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Abstract 

 
For English-language students, the dominant preference is to have native English- 

speaking teachers (NESTs). This is because NESTs are perceived as the ideal teachers for 

learning English given that it is their first language. NESTs have the “gold standard” of 

pronunciation and grammatical correctness, so they are perceived to be more qualified 

than non-native English-speaking teachers (NNESTs). On the other hand, Asian Non- 

Native English-speaking teachers (ANNESTs) tend to be regarded as deficient speakers 

with poor pronunciation and lack of knowledge of western culture, even though 

ANNESTs have been found to be competent at grammar and test-centered training 

(Walkinshaw & Oanh, 2014). To examine whether this is the case in Australia, this study 

aims to investigate the attitudes of English as an Additional Language (EAL) students 

towards ANNESTs in ELICOS programs, and how ANNESTs reflect on their language 

teaching practice based on EAL students’ attitudes. For this research, case study research 

was employed to collect data from EAL students and ANNESTs in an English language 

school in a city in South East Queensland. In this study, the researcher used a quantitative 

approach (questionnaire survey) to establish EAL students’ attitudes towards ANNESTs, 

and a qualitative approach (semi-structured interviews with students and ANNESTs’ 

respectively) to examine how ANNESTs reflect on their language teaching practice based 

on EAL students’ attitudes. Quantitative data gathered from the survey was analysed 

using Excel software to obtain English students’ attitudes towards ANNESTs, and 

qualitative data were analysed using thematic analysis to gain insights into how 

ANNESTs face challenges and build their identities in Australia. The qualitative and 

quantitative results were then triangulated to form a complete whole. The findings of this 

research provide evidence of initial negative attitudes of EAL students towards ANNESTs 

in the ten-week ELICOS program, followed by positive attitudes towards ANNESTs’ on- 
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going language instruction. Overall, EAL students showed positive attitudes towards 

ANNESTs regarding their language instruction in the ELICOS program; this positive 

attitude increased ANNESTs’ self-esteem and enhanced their identity. It was also 

interesting to note that the pronunciation taught by ANNESTs was evaluated as positive, 

which contradicted previous studies that have found the accented pronunciation of 

NNESTs (including ANNESTs) was frowned upon (e.g., Butler, 2007; Goto Butler, 2007; 

Gu, 2011). 
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Definition of key terms 

 
English as an Additional Language (EAL): English as an Additional Language refers to 

students whose primary language(s) is not English. For example, students who come from 

non-English countries come to Australia to learn English as Additional Language. 

 
 

Native English-Speaking Teachers (NESTs): Native English-Speaking teachers refer to 

English teachers who speak English as their mother tongue. 

 
 

Non-Native English-Speaking Teachers (NNESTs): Non-Native English-Speaking 

Teachers refers to English language teachers who speak English as a foreign or second 

language. 

 
 

Asian Non-Native English-Speaking Teachers (ANNESTs): In this study, ANNESTs 

refer to English language teachers who were born in Asian countries and speak English as 

a foreign or second language, who are currently teaching. 

 
 

Teaching English to Speakers of Other Languages (TESOL): Teaching English to 

Speakers of Other Languages encompasses what used to be called TEFL (Teaching 

English as a Foreign Language) and TESL (Teaching English as a Second Language). 

Hence, as English is the main language in Australia; instructions for English language 

students are known as English as a second language (ESL). 

 
 

Language Intensive Courses for Overseas Students (ELICOS): ELICOS refers to 

English study programs which have been designed for students who require English 

language training before starting formal studies in Australia. In this study, a number of 
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case-study participants took part in a ten-work study program. 

 

 

Rote learning: Rote learning refers to a technique which is solely based on memorisation 

and repetition to master a foundational knowledge or to recall basic information for test- 

based learning. 
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Chapter 1 Introduction 

 

 
Due to the advance of globalisation in commerce and education, the aspiration for 

English-language learning has drawn a multicultural mix of English as Additional 

Language (EAL) students not only to learn English in their home countries but also to 

travel to countries such as Australia to fulfil their need to learn English. This trend for 

overseas students to come to Australia to learn English from Native English-speaking 

teachers (NESTs) has been officially recorded. The number of overseas students enrolled 

in English Language Intensive Courses for Overseas Students (ELICOS) has increased 

exponentially. Just in 2017 alone, there were 177,697 full-fee paying international 

students enrolled in English Language Intensive Courses (English Australia, 2018, p.4). 

As shown in Figure 1.1, a large number of EAL students are from China (42,417), Japan 

(25,408), Brazil (16,165) and Colombia (10,472). ELICOS programs comprise of general 

English training, English for Academic Purposes, examination preparation courses, and 

English for teaching and study tours (English Australia, 2018, p. 11). 
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Figure 1.1 Top Source Countries for Students in 2017 

 

 

Students from various cultural backgrounds come to Australia to further their English 

study. Their reasons vary; for example, some students study English for career purposes, 

some for immigration, some for travelling, and others for education purposes (Australian 

Government, 2018). Upon completion of their English study, 876,399 students in 

December 2018 continued to further their study in Australia. Figure1.2 illustrates that 

among these students 46% (399,078 students) went to the Higher Education sector, and 

28% (244,287 students) went to the Vocational Education and Training (VET) sector 

(Australian Government, 2018). 

 

 
 

 

 
Figure 1.2 International Enrollment in December 2018 

 

 

As English is the first language of NESTs, they are often perceived as ideal for language 
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learning because their speech is framed as the gold standard of pronunciation and 

grammatical correctness (Lee, 2003), NESTs are also seen by students as being more 

qualified than non-native English-speaking teachers (NNESTs) (Wahyudi, 2012). 

According to Moussu and Llurda (2008), NESTs are preferred because they possess 

“authenticity and authority” (p. 111). Scholars such as Kirkpatrick (2009) and Braine 

(2012) have identified a perception that in East and Southeast Asia, NESTs are the 

desirable instructors for EAL students. Conversely, Asian Non-Native English-Speaking 

Teachers (ANNESTs) tend to be regarded by EAL students as deficient speakers of the 

target language, to have poor pronunciation, and a lack of knowledge of western cultures 

(Shin, 2008). Such a students’ preference for NESTs puts invisible pressure on 

ANNESTs in Asian countries; this is especially true when ANNESTs try to demonstrate 

their own language proficiency in ELICOS programs because they are assessed by EAL 

students from various cultural backgrounds, as well as their colleagues who also have 

professional input into their academic performance (Hua, 2013). 

