, (Reversed worded item)

(continued)
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(Appendix H continued)

Student related factor (STU, four items)

STU1: Most of the students tended to be passive in class.
£ OFEET, BETZTANRLIE ST,

STU2: Most of the students showed low interest in learning English.
%< OFET, WEEFEICHE W HRB RN o7,

STU3: Most of the students were proactive in class. (Reversed worded item)
%< DAL, RECHBTE 572, (Reversed worded item)

STU4: Most of the students were highly motivated to learn English. (Reversed
worded item)
%< DAL, FEEEAFS D E~OEES T A E 2 o7, (Reversed
worded item)

(4) Teacher self-efficacy for engagement (Effi, three items, a seven-point Likert scale)

Effi 1: I can help my students to value English learning.
FE, FAOFAEICHGEFE OMEZE S EL LN TE D,

Effi 2: I can get my students to believe they can do well in English learning.
AT, FADFAEICHEFBEFER D E VWS EBFELESEL I ENTED,

Effi 3: I can motivate students who show low interest in learning English.
E, FEEEFEICOE VKRB RVWFEEOEE ST 2G0T LN TEX D,

(5) The purposes of university English education (one multiple-response item, three choices)

Linguistic aspects

(1) Knowledge of English
To develop students’ knowledge of English (grammar, vocabulary, etc.).
FAOIEEOM, Uk, BER L) /KT D,

(2) Communication skills in English
To develop students’ practical communication skills in English.
FHEOIFETOFERMM e aIa=r—a VEBHEEKT 5,

(3) Established standard
To develop students’ English abilities in order to meet established standards
(e.g., desirable TOEIC scores).
NN ST EE (RE LWWE SNAHTOEICA AT 72 ) Aiilil-t 5 5555
Na BT %,

(4) Academic/specific purposes
To develop the English skills that are necessary for the students’ majors
(English for academic/specific purposes).
FAENGRSE TUREL R DHEE)) (ThT I v 7 3558, FEBRNGE %
Y%,

(5) International leadership
To develop students’ English skills so that they can be leaders in international
settings (henceforth, international leadership).
ERRH 7RG CTY — 4 —3 y T2 CTE DO DFGEN 2R T D,

Non-linguistic attitudinal aspects

(6) Autonomous/ lifelong learner
To help students to be autonomous and/or lifelong learners.
FAEEBRTEE RETFEEICERT S,

(7) Social diversity
To develop students’ ability to understand and adapt to social diversity and
different cultures.
PN SR A B LHEIS TE DRI EEET D

(8) Motivation
To increase students’ interest in using and learning English.
FAEOFFELEM - FEICHT 2R ETRD D,

(9) Critical/logical thinking skills
To develop students’ logical and/or critical thinking skills.
FAOGRER - BHMEB N EERT D,
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Appendix I1: Actual Questionnaire (for JTEs)
BEBRPORERRDEAER ZBIT 2RE

FHAEOENIE. KFEO—HHERED (B8) ILEERR AL L TWS%EHRN. BETOHRRNE
Ba DL HITRATVDD, LT, tOERIFELSZI2EA4*RDHI L TT.

TRAn-EE WAL, TREEEROTEE) . i T REEEROER - EMEBnEA
FEEBHLEL) 1 H#THYDEETT.
%* TEMRBO#A) & THEAOEEFIREE LTOWERA. ZHICESZNDEERICE. TH 1 b
TRV EE, BILRL LT,

2TOHERHRIRBET. (FEACDERA BRI HTHERS "¢ Bhiguv, 5 THE
BIZEIRS 1 OFHSRATW I HDOTT . IEBRCHRERIHY FHA.
ZOWPEIEEORETY. Bh%EERTHHDOTIH Y FHA.

TENELEAR T, OEEAHETILHILERMI—MHY £ HA.

SEn TEEOBEMIIBTINE T,

EZBAAE. EELIz< 2V, HEIWITRIZEE 2B HNIE, tOBRTA—S 5L TEE S
POTW U THHBWEHA.

52f4 ([E]&F5H}A710-15%))

BRHEM->TZE B LIcbL ) HRLETFET.