 
 

Three main categories of research relating to English language teachers are relevant to 

this study: NESTs teaching English in English-speaking countries (e.g., Copland et al., 

2014; Utami et al., 2006; Wang & Lin, 2013), NESTs in Asia (e.g., Hölldobler & Wilson, 

2010; Katzner et al., 2006; Walkinshaw & Oanh, 2014a), and ANNESTs in Asia (e.g., 

Árva & Medgyes, 2000; Walkinshaw & Oanh, 2014). However, few studies have been 

conducted specifically regarding ANNESTs in English-speaking countries. It is not 

sufficient simply to look at NNESTs in general because the experience of being an 

ANNEST is different from that of other NNESTs. One cannot generically regard 

ANNESTs simply as NNESTs, since European and Latin American NNESTs find it 



4  

easier to teach English, as their language system share similar syntax and homophones to 

English (Wierzbicka, 2016). ANNESTs often find teaching English challenging as they 

have a completely different language system in which their language system relates to 1) 

the logographic system, which started from China and is used primarily in China, Japan, 

Korea and Vietnam, and 2) an abugida-based script from India. There is no overlap in 

syntax and homophones between English and their Asian languages (Jain & Pondaiah, 

2015). This factor contributes to the perception that ANNESTs are not as proficient in 

teaching English as NESTs. Another factor, according to Tokumoto and Shibata (2011), 

is that ANNESTs are not suitable for teaching because of their accented pronunciation. 

For example, in the Philippines, NNESTs are influenced by “Taglish” in Malaysia by 

“Manglish” and in Singapore by “Singlish”, to name but a few. The question that comes 

to mind concerns the accuracy of this perception that NESTs are better English-language 

teachers than ANNESTs. Therefore, the focus of this research is to understand EAL 

students’ attitudes towards ANNESTs in ELICOS programs, and how ANNESTs reflect 

on their language teaching practice based on EAL students’ attitudes. The researcher’s 

hypothesis is that ANNESTs bring unique qualities to the teaching of English that NESTs 

do not possess. This hypothesis has some support in previous research. Moussu and 

Llurda (2008) argue that NNESTs, including ANNESTs, are an asset for EAL students as 

they have experienced the difficulties related to the language-learning process, which in 

turn can have a positive influence on their ability to deliver language instruction. 

Mahboob (2005) echoes Moussu and Llurda’s argument, believing that ANNESTs can 

anticipate the language-learning difficulties of EAL students, and are able to sense EAL 

students’ needs. Tokumoto and Shibata (2011) carried out a study of Japanese English- 

major university students’ attitudes toward NESTs and ANNESTs which revealed that 
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both NESTs and ANNESTs in Japan have advantages and disadvantages in the Japanese 

context. Hence, Štětinová (2010) challenged the idea that NESTs are more desirable as 

teachers of English in non-English speaking countries by describing it as a native-speaker 

fallacy, and they argued that non-native speakers of the target language have undergone 

the language learning process which makes them better qualified to teach the language 

than those who are born to. 

 
 

When we shift our focus to an English-speaking country, the growing demand to learn 

English as an additional language is still robust. In addition, many ANNESTs have 

joined Australian ELICOS programs. Some ANNESTs learn English as children, some 

acquire it as adults, some acquire it before travelling to Australia, and some ANNESTs 

complete a Master’s Degree in Teaching English as a Second Language (TESOL) in their 

own countries (Nguyen, 2017). When they embark on teaching journey in an English- 

speaking country, ANNESTs have to face various factors affecting their identities. In 

ELICOS programs, identity is a sophisticated yet intriguing phenomenon (Robertson & 

Nunn, 2010). This is especially true for ANNESTs when they face cultural and linguistic 

challenges from EAL students from various cultural backgrounds while immersing 

themselves in an English-speaking country. As Beauchamp and Thomas (2009) argue, 

identity is a complicated interplay of a myriad of factors, such as speakers’ regional 

accents, personal beliefs, appearance, cultural backgrounds, and English proficiency. 

Also, teaching and learning involve not only academic English in the class but also 

everyday English outside the class. Hence EAL students want not only Standard English 

but real-life English as well. 
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1.1 The Purpose of the Study 

 

 

With large numbers of EAL students coming to Australia to further their English studies, 

an increasing number of ELICOS teachers are required, including ANNESTs. Teachers 

from an Asian background can be as accomplished in English pronunciation, grammar, 

reading, and writing skills (Moussu & Llurda, 2008). Nevertheless, this study does not 

seek to determine who is more qualified or competent in language teaching. On the 

contrary, the study first explores EAL students’ attitudes towards ANNESTs, who can be 

as helpful, well-prepared, and efficient as their NESTs counterparts in terms of language 

delivery (Nam, 2010), and then how ANNESTs reflect on their language teaching 

practice based on EAL students’ attitudes. A case study was employed for this study to 

collect data from EAL students and ANNESTs in an English language school in a city in 

South East Queensland. The researcher used a quantitative approach (a questionnaire 

survey) to establish EAL students’ attitudes towards ANNESTs, and a qualitative 

approach (semi-structured interviews with students and ANNESTs’ respectively) to 

examine how ANNESTs reflect on their language teaching practice based on EAL 

students’ attitudes. Quantitative data gathered from the survey was analysed through 

Excel to obtain English students’ attitudes towards ANNESTs, and qualitative data were 

analysed using thematic analysis to examine how ANNESTs face challenges and build 

their identities in Australia. The qualitative and quantitative results were then 

triangulated to answer the following two research questions. 

 
 

Question 1 - What are EAL students’ attitudes towards ANNESTs in ELICOS programs 

in Australia? 
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Question 2 - How do ANNESTs reflect on their language teaching practice based on 

EAL students’ attitudes? 

 

There are three stages involved in the study. At the first stage the researcher collected 

data through questionnaires, at the second stage the researcher conducted semi-structured 

interviews with student participants by using the data collected from the questionnaire to 

answer the first question, and at the third stage, the researcher conducted semi-structured 

interviews with ANNEST participants by using the data collected from the second stage 

to answer the second question. According to Tight et al. (2016), the case study method 

requires a high degree of interaction between the researcher and participants in order to 

probe interviewees’ personal experiences and perspectives. Based on the knowledge gap 

that few studies have been carried out in terms of how ANNESTs reflect on their 

language teaching practice based on EAL students’ attitudes, a survey was designed 

based on Wu’s (2009) design to examine EAL students’ attitudes, and semi- structured 

interview questions based on the survey were drafted to explore EAL students' attitudes 

towards ANNESTs about English instruction in an ELICOS program, and how 

ANNESTs reflect on their language teaching practice based on EAL students’ attitudes. 

The research questions draw from previous study findings about the difference between 

NESTs and ANNESTs by identifying both groups’ unique characteristics in language 

teaching, and it is hoped that the findings can help ANNESTs to overcome obstacles, 

adjust their methodologies accordingly, successfully position themselves in language 

teaching contexts, and achieve their unique teaching identity. 
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1.2 The Rationale for the Study 

 

 

Over the past decade, ELICOS programs in Australia have undergone tremendous 

reforms, in which language teachers have played an important role (Learning Analytics, 

2015). NESTs have been highly regarded by EAL students as role models for language 

teaching, and this concept has been labelled as native speaker superiority (Ma, 2012). 