ILEZIERT - B
nAEL

*LIRAEDEABEL S5 TTH.
) EE

J/

S04

.\/' N

2L TAESEEDLYIRATELNETH.
FEEHD

N
vy

O wEE
) tEomi

*3.JEE3~8(F. 2018FF(ZhEHN THYNR LMWL 7 5 X (WMETRE) (2WLWTHEBhL£7.

FICHASNIFERZRD I BENTT A
T EEEERLAABEEELTOARE (FIEAYR. ERCORR. Bk 0ariEy

vy

FICEEAFRLAATFATHL TOSFE LY (—H#. thnHsTHT 2¥EHEY)

AT EERL TV HFEDSHEHY

oow U

EICAFAFRL TV DPELEY (—8, REFERLNTFOFELEY)
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A AAOEERABA LN L. (RBOXRLET. P TERBORX A BFHLOIREG. tOREXLE
HTIEEF (230, )

) —REEIRD (M) IEEREOA

gy
() BPIRE (B EXFE. 2sazs—v 3, FENBEER) bHMLLTODH. RIE-MEERED (4E) B3
HE

T —EHEREO (BME) FEENB AL TV, EFBPIME (B KXF. 23azs—val HENBEE
=)

*5. TR ORERETE 9. KEAR0ISER(Z BN (CA » -k b BRI R FR
B (WMg) BB S 2ABEL T, UToEL #9H) Bhiuw—3EF2¢ ) B ImE RO H LR
HHTIEEDLDEFREU(FFa,

ZLNFET. BETRIIE» BT o1-,
2018 IS TR MR AR PMEEEE S S A A BEL THEEA(FFaw,

) BCEIBhRL

EBhirn

/

HEYEIBEDEL

O

EbHEBULAAEWL

O

SLEIRS

@,

*HES

FEIZEIES

*6. Z DFER. TEFEICH F ) BRH LA o1
20184 IS4 A IR S O & R DEEGED 5 A AR L THER (1230,

) BCEIBDRL
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Appendix 12: Actual Questionnaire (for NJTEs)

A Survey on Teacher Role Perceptions

The purpose of the study is to explore how university English teachers teaching compulsory
English courses in the general education curriculum perceive their professional roles and to
identify factors relating to such perceptions.

The survey is intended for English teachers who teach compulsory English courses (or those
who teach both compulsory English courses and content courses using English), but it is not
intended for teachers who only teach content courses.

Note: | thank teachers who teach only content courses for visiting this website, but please
understand that this survey is meant for those teaching compulsory English.

This questionnaire takes approximately 10-15 minutes to complete (52 items). All the items in
this questionnaire are multiple-choice type questions and most questions seek your opinions
regarding statements with respect to a 7 point scale from “strongly disagree” to “strongly
agree.” There are no right or wrong answers.

This survey is completely anonymous, and your responses will be kept confidential.

Your participation is voluntary. You may withdraw from the survey at any time if there are items
that you feel uncomfortable to answer or do not want to answer. In such case, please leave this
website.

I really appreciate you taking the time for this questionnaire.

Hiroshi Moritani
Hiroshima University of Economics

* 1. What is your current employment status?

~ )
) Full-time

N H
) Part-time

* 2. How do you characterize yourself?
() English teacher

() Researcher

() Both of the above
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* 3. Items 3 - 8 refer to the most typical classes (compulsory English courses) that you taught in the 2018
academic year.

What kind of students did you mainly teach?
; Only students majoring in fields where English is emphasized (e.g., English, international business, tourism)
. j Mainly students majoring in fields where English is emphasized, but | also taught students majoring in other fields

—\ Only students majoring in other fields

ﬁ\ Mainly students majoring in other fields, but | also taught students majoring in fields where English is emphasized

* 4. What courses did you mainly teach? (For full-time teachers, please include courses you taught as a
part-time position outside of your main workplace, if any.)

' Only compulsory English courses in the general education curriculum

Mainly compulsory English courses in the general education curriculum, but | also taught content courses (such as English,
intercultural communication, and tourism)
;,' Mainly content courses, but | also taught compulsory English courses

* 5. To what extent do you agree or disagree with the following statements. Choose the option that best
represents your opinion.

Most of the students tended to be passive in class.

Please refer to the most typical compulsory English courses that you taught in the 2018 academic year.
() strongly disagree

") Disagree

Slightly disagree

) Neither agree nor disagree

Slightly agree
Agree

Strongly agree

* 6. Most of the students showed low interest in learning English.

Please refer to the most typical compulsory English courses that you taught in the 2018 academic year.
) Strongly disagree

Disagree

Slightly disagree

() Neither agree nor disagree

Slightly agree

Agree

) Strongly agree
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* 7. Most of the students were proactive in class.

Please refer to the most typical compulsory English courses that you taught in the 2018 academic year.

() Strongly disagree

) Disagree
") slightly disagree

Neither agree nor disagree
() slightly agree

Agree

/

Strongly agree

*

8. Most of the students were highly motivated to learn English.

Please refer to the most typical compulsory English courses that you taught in the 2018 academic year.
/ Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

* 9. In your context of teachingcompulsory English courses at your university(ies), to what extent do you
agree or disagree with the following statements?

In the classroom, | perceive myself as a language model for students to emulate.

N

) Strongly disagree

") Disagree

) Slightly disagree

Neither agree nor disagree
) Slightly agree

) Agree

Strongly agree
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*10.

)

/

*11

*12.

A

N

*13.

Ny

U

L

In the classroom, | perceive myself as a careprovider (parental role).

) Strongly disagree

Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

. In the classroom, | perceive myself as a transmitter of knowledge (of English).

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

In the classroom, | perceive myself as a cultural representative of my home country.

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

') Strongly agree

In the classroom, | perceive myself as a facilitator (guide, supporter).

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree
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* 14. In the classroom, | perceive myself as a learning advisor for my students.

_ ) Strongly disagree

") Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

) Agree

Strongly agree

* 15. In the classroom, | perceive myself as an English expert.

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

* 16. In the classroom, | perceive myself as a motivator for my students.

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

) Strongly agree

* 17.1 perceive myself as a designer (courses/ materials).

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

303




* 18. Participating in self-development activities such as workshops and academic conferences deepened
my knowledge about foreign language teaching.

. j Strongly disagree

) Disagree

7)) slightly disagree

Neither agree nor disagree

N/

Slightly agree

:\_ vy

Agree

Ay

Strongly agree

/

| have never participated in such activities

*19. | feel that my university expects me of certain teaching style (to be strict, to teach entertainingly, to
introduce foreign cultures, etc.).

() Strongly disagree

9 j Disagree

) Slightly disagree

) Neither agree nor disagree
") Slightly agree
Agree

Strongly agree

*

20. Education that | received related to language teaching and/or language learning has been useless in
my teaching.
* Note: “Education” in this question refers to undergraduate and graduate programs as well as any training or professional

development provided by employers or academic associations.
( ) Strongly disagree

) Disagree

) Slightly disagree

) Neither agree nor disagree
Slightly agree

Agree

Strongly agree

| have never received such education
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* 21. Being a native speaker of English (or near-native English speaking foreign teacher) is an important
aspect of my role as a university English teacher.

() Strongly disagree

\J Disagree
") slightly disagree

() Neither agree nor disagree

() slightly agree
~
) Agree

o

) Strongly agree

* 22.1 have improved my teaching skills by talking with the other teachers at my workplace(s) about how
to teach.

Strongly disagree

Disagree

Slightly disagree

() Neither agree nor disagree

() Slightly agree

I's \

Agree

") strongly agree

* 23. In English classes, explicit grammar/ vocabulary instruction in class enhances student learning
outcomes.

Y

) Strongly disagree

() Disagree

Slightly disagree

) Neither agree nor disagree
Slightly agree

Agree

Strongly agree
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24. There are foreign language teachers | had in school who served as models for how to teach.

*Note: "School" in this question includes secondary school, university prep school, university, and other language schools.

() Strongly disagree

) Disagree
") slightly disagree

Neither agree nor disagree
() slightly agree

Agree

/

Strongly agree

* 25. 1 have read a lot of books, journals, articles, etc. about foreign language teaching/ learning in order
to become a better teacher.

/ Strongly disagree

Disagree
Slightly disagree

() Neither agree nor disagree

() Slightly agree

) Agree

") strongly agree

* 26. In English classes, students understand English better when teachers explain grammatical rules
explicitly in class.

o

) Strongly disagree

() Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree
Agree

Strongly agree
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* 27.1 can help my students to value English learning.