Thus, NESTs are often given preference in employment (Brown et al., 2006). In recent 

studies (e.g., Berthele, 2012; Tajeddin & Adeh, 2016; Vlahou et al., 2012), this concept 

has been challenged. According to Vlahou et al. (2012), the term native speaker 

superiority is linguistically prejudiced. He argues that prejudiced attitudes towards a non- 

native language teacher who is an effective teacher are often created based on their 

sociocultural and linguistic backgrounds instead of their professional preparation, 

linguistic competence, cross-cultural awareness, and pedagogy. Previous studies 

conducted to investigate EAL students’ listening, reading, speaking and writing 

comprehensions have found that EAL students’ outcomes were not affected by 

ANNESTs accents used in the language instruction practice. However, EAL students still 

often express their preference for NESTs over NNESTs. Such preferences and attitudes 

have been found to cause ANNESTs to reflect on their language teaching practice (e.g, 

Armbruster et al., 2009; Hargreaves et al., 2007; Hew, 2011). Moussu and Llurda (2008) 

argue that a deficient command of English from ANNESTs may provide some hidden 

merits about language teaching. 

 
 

Previous studies have shown that it is impossible for ANNESTs to achieve a native-like 

level of English proficiency (e.g., Endress & Hauser, 2010; Liu et al., 2015; Vokic, 
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2010). However, other researchers argue that it is possible to achieve fluent or native-like 

levels of English proficiency through hard-work (e.g.,Gibbons, 2010; Soler, 2015; 

Yoshinaga et al., 2010). Similarly, Narayan (2013) has also challenged the theory that 

NNESTs need native-like English to be able to teach because she believes that NNESTs 

can provide a fast and systematic solution to students’ linguistic needs. There is also a 

common concept that ANNESTs in particular are less flexible in terms of teaching 

English because they only focus on accurate grammatical teaching (Trent, 2012). This is 

because, in Asia, teacher-trainees are taught through rigid text-book curricula instead of 

language-immersion programs. These types of English-learning textbook curricula 

mainly focus on grammar, reading, and writing, not on speaking and listening. Therefore, 

it is unavoidable that ANNESTs would encounter problems related to verbal expression 

(Carless & Walker, 2006). In addition, ANNESTs’ regional accents are another factor as 

to why EAL students may view ANNESTs as less qualified language teachers 

(Alghofaili & Elyas, 2017). 

 
 

Gudu (2015) argues that one cannot just focus on pronunciation skills when learning a 

language and suggests the importance of socio-cultural factors should also be considered. 

He believes that many ANNESTs could use their unique linguistic experiences to help 

EAL students. However, ANNESTs may not have the confidence to utilize their valuable 

attributes with language students. One of the reasons for ANNESTs’ lack of confidence 

may come from the attitudes of EAL students who may consider the teacher under 

qualified (Moussu & Llurda, 2008). When teaching in an English-speaking country, like 

Australia, ANNESTs may be exposed to cultural and linguistic challenges as well as 

identity issues. Reis (2011) claims it is important to understand ANNESTs professional 
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identities as they are closely connected with their beliefs and professional practices. 

Prospective ANNESTs cannot predict the attitudes and perspectives of EAL students 

before they teach in an English-speaking country, and ANNESTs also need to adjust their 

professional identity thereafter. Therefore, an investigation of the effect the attitudes of 

EAL students have on ANNESTs can guide perspective ANNESTs who are planning to 

teach in an English-speaking country and also help them be prepared for the impact their 

EAL students’ attitudes might have on their identities. 

 
 

1.3 Overview of the Remaining Chapters 

 

 

The chapters in this thesis are organized as follows: 

 

 

Chapter Two examines previous studies on the current topic; it includes NESTs in the 

English-Speaking context, NESTs in the Asian context, ANNESTs in the Asian context, 

students’ attitudes towards ANNESTs in Asian context and ANNESTs’ reflection. 

Chapter Three illustrates the participants’ backgrounds, research context, the 

methodology of the study, and research design. Chapter Four presents the results of the 

quantitative data analysis to respond to Question 1: What are EAL students’ attitudes 

towards ANNESTs in ELICOS program in Australia? Additionally, this chapter 

explicates the semi-structured interview results in which five EAL students and three 

ANNESTs participated in a case study; and findings and issues are examined regarding 

Question 1: What are EAL students’ attitudes towards ANNESTs in ELICOS program 

in Australia, and Question 2: How do ANNESTs reflect on their language teaching 

practice based on EAL students’ attitudes? Chapter Five contains the research 
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summary and the significance, implication and limitations of the study. Subsequently, 

this chapter proposes future research directions. 
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Chapter 2 Literature Review 

 

 
There are a large number of Asian students in the TESOL industry. However, the figure 

of ANNESTs is low in Australia and disproportionate to that of Asian students. In 

Mahboob’s (2004) study, 59.8% of the program administrators who participated in the 

research used the native English speaker criterion as their major unwritten benchmark in 

hiring EAL teachers. One of the reasons for using this standard was that administrators 

simply believed that NESTs were capable and the best-qualified teachers in Australia, 

since those who were not Anglo-Saxon could not provide the model of English as native 

speakers do. To shed light on the current controversial trend of preferring NESTs, it is 

important to understand the perceived terms native, NESTs, NNESTs, and ANNESTs. 

This chapter examines the research that has been published on this topic to show that 

while much has been done to consider the first three aspects (NESTs teaching in their 

native language context, NESTs teaching in an Asian context, and ANNESTs teaching in 

an Asian context), the final aspect (ANNESTs teaching in an English-speaking context) 

has been mostly neglected. In this dissertation, the use of these terms is not intended to 

provide legitimacy for the distinction, which is regarded as a fabricated and 

disempowering construct. 

 
 

2.1 NESTs Teaching in their Native Language Context 

 

 

Even though this dissertation mainly explores students’ attitudes towards ANNESTs, it is 

also important to illustrate what previous research has shown about EAL students’ 

attitudes towards NESTs regarding the latter’s pronunciation, providing feedback skills, 
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and linguistic repertoires in both ESL and EFL contexts. 

 

There seems to be a prevalent phenomenon that EAL students do not wish to possess any 

level of a foreign accent when they speak English. Their ultimate goal is most likely to 

achieve ‘nativelike, accent-free pronunciation’ (Crowther et al., 2015. p. 81; Scales et al., 

2006). Several studies have reported that NESTs are preferred in teaching speaking and 

listening skills over ANNESTs where both share the same class (Kamhi-Stein, 2004; 

Moussu, 2010; Park, 2012).  Also, serval studies show the preference for native 

speakers‟ style of teaching because of the high level of their teaching strategies (Menard- 

Warwick, Heredia–Herrera, & Palmer, 2013; Alseweed, 2012; Park, 2012). 

Sorrell (1989) carried out studies on EAL students’ attitudes towards NESTs’ feedback 

skills on students’ writing. The findings showed that EAL students were confused with 

the feedback. Sorrell discovered that NESTs regarded most writing as if it was a final 

draft and the marks and comments were often confusing and inaccessible to EAL 

students as comments were superficial instead of providing suggestions on how 

composing limitations can affect writing performance. Accordingly, Sorrell (1989) 

suggested that NESTs need to pay attention to students’ writing as a work in progress 

instead of viewing it as a finished product. 

 

In Harper and Jong’s (2005) study, they found that bilingual or plurilingual NESTs are 

preferred. Upon examining the linguistic repertoires of teachers of ESL, they found that 

monolingual NESTs often associated language learning with their own unsuccessful 

experiences and often found it difficult and possibly humiliating, whereas plurilingual 

NESTs believed that language learning was challenging but possible. The study 

concluded with a call for recognition of the importance of plurilingual cultural input in 
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classroom teaching. Similar to Harper and Jong’s study, Ellis (2016) put forward a 

detailed account of the rich linguistic identities of a NEST in Canada. She claimed that 

the identities of NESTs are varied and complicated. Ellis (2016) also challenged the 

dichotomy of NESTs and NNESTs, stating NESTs were not always monolinguals, and 

multilingual NESTs added another cultural dimension in their teaching and teacher 

identities. 

 
 

Farrell (2011) explored the professional identities of experienced ESL teachers through 

reflective practice. He examined the identities of 16 NESTs in an ESL college in Canada. 

His findings revealed that reflecting on teaching identities enabled NESTs to construct 

and reconstruct their role as language teachers. In the same year, Ajayi (2011) explored 

how teachers’ social linguistic, cultural, and educational backgrounds shaped their roles 

as ESL teachers in Los Angeles. Fifty-seven teachers from an Inner-city high school 

were surveyed and interviewed. The results showed that NESTs’ social-cultural identities 

significantly affected their pedagogical practices as their identities connected to their 

customary beliefs, traditions, practices and values in the classroom teaching. Jia et al. 

(2006) argue that identity is not static, but instead, it is fluid and ethnic boundaries are 

continuously changing. As Bhavnani and Phoenix (1994, p. 6) put it, “identity is the site 

where structure and agency collide” and it is construed as multifaceted with various 

identities activated at various times, such fluid identities can be exemplified by Native 

Americans’ possessing sub-tribal, tribal and super tribal-regional identities (Heryanto, 

2008). These multiracial individuals are required to negotiate their identities and regard 

these negotiations as border crossings (Root, 1990). Border crossing is a notion that 

refers to a metaphorically physical creation of global racial borders. Root claims that 
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multiracial individuals may experience border crossing by accepting an identity assigned 

by society at a certain time frame. 

 

 
Urzúa and Vásquez (2008) added a future dimension to Schön’s (1987) influential model 

of a reflective practitioner that one should pay critical attention to the practical values 

and theories by examining practice reflectively in everyday action. In their study, Urzúa 

and Vásquez (2008) monitored novice NESTs during mentoring meetings at a university 

in North America and examined examples of future-oriented talks (e.g., lesson planning, 

problem predictions of EAL students). The findings revealed that the functions of future- 

oriented talks linked with reflective thinking and teachers’ identities. They argue that 

teachers should be made aware of these important reflective practices. 

 
 

2.2 NESTs in the Asian Context 

 

In Asian countries and regions, such as China, Hong Kong, Taiwan, Japan and South 

Korea, NESTs from five inner-circle countries, [the] British Isles, Australia, Canada, 

New Zealand or United States are preferred. 

When China opened its door to the rest of the world, the importance of learning and 

using English has been recognized as a key to the country’s advancement (Meilin & 

Xiaoqiong, 2006). Under many circumstances only NESTs from Britain, Australia, 

Canada, New Zealand or the United States are considered and have been employed, 

some of these NESTs have a degree as little as a year-12 degree in Australia (Wang, 

Moloney & Li, 2013). In Hong Kong, English education continues to be different from 

that of mainland China. Hong Kong has adopted a series of measures to improve 
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students’ English proficiency. Potential applicants should be a native speaker of 

Englisher possess the competence of a native speaker Second Language (TEFL/TESL) 

qualification at least at a certificate level (Wardlaw, 2005). With the advancement of 

economic globalisation, the Taiwanese government in 2001 began providing 

compulsory English education from Grade 5, and in 2005 extended English education 

to Grade 3 (Law, 2004). Similar to mainland China, only NESTs who possess 

passports from Britain, Australia, Canada, New Zealand or United States will be 

granted work permits. Even since English education was introduced in the last 19th 

century, it was considered a means of drawing on modernised culture and civilization. 

The main purpose of English language education in Japan is designated to cultural 

exchange between young Japanese learners and NESTs. Applicants who are younger 

than 40 years of age are considered. NESTs mainly come from Britain, Australia, 

Canada, New Zealand or United States (Kamhi-Stein, 2016). In 1995, the South 

Korean government launched an English Program in Korea, in which NESTs from 

Britain, Australia, Canada, New Zealand or United States are preferred (Cornell, 

2006). 

In Asian countries, NESTs are preferred due to the four key principles for nativeness : 

 

(a) childhood acquisition, an experience Bøhn which a second language learner does 

not have; (b) superior command of cultural connotation of one’s mother tongue is 

positioned as the gold standard of correctness, such that native speakers are believed to 

produce appropriate idiomatic forms of the language; (c) fully understanding the 

regional language variation, and (d) being competent in producing fluent and 

spontaneous discourse. For a long time, native English-speakers’ proficiency has been 

positioned as virtually unachievable by NNESTs, and that native speakers are the 



17  

language umpires of what is correct or acceptable language usage. However, according 

to Mulder and Hulstijn (2011), it is possible for a second-language learner 1) to gain 

access to sufficient grammatical and intuitive knowledge through sufficient language 

contact; 2) to gain pragmatic language control as well as a native speaker does; and 3) 

to become a creative language artist, even though, the different communities of speech 

have different standards of language usage. Abrahamsson and Hyltenstam (2009) claim 

that while it is indeed difficult for an adult non-native speaker to reach the same 

language fluency as a native speaker systematic training, communicative competency 

can be reached. He further points out that this is likely to be associated with psycho- 

linguistics instead of socio-linguistics. Here socio-linguistics refers to psychological 

variables that allow humans to acquire, understand, manipulate, and produce the target 

language, whereas socio-linguistics refer to how the language is used under certain 

social contexts and norms. Nevertheless, even though the native speakers’ theory has 

been heavily criticized, it is still used as a criterion for knowledge of English. Such a 

benchmark isolates those who are not native English speakers in terms of employment 

(Alshahrani, 2015). 

 
 

NESTs are preferred in Asia also because of their linguistic knowledge, intuition of 

grammar usage, pronunciation, and cultural awareness, and these elements are a 

necessary point of reference for the concept of language proficiency in language 

teaching. Moussu (2010) believes students may get access to an extensive amount of 

idiomatic expressions, dialect and vocabulary. Regarding cultural awareness, the 

literature reveals that language students start to listen to and understand NESTs’ 

opinions and thoughts towards certain topics. Thus, students are exposed to the 
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cultural 
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elements of NESTs, whether these are etiquette, customs, or appropriate language usage 

in different social settings. Celik (2006) found that NESTs were able to provide extra 

learning material instead of solely depending on materials from textbooks. Rather than 

rigidly focusing on explaining grammar and vocabulary, NESTs can spontaneously 

produce idiomatic expressions or culturally related phrases about grammar and 

vocabulary when giving out life-related examples. 