) Strongly disagree

e

) Disagree

N g :
) Slightly disagree

Neither agree nor disagree

Slightly agree

i\A P,

Agree

Z\A P,

Strongly agree

/

* 28. For effective learning, teachers need to provide a whole class with detailed instructions about the
contents and processes of learning.

( ) Strongly disagree

/ Disagree

P Slightly disagree

J Neither agree nor disagree
() Slightly agree
Agree

Strongly agree

* 29. 1 have had few opportunities to talk with other teachers at my workplace(s) about how to teach.

Strongly disagree

W

Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree
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* 30. | feel a certain expectation from the university regarding my teaching style.
() Strongly disagree

D) Disagree

Slightly disagree

Neither agree nor disagree

Slightly agree

) Agree

Strongly agree

* 31. My own foreign language learning experience in school has been useless for me in my teaching.

*Note: "School” in this question includes secondary school, university prep school, university, and other language schools.
) Strongly disagree

Disagree

Slightly disagree

Neither agree nor disagree

") slightly agree

Agree

Strongly agree

* 32. 1 have improved my teaching skills by reading books, journals, articles, etc. about foreign language
teaching/ learning.

/ Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree
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* 33. Students gain more knowledge when teachers provide a lot of explanations of the subject matter.

() Strongly disagree

e

) Disagree

() slightly disagree

vy

Neither agree nor disagree

i“A )

Slightly agree

Z\A P,

Agree

Strongly agree

/

* 34. Education that | received related to language teaching and/or language learning deepened my
understanding about foreign language teaching.
* Note: “Education” in this question refers to undergraduate and graduate programs as well as any training or professional
development provided by employers or academic associations.

AY

) Strongly disagree

() Disagree

Slightly disagree
Neither agree nor disagree
Slightly agree

) Agree

a

) Strongly agree

')

) | have never received such education

* 35. It is important to me that | am a native speaker (or near-native English speaker) in my teaching of
Japanese students.

() strongly disagree

() Disagree

Slightly disagree

Y

Neither agree nor disagree
Slightly agree
Agree

Strongly agree
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* 36. Participating in self-development activities such as workshops and academic conferences has been
useless in my teaching.

.
N
Yy

™

/

U/

N

—

) Strongly disagree

) Disagree

Slightly disagree

) Neither agree nor disagree

Slightly agree
Agree
Strongly agree

| have never participated in such activities

* 37. 1 can get my students to believe they can do well in English learning.

—/
J

()

~
S
N
,/I
I

~

") Strongly disagree

) Disagree

Slightly disagree
Neither agree nor disagree

Slightly agree

) Agree

Strongly agree

* 38. In English classes, students do not understand English well if teachers do not provide explicit
grammar/ vocabulary instruction in class.

-y

) Strongly disagree

Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree
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* 39. My teaching style is based on what | experienced in learning foreign language(s) in school.
*Note: "School" in this question includes secondary school, university prep school, university, and other language schools, but it

does not include teacher education programs or other professional development programs.
() Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree

Slightly agree

Agree

Strongly agree

* 40. Studying on my own about teaching has been useless for me to improve my teaching skills.
Strongly disagree

Disagree

Slightly disagree

Neither agree nor disagree

Slightly agree

") Agree

Strongly agree

* 41. 1 learned a lot about how to teach from education that | received related to language teaching and/or
language learning.
* Note: “Education” in this question refers to undergraduate and graduate programs as well as any training or professional

development provided by employers or academic associations.
) Strongly disagree

Disagree

Slightly disagree

Neither agree nor disagree

Slightly agree

Agree

Strongly agree

| have never received such education
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* 42| learned a lot about how to teach by participating in self-development activities such as workshops
and academic conferences.

() Strongly disagree

() Disagree
() slightly disagree
Neither agree nor disagree

Slightly agree

Ny

Agree

S

Strongly agree

/

| have never participated in such activities

* 43. Group work hinders efficient student learning.

j Strongly disagree

_JJ Disagree

() Slightly disagree

N

) Neither agree nor disagree

"f_> Slightly agree
() Agree

") strongly agree

* 441 hardly feel expectations from the university regarding my teaching style.