 
 

In terms of linguistic knowledge, EAL students in Asia are exposed to various 

vocabulary usage from a NEST depending on a particular topic or a specific opinion 

voiced. A NEST then highlights these new words, describes the definition to the class for 

future reference outside the classroom. Language and Dec (2012) suggest that NESTs 

can be a reliable linguistic source of the target language because NESTs have a 

considerable amount of experience as language users, and are in a position to know what 

is suitable in the context of language usage. As for the negative aspects of NESTs in the 

context of teaching in Asia, they are often regarded as having low proficiency in lesson 

planning and as having poor insights into lesson preparation Štětinová (2010). They may 

be fully able to manipulate accurate grammar or idiomatic usage but may not be able to 

sufficiently explain grammatical rules or the origin of idiomatic expressions (Lee, 2016). 

The situation may be challenging for NESTs because they lack local cultural and 

language knowledge. When they teach in a non-English speaking country, NESTs may 

find themselves in a less favourable position, as it is difficult for NESTs to predict 

potential questions at the lesson planning stage due to lack of sufficient proficiency in 

students’ first languages, and it is also difficult to understand and explain grammatical 

points to lower level students (e.g., Gilakjani et al., 2011; Levis et al., 2016; Shin, 2008). 
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NESTs may have native intuition of what grammatical usage is appropriate to apply and 

what is not, but they may lack insights of how to explain grammatical rules about sudden 

questions raised by students, especially the necessary metalanguage to explain to 

students. For lower-level students, inadequate listening comprehension can make it even 

harder for students to understand NESTs’ grammatical explanations (Huang, 2018). 

Some studies have found that lower-level students revealed anxiety over listening and 

communication difficulties with NESTs, and some have a tendency to understand the 

meaning in their first language, thus language learning resentment is exhibited due to the 

NESTs’ inadequate proficiency in the students’ mother tongue (Belpaeme et al., 2015; 

Mbirimi-Hungwe, 2016; Tsou, 2013). Lack of understanding of grammatical points can 

also lead to students criticizing their NESTs’ capability for examination-oriented 

teaching (Ma, 2014). Erard (2016) mentions that in the TESOL industry, native English 

speakers are always given a special place due to the belief that they are a true and 

authentic language source in English-speaking contexts. Although native speakers have 

an instinctual judgment on grammatical issues, they do not always agree with each other 

in terms of language usage (Walkinshaw & Oanh, 2014a). Instead of focusing on the 

notion of a native speaker, Štětinová (2010) argued that we should focus on one’s 

knowledge level or language proficiency. Farrell (2015) believes that the notion of the 

linguistic expert changes the focus from where you are from to how much you know. 

 
 

Regarding the features of NESTs’ speed, accent, and pronunciation, students sometimes 

find their NESTs talk too fast such that following instructions can be challenging. Due 

to uncertainty avoidance between cultures, students may refuse to stand out from the 
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crowd to request NESTs to further explain the instruction (Sung, 2014). Thus, NESTs 

may regard no questions as a complete understanding of the content. Therefore, a 

number of challenges are imposed for NESTs to teach in a cross-cultural context. It is 

difficult for NESTs to 

predict student thought, behaviour patterns, and emotions, as different language links 

with different cultural mentality (Bigelow & Ranney, 2006). Take Japanese culture as an 

example; students do not have a proclivity to ask the teacher questions, as this behaviour 

is regarded as rude. Thus, NESTs need to understand learner’s cultural background, as 

cultural shock is a serious obstacle in facilitating student learning. 

 

 
Interestingly, previous studies have found that some so-called NESTs in Asian countries 

may not be physically NESTs, but who may superficially appear to be NESTs, being 

held in the same regard. Baker et al.’s (2010) found that race and physical appearance 

also deceived language students’ attitudes. In his report, a native Danish speaker was 

hired as an English teacher in Japan due to her appearance and American-accented 

English, whereas a Jamaican native English speaker found it difficult to obtain an 

English teaching position. In Langman’s (2014) report, a white female European 

NNEST was coerced to take on a fake NESTs are preferred also because of their 

students tend to believe Caucasian (e.g., French, Russian and German) teachers to be 

native English teachers due to their physical appearance. 

 
 

2.3 ANNESTs in the Asian Context 

 

 

It is impossible to isolate a language from its culture, and it is also difficult to copy and 
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paste an Anglo culture into an Asian context. The cultures stemming from Britain, 

America, and Australia are different from the ones in Asia. A language must be 

associated with one culture, but a language is not only limited to one culture. Language 

and culture are intertwined. When language learners interact with another language, it 

means that they are also interacting with the culture associated with the language. 

Language learners cannot understand one's culture without accessing its language 

directly (Tsui &Tollefson, 2017). Different language varieties can be derived from the 

same language system due to its geographic and socio-economic expansion (Jackson & 

Cho, 2018). English in East and Southeast Asia serves as a lingua franca in politics, 

business, and the professions. It reflects the regional culture and conventions. These 

characteristics of Asian English varieties are taught in school, so people are able to 

communicate with each other using it as a lingua franca. In Asia, the majority of English 

students have no immediate intention to communicate with native English speakers. The 

English used in Asia is not regarded as a colonial language but a linking language, so the 

teaching material does not promote or have to involve British cultures. Learning mainly 

focuses on regional livelihood and cultural values (Kirkpatrick, 2011). ANNESTs in 

Asia tend to promote and discuss the variety of English related to Asian cultural 

conventions and pragmatic norms. Jenkins (2009) argued that it is acceptable to have 

American accents and Australian accents, so Indian and Singaporean English should 

also be acceptable. Some researchers believe that the vast majority of teachers in Asia 

are drawing on a wide spectrum of pedagogical conventions from both East and West 

(e.g., Brown et al., 2008; Walkinshaw & Oanh, 2014a, 2014b). 

 
 

Some scholars argue that ANNESTs put emphasis on pragmatic and purpose teaching. 
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Curriculum design in Asian contexts is often designed to deliver factual knowledge, 

semantic knowledge, and strategic knowledge by focusing on grammar, rote-learning, 

and teacher-centred teaching in order to pass the exam. Language teachers are required to 

help students’ needs, especially for end-of-semester tests and national examinations. 

Teachers usually give priority to textbooks, exercises drills, and specific grammatical 

points and the classroom is dominated by a teacher-orientated methodology (e.g, Harmer, 

2004; Scotland, 2012; Shawer, 2010). However, the teacher-orientated methodology is 

viewed by some scholars as a negative methodology in regard to the development of 

students’ critical thinking and concept understanding (e.g, Harmer, 2004; Scotland, 2012; 

Shawer, 2010). 

 
 

Studies have found that in East Asian countries such as Singapore, China, Korea, and 

Japan, language students have a negative perception towards their school lives, while 

other students claim that what they have learned has little to do with their future 

professional lives. The prevailing teacher-centred method in Asia is related to the 

regurgitation of facts or rote learning in writing, speaking, and even in a test. Critical and 

independent thinking is rarely considered to be important in language learning (e.g., 

Chin, 2007; Loveless et al., 2006; Yang & Wu, 2012). In some of the studies carried out 

in East Asia, when researchers ask students their personal opinions on certain topics, the 

findings show that the vast majority of students have somewhat identical opinions as they 

have memorized the same formulated answers (e.g., Littlewood, 2007; Sawir, 2005; 

Shawer, 2010). In these Asian countries, language teachers rarely focus on students’ level 

of understanding. Even during feedback session teachers tend to spend much time 

checking whether the latter can produce the right answers instead of helping students to 
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analyze and avoid the problem (e.g., Choi & Lee, 2008; Cohen, 2017; Hardman & A- 

Rahman, 2014). Even though there are negative attitudes of EAL students towards 

teacher-centred instruction from ANNESTs, studies have also found that teacher-centred 

approaches effective in reading, speaking, listening, and writing skills. Teacher-centred 

approaches are good at maintaining classroom attention, providing immediate feedback, 

and evaluating students’ learning progress (e.g., Fraser et al., 2004; Harris, Mishra, & 

Koehler, 2009; O’Sullivan, 2004). 

 
 

In East Asia, the educational system has been heavily influenced by Confucius. 

Confucian teaching methods rely on the cultivation of conscientiousness, benevolence 

(humanism), and the virtue of ethics. Among those doctrines, benevolence or humanism 

is at the heart of the matter. It is believed that human beings are teachable, a goal can be 

fulfilled through individual and collective efforts; and we should respect and help each 

other (Inglehart & Baker, 2006). Over time, East Asia has developed a series of 

systematic educational curricula which enable language teachers to integrate and 

collaborate to a uniform and standard level. These curricula are designed to be flexible 

and are also supported by experts (Snow et al., 2006). Teachers, including language 

teachers, are required to focus on coverage of test teaching due to their Confucian culture 

and mindset. In Asian countries, great value has been put on education; it is believed that 

achieving high scores during tests is a useful gauge to measure an individual’s value. 

This positive mindset drives students to success (Knowles & Kramsch, 2006). Even 

though ability learning is not as required as in other western countries, students in Asia 

are competing to achieve the highest score, whereas, in western countries, students are 

required to carry out more teamwork (Hall et al., 2018). Lee (2008) found that formal 
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school education in Asia is also combined with intensive after-school training and large 

amounts of homework push students to study late into the night. Even though some 

scholars have criticized this kind of teaching approach, it does, however, yield high 

results due to this kind of intensive training (e.g., Bernold, 2005; Crane & Matten, 2010; 

Fan et al, 2017). Nevertheless, some scholars also worry that students’ mental health and 

well-being may be compromised under such high-pressure training. In addition, the lack 

of critical thinking and independent analysis is evident (e.g., Alagozlu, 2007; Huang, 

2005; Husain et al., 2012). When discussing the lack of critical thinking skills and 

independent analysis skills, they usually refer to students' ability to compose 

argumentative essays or participate in academic discussions. Asian students were given 

far less practice at these skills in school in the Asian contexts on the basis of the focus 

on examination-based studies (Shaheen, 2016). In Mulvay’s (2016) study, 300 students 

took part in a survey over six years in two universities in Japan, not a single student was 

instructed or allocated time as to how to write an argumentative essay in either Japanese 

or English at high school. Similarly, in mainland China, education, tends to be teacher- 

centred with large class sizes and student discussion is rarely an option. Rote-learning 

takes precedence over gaining critical thinking and independent analysis skills. 

 
 

In Asian contexts, ANNESTs often focus on explaining grammar and communicating 

with students thanks to the shared first language in the Asian context (e.g., Birello, 2018; 

Ruegg, 2015; Sawir, 2005). Morita’s (2002) study in Japan examined Japanese university 

students' attitudes toward ANNESTs. ANNESTs were preferred to teach grammar 

instruction and literacy skills. In Mahboob’s (2004) study conducted in 

Korea, ANNESTs were respected for their experiences as EAL students, knowledge of 
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grammar and teaching methodology, and ability to answer questions. In Nam’s (2010) 

study in Korea, ANNESTs predominantly applied the grammar-translation method aimed 

to boost students’ test performances, and ANNESTs could effectively use code- 

switching, first language (L1) and second language (L2), enabling students to participate 

in communicative activities. The study showed that in the ANNESTs classes, students 

were able to fully understand English grammar points and reading the material, which 

was essential to exam preparation. In Ma’s (2012) study in Hong Kong, ANNESTs were 

thought to have strong pedagogical strengths as they had received professional 

development training to increase their hands-on and peer-to-peer learning opportunities, 

which were geared to increase teaching quality. However, the ANNESTs also had 

linguistic weaknesses, such as accent issues and lack of capability in teaching culturally 

related idiomatic expressions. In Tan’s (2013) study in Taiwan, the findings revealed that 

184 student participants had less of a preference for ANNESTs, even though ANNESTs 

were perceived to be superior in their proficiency in the students' first language, their 

knowledge of students' learning difficulties, and at communicating in general. In Sung’s 

(2014) report, ANNESTs were perceived by the students to be competent in the teaching 

of grammar and examination strategies, but the perceived weaknesses were concerned 

with the use of relatively traditional teacher-centred teaching methods, their inaccurate 

pronunciation, and lack of western cultural awareness (such as idiomatic expressions). 

 
 

Various contributing factors, such as self-esteem, expectation, perception, and language 

proficiency played play vital roles in the development of each ANNEST's self-concept. 

Lim's (2011) study revealed that teacher-student participants were less aware of the 

importance of professional identity in their home countries, thanks to the course of TESOL 
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programs study overseas, it significantly increased their identity awareness. However, the 

participants' identity was affected by feelings of inferiority to their NESTs counterparts. 

Most participants never thought that they were as competent as NESTs in terms of English 

teaching. In Suzuki’s (2011) study, she found a positive correlation between Japanese 

ANNESTs’ proficiency and self-perceived English proficiency. Higher English 

proficiency can be an indicator of a higher level of overall teaching efficiency. Even 

though Japanese students tend to have a lower engagement in the classroom, Japanese 

ANNESTs demonstrated various strategies to increase their students’ motivation. 

 
 

Another important point was that being a language model and a behavioural role model 

was reflected in their Japanese ANNESTs’ identity. In Lee’s (2016) study, the research 

findings illustrated that the Korean teacher participants integrated their own socio- 

cultural conceptions of teacher identity into teacher training programs, which were 

largely on par with their perceived concepts of what ideal teachers ought to be. The study 

findings also emphasized the importance of ANNESTs’ training programs in establishing 

and reconstructing teacher identities, such as identity-in-discourse, identity-in-practice, 

and the advancement of discipline-specific professional knowledge (e.g., teacher cultural 

and linguistic awareness). Lee (2016) also reiterates that the current native speaker 

preference and dominant trend of pursuing standard English are still ingrained in today’s 

world. Korthagen (2013) found in his study that teachers’ beliefs and identities are 

established through continuous negotiations with external factors, for example, past 

learning experiences, contextual factors such as their teaching environments and 

students’ perceptions towards language learning, and the nationwide English language 

education policy. 
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2.4 Students’ Attitudes towards ANNESTs in the Asian Context 

 

 

The literature concerns not only the different types of teachers in different teaching 

contexts but the attitude of students towards such teachers. Here we concentrate on the 

attitude of students towards ANNESTs. Ling and Braine (2007) carried out a study in 

Hong Kong which explored the attitudes of university students towards ANNESTs. 