AY

) Strongly disagree

() Disagree

/ Slightly disagree

( j Neither agree nor disagree

) Slightly agree
\/ Agree

'
) Strongly agree
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* 45. The fact that | am a native speaker of English (or near-native English speaking foreign teacher)
makes no difference to me in my teaching of Japanese students.

() Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

* 46. | have talked a lot with other teachers at my workplace(s) about how to teach.

Strongly disagree
Disagree

Slightly disagree

Neither agree nor disagree
Slightly agree

Agree

Strongly agree

* 47. | can motivate students who show low interest in learning English.
) Strongly disagree
Disagree

Slightly disagree

\_/

Neither agree nor disagree
Slightly agree
Agree

() Strongly agree
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*48.

Which of the following purposes of university (compulsory) English education doyou think are most

important. Please indicate three (3).

ODoodooood

* 50.

o/

-

A

O

* 51,

to develop students' knowledge of English (grammar, vocabulary, etc.)

to develop students' practical communication skills in English

to develop students' English abilities to meet established standards (e.g., desirable TOEIC score)

to develop students' necessary English skills (English for academic purposes/ English for a specific purposes) for their major
to develop students’ English skills for them to be able to take leadership in international settings.

to develop students to be autonomous and/or lifelong learners

to develop students' ability to understand and adapt to social diversity and different cultures

to develop students’ interest in using and learning English

to develop students’ logical/ critical thinking skills

. Please identify your gender

Male
Female

Prefer not to say

Which age group do you belong to?

60's -

How many years have you worked as an English teacher at the tertiary level in Japan (university,

junior college, technical college)?

)

N

- 5 years

6 - 10 years

") 11—15 years

/

-,

o/

)

16 - 20 years
21 - 25 years
26 - 30 years

31 years -
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* 52. How many years have you taught English (including all types of public schools and private language

schools in or outside Japan)?
_,J -5 years

) 6-10years

") 11-15years
") 16-20 years
21 - 25 years

) 26-30years

) 3lyears -
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Appendix J: ANOVA results
(1) Age (5 groups: <30s [n = 58], 40s [n = 109], 50s [n = 118], >60s [n = 43]).

Mean Effect
Roles 4 square p size (%)
Language
model (LM) Between groups 3 2.80 97 .40 .01
Within groups 324 2.89
Total 327
English Between groups 3 1.60 73 53 01
expert (EE)
Within groups 324 2.19
Total 327
Transmitter
of knowledge Between groups 3 .96 Sl .67 .01
(TK) Within groups 324 1.89
Total 327
Cultural . Between groups 3 2.11 .87 45 .01
representative
(CR) Within groups 324 242
Total 327
Motivator— poteen groups 3 83 82 48 01
(MO) group . . . .
Within groups 324 1.01
Total 327
Facilitator
(FA) Between groups 3 1.47 2.00 A1 .02
Within groups 324 73
Total 327
Learning Between groups 3153 189 13 02
advisor
(LA) Within groups 324 81
Total 327
Designer
(DE) Between groups 3 3.79 1.97 A1 .02
Within groups 324 1.92
Total 327
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(2) Teaching experiences (6 groups: <10 years [n=43], 11-15 years [z = 63], 16-20 years
[n=63], 21-25 years [n = 65], 2630 years [n = 50], >30 years [n = 44]).

Mean Effect
Roles 4 square F p size (%)
Language *
model (LM) Between groups 5 7.68 2.73 .02 .04
Within groups 322 2.82
Total 327
English Between groups 5 396 183 11 03
expert (EE)
Within groups 322 2.16
Total 327
Transmitter
of knowledge Between groups 5 2.33 1.24 28 .02
(TK) Within groups 322 1.88
Total 327
Cultural . Between groups 5 1.92 .79 .55 .01
representative
(CR) Within groups 322 2.43
Total 327
Motivator Between groups 5 97 95 44 02
(MO) group . . . .
Within groups 322 1.01
Total 327
Facilitator
(FA) Between groups 5 .26 35 .88 .02
Within groups 322 74
Total 327
Leamlng Between groups 5 .63 .76 57 .01
advisor
(LA) Within groups 322 .82
Total 327
Designer
(DE) Between groups 5 1.58 1.76 54 .01
Within groups 322 1.94
Total 327

Note. *= statistically significant difference: p < .05. The overall ANOVA indicated a
significant difference on LM, F (5, 322) = 2.73, p = .02, ° = .04. Post hoc comparisons
using Tukey HSD identified the differences two pairs: between < 10 years and 16-20
years groups and between < 10 years and 21-25 years groups.
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(3) University experience (6 groups: <5 years [n = 44], 610 years [n = 66], 11-15 years
[n="78], 16-20 years [n =45], 21-25 years [n = 54], >26 years— [n = 41]).