Through a questionnaire and interviews, the data showed that students had a favourable 

attitude towards ANNESTs, especially the final year students who showed more 

favourable attitudes than first-year students. This result was similar to what Litowski 

(2016) discovered, namely that when students have come from various disciplines, their 

attitudes might have shifted because of their experiences, some students may have 

become more aware of their prejudice and have been willing to change as they mature. 

 
 

Students’ attitudes towards their class and teachers play an important role in the formal 

language learning process. However, in Asia, the culture of teaching is still 

predominately teacher-centred and test-oriented. Furthermore, students usually have 

limited opportunities to express their opinion and expectations of what a good teacher 

and what good teaching methods are supposed to be (Grant, 2014). According to 

Darling-Hammond et al. (2017), EAL student often mentioned characteristics of an 

effective language teacher are motivation, commitment, a sense of humour, flexibility, 

creativity, and efficiency. Here efficiency refers to a language teacher who fully 

understands the selected subject and is able to deliver the target language effectively. 

Short (2013) examined 150 studies focusing on desirable qualities of a language 
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teacher. He found that the vast majority of the studies included the following traits of a 

desirable language teacher: a) being able to encourage students; b) being 

knowledgeable; c) being clear in delivering the course; d) being prepared, and e) being 

passionate. In addition, students also prefer a language teacher to be spontaneous, 

friendly, and flexible. In another study, Mojavezi and Tamiz (2012) discovered that 

both students and faculty have difference preferences slightly in terms of characteristics 

of a desirable language teacher in terms of efficient instruction. Students put more 

importance on teachers who were knowledgeable, interesting, passionate, and practical 

and they disliked text-book orientated teaching whereas, faculty valued teachers who 

are able to motivate and encourage students. 

 

Furthermore, Gerami and Noordin (2013) carried out a study in Iran with over 75 pre- 

service teacher participants in order to better define an effective language teacher. In 

their study, they claim that an effective language teacher is someone who is able to 

facilitate student-centred learning, and guide students into new ways of thinking. An 

effective language teacher also needs to activate students’ prior knowledge and 

encourage them to reflect on the learning process. Gerami and Noordin (2013) also 

suggested that with the development of technology, an effective language teacher is 

required to be up-to-date with digital advancement in order to cope with the ongoing 

nature of language teaching. 

According to Coskun and Daloglu (2010), their study about language teaching in 

Turkey suggested that an effective language teacher not only requires linguistic 

competence in the target language, but also needs a series of personality traits in terms 

of language teaching, such as tolerance, passion, and responsiveness. The authors also 
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argue that an effective and qualified language teacher should excel in the following 

three fields; the pedagogy, methodology, and psychology in teaching the targeted 

language. Firstly, in terms of pedagogy, as intercultural communicative competence 

comes directly from the language learning process, teaching a language is supposed to 

employ activity-based methods which engage and encourage students to develop 

interpersonal skills. Students obtain language competence by applying the knowledge 

they have learned. As a result, language learning requires teachers to facilitate students 

to understand, link, and respect the culture of the target language. Secondly, 

methodology refers to a series of methods behind language teaching which a language 

teacher uses to assist students in their learning process, namely, the direct method, the 

structured approach, and Suggestopedia, to name but a few. Lastly, educational 

psychology in language teaching plays an important role in students’ learning processes. 

Hung (2015) carried out a study in Taiwan in which he found a strong link among 

students’ learning psychology, context difference, and teachers’ psychology, as there 

are numerous psychological factors involved in a language learning process, such as the 

reason for learning a language, the motivation behind it, and cognitive benefits after and 

during learning a language. 

 
 

2.5 Language Teachers’ Identities 

 

 

The term identity has been discussed in many fields, including linguistics, educational 

psychology, and sociology. The focal point of identity can be regarded as the self. The 

notion of self can be adjusted according to the different social or cultural contexts 

through which individuals adopt their own identities (Kanno & Stuart, 2011). Thus, 
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identities can be regarded as “who you are” and “what meanings someone can assign to 

themselves” (Lee, 2005, p. 21). Identity is also viewed as “how people understand their 

relationship to the world, how that relationship is constructed across time and space, and 

how people want to be perceived” (Norton, 1997, p. 410). In the field of education, a 

teacher’s identity is linked to his or her personal and professional life. There are various 

factors affecting an EAL teacher’s identity, such as English proficiency, EAL students’ 

attitudes, and pedagogical competence (Butler, 2007). Among these factors, the most 

prominent and direct is EAL students’ attitudes towards their language teachers. Identity 

and identity formation are closely intertwined, and much of the literature does not 

distinguish between the two. This review provides some guidelines for answering one of 

the research questions in the thesis: How do ANNESTs reflect on their language 

teaching practice based on EAL students’ attitudes? The TESOL industry in general and 

ELICOS programs, in particular, is a context in which language teachers experience 

different roles at different teaching stages. Teachers set a tone of their classrooms, build 

a warm rapport with students, mentor and nurture students, become role models and 

predict signs of trouble. At this stage, it would be necessary to introduce the researcher 

of the current study: he has been teaching in the ELICOS program for more than eight 

years, he exhibits a special interest in what knowledge ANNESTs should have for 

ELICOS programs, how they should prepare their lesson plans while taking into 

consideration EAL students’ learning habits and cultural backgrounds, and implement 

student-centred strategies in a classroom. All of these elements contribute to the shaping 

of teacher identity. As Jia et al. (2006) argues, identity is not fixed for life but is an 

ongoing, lifelong process in which individuals constantly attempt to strike a balance 

between acceptance and survival. As Giddens (1991) describes “ontological security” as 
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the possession of ‘answers’ to fundamental questions which all human life in some way 

addresses” (p. 47). According to Cerulo (2002), people are able to assign new identities 

to themselves and exhibit self-identification in different social-cultural contexts via 

verbal, written, and body languages. In his theory, he claims that when people join a new 

linguistic and social community, they wish to find a sense of belonging and quite often 

are faced with identity struggles. The researcher for the current study adopts the same 

idea as this research focused on identity struggles of ANNESTs as they respond to the 

attitudes of EAL students in ELICOS programs in Australia. Tajfel (1974, 1981) argues 

that because individuals’ identities come from particular group memberships, individuals 

may choose to shift their group membership to another. Tajfel (1979) claims that 

identity, or a sense of belonging, is regarded as an important source of pride or failure. 

He believes that identity is also linked with values and attitudes as general guidance. If 

they are not satisfied with their new identities, a third space is created. A third space 

consists of two cultures birthing a new identity. It is a space between “former fixed 

territories that the whole body of resistant, hybridisation comes into being in the form of 

fragile syncretism, contrapuntal recombination and acculturation” (Wolf, 2000, p.135). 