Mean Effect
Roles 4 square F p size (%)
Language
model (LM) Between groups 5 3.66 1.28 27 .02
Within groups 322 2.87
Total 327
English Between groups 5183 83 52 01
expert (EE)
Within groups 322 2.19
Total 327
Transmitter
of knowledge Between groups 5 78 41 .84 .01
(TK) Within groups 322 1.90
Total 327
Cultural . Between groups 5 2.82 1.17 32 .02
representative
(CR) Within groups 322 2.41
Total 327
Motivator Between groups 5 1.25 1.24 28 .02
(MO)
Within groups 322 1.01
Total 327
Facilitator
(FA) Between groups 5 .76 1.03 .39 .02
Within groups 322 73
Total 327
Leamlng Between groups 5 .64 78 .56 .02
advisor
(LA) Within groups 322 .82
Total 327
Designer
(DE) Between groups 5 1.23 .63 .65 .01
Within groups 322 1.95
Total 327
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(4) Students’ majors (4 groups: Students majoring in fields where English is emphasized
[n = 49], mainly students majoring in fields where English is emphasized [n = 65], only
students majoring in other fields [# = 117], mainly students majoring in other fields [n =

97)).

Mean Effect
Roles 4 square r P size (%)
Language
model (LM) Between groups 3 4.74 1.64 18 .02
Within groups 324 2.87
Total 327
English Between groups 3 1.54 .70 .55 .01
expert (EE)
Within groups 324 2.19
Total 327
Transmitter
of knowledge Between groups 3 1.47 17 .50 .01
(TK) Within groups 324 1.89
Total 327
Cultural . Between groups 3 8.64 3.65 017 .03
representative
(CR) Within groups 324 2.36
Total 327
Motivator Between groups 3 .86 .84 46 .01
(MO)
Within groups 324 1.01
Total 327
Facilitator
(FA) Between groups 3 37 49 .68 .01
Within groups 324 74
Total 327
Learning Between groups 3 272 340 02 03
advisor
(LA) Within groups 324 79
Total 327
Designer
(DE) Between groups 3 2.75 1.42 23 .01
Within groups 324 1.93
Total 327

Note. *= statistically significant difference: p < .05. The overall ANOVA indicated
significant differences on CR, F (3, 324) = 3.65, p=.01, #°~.03 and on LA, F (3, 324)

=3.40, p = .01, 7°~.03. However, post hoc comparisons using Tukey HSD were not
able to identify the differences.
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(5) Course types (3 groups: Only compulsory English courses in the general education
program [r = 120], mainly compulsory English courses in the general education program

[7 =150], mainly content courses [n = 58]).

Mean Effect
Roles 4 square r P size ()
Language
model (LM) Between groups 2 37 A2 .88 .00
Within groups 325 2.90
Total 327
English Between groups 2 2.12 .96 38 .01
expert (EE)
Within groups 325 2.19
Total 327
Transmitter
B 2 4 24 . .
of knowledge etween groups 6 78 00
(TK) Within groups 325 1.89
Total 327
Cultural . Between groups 2 .02 .01 .99 .00
representative
(CR) Within groups 325 2.42
Total 327
Motivator  gween groups 2 21 21 81 00
(MO)
Within groups 325 1.01
Total 327
g?:)htator Between groups 2 5.29 7.43 .00 .04
Within groups 325 12
Total 327
Learning Between groups 2 21 26 79 00
advisor
(LA) Within groups 325 .82
Total 327
?Sél)gner Between groups 2 10.89 5.74 .00 .03
Within groups 325 1.88
Total 327

Note. *= statistically significant difference: p < .05. The overall ANOVA indicated a
significant difference on FA, F (2, 325) = 7.43, p = .00, #° ~ .04 and on DE, F (2, 325) =
7.43,p=.00 ,°~.03..
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