 

Teachers’ identities are incorporated with teacher-student interaction and teachers’ 

engagement within an academic community (Piller & Ivanic, 2006). In addition, most 

teachers struggle with the transition from being a teacher-trainee to being a teacher in the 

classroom (Izadinia, 2014). Therefore, it might be hard for an ANNEST to switch from 

teaching in an Asian context to teaching in the Australian context, as the difference in 

social-culture affects a teacher’s sense of self. This would relate to the main research 

question in this study, how the attitudes of EAL students affect a teacher’s sense of self. 
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Akkerman and Meijer (2011) claim that a teacher’s identity is intricately linked with 

what they believe, how they are perceived, and how students’ attitudes can affect their 

identities. 

 
 

Teachers’ reflections have a key effect on their identities because teachers can have a 

deep understanding of self, and how self can integrate into a different context. When 

ANNEST teachers are in tune with who they are and what they can do, during the 

reflection session, the teacher identity process is recognized, and it is even regarded as a 

key element of language teaching (e.g., Beauchamp & Thomas, 2009; Larrivee, 2007; 

Sutherland et al., 2010). When ANNESTs receive negative attitudes from their peers, the 

inferiority affects their identity dramatically (Song, 2016). Take grammar teaching as an 

example, this is an area of strength for ANNESTs (Ma, 2012), yet their grammar 

teaching capability is sometimes labelled as having low-level accuracy (Mahboob, 2010). 

 
 

When researchers move the focal lens towards the attitudes of language students, there is 

an interesting phenomenon in the TESOL industry. EFL students prefer NESTs in their 

own country settings because they perceive that ANNESTs lack language skills and the 

cultural background for English teaching (e.g., Chang & Kanno, 2010; Nazari & 

Allahyar, 2012; Novins et al., 2016), whereas EAL students hold favourable attitudes 

towards ANNESTs even though some shortcoming is found in the latter’s teaching 

(Selvi, 2011). In addition, language students’ age, cultural background, and their 

previous teachers’ country of origin also affect their attitudes towards their language 

teachers. 

Currently, there are a large number of studies that have focused on the comparison of 
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ANNESTs, NESTs, and ANNEST trainees. In terms of ANNESTs’ identity formation, 

there is an overwhelming amount of research on new language teachers in non-English- 

speaking countries, yet only a few focused on ANNESTs in English-speaking countries, 

especially ANNESTs in ELICOS programs. This highlights the importance of gaining 

insight into how ANNESTs challenge themselves and construct their identities based on 

the attitudes of EAL students in ELICOS programs in Australia. The following chapter 

presents the research methods undertaken for this study. 
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Chapter 3 Methodology 

 

 
Employing appropriate research methods was vital to answer: 

 

 

Question 1 - What are EAL students’ attitudes towards ANNESTs in ELICOS programs 

in Australia? 

Question 2 - How do ANNESTs reflect on their language teaching practice based on 

EAL students’ attitudes? 

 

To answer the research questions, a case study research design was adopted. In this 

chapter, firstly the research design and approach are explained. Following this, the 

research participants are described and the data collection instruments, the data analysis 

methods and ethical considerations approved by the Griffith University Human Research 

Committee are presented. Finally, the limitations of the study are pointed out. 

 
 

3.1 Research Design and Approach – Case Study 

 

 
Various scholars have defined a case study in various ways. According to Yin (2009), a case 

study is “an empirical inquiry that investigates a contemporary phenomenon in depth and 

within its real-life context” (p. 18). A case study for Denscombe (2010) is “a research 

approach in which one or few instances of a phenomenon are studied in depth" (p. 52). A 

case study generally comprises examining a single case which has already exists to 

identify and separate a bounded system from other similar objects, be they a 

phenomenon, an organisation, a place or an individual (Yin, 2014). Eisenhardt and 

Graebner (2007) explains further that a single-case study can help describing an existing 
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phenomenon. Cousin (2005) claims that case study research examines and interprets a 

scenario with an attempt to understand that ad hoc scenario. Thus, the case study 

researcher has to portray the case so that the reader gets a compressive picture of the 

scenario (Harland, 2014; Cousin, 2005). In the same vein, Cousin (2005) believes that a 

case study is a way of depicting the visual concept of the case it examines. 

 
 

Within case study methods, they are generally used to explore and analyse one particular 

case of a phenomenon. In terms of the definition of a case of a case study, Gerring (2007) 

claims that a case implies “a spatially delimited phenomenon or a unit observed at a single 

point in time or over some period of time” (p. 19) or as a “spatially or temporally delimited 

phenom-enon” (p. 211). Gerring (2007) also explains that a case can be of different sizes 

depending on the object of the case study, it can be an individual, a family, a social group, 

a country, or a phenomenon. The phenomenon for a case study may entirely dependent on 

the objective of the researcher. According to Gerring (2007), the phenomenon for a case 

study could be possibly examined within the boundaries required by an investigation. 

Various types of cases can be chosen depending on the purpose of research (Bryman 

 

& Bell, 2011). Similarly, Crowe, Cresswell, Robertson, Huby, Avery, and Sheikh (2011) 

argue that there is a myriad of ways of defining a case study, but there seems to be a 

general consensus that it is an in-depth exploration of a phenomenon in a real-life context. 

Thus, instead of producing statistical preventiveness, the case study case provides an 

opportunity to investigate a phenomenon within a certain context and therefore yield a 

valuable insight of a case related to its context (Halinen & Törnroos, 2005). Yet, case study 

research is generally not used to explore generalised truth, but rather, it primarily focuses 

on exploration and description of a phenomenon, and case studies are often used to answer 
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questions of how or why (Yin, 2014). In the current study, the researcher primarily 

explores a central phenomenon as a case of how ANNESTs reflect on their language 

teaching practice based on EAL students’ attitudes based on EAL students’ attitudes in a 

language school in South East Queensland. In this study, the case was the phenomenon of 

students' attitudes towards the ANNESTs and ANNESTs' reflection on their attitudes. 

 
 

There are three stages involved in the data collection process. In Stage One, the 

questionnaire was used to obtain brief information about EAL students’ attitudes towards 

ANNESTs in terms of their English instruction in the ELICOS program; in Stage Two, 

semi-structured interviews with EAL student participants were carried out to ask the 

participants to elaborate their choices further, with the duration of the semi-structured 

interview being about 15 minutes; and in stage three, semi-structured interviews with 

ANNEST participants were conducted to explore how ANNESTs reflect on their 

language teaching practice based on EAL students’ attitudes, and the duration of the 

semi-structured interview again was about 15 minutes (see details in Section 3.2). 

 
 

3.2 Participant Sampling and Recruitment 

 

As the researcher is familiar with the teaching system and educational culture in a 

language institute where he works and has experienced it himself as an ANNEST in the 

Australian context, he chooses the language institute where he is currently working and 

adopts purposive sampling for the present study. He chooses the language institute where 

he is currently working for the present study. According to Giordano (2015), choosing a 

research site often involves opportunism and, to a certain degree, this is true for this 

study. As an English teacher, the researcher is able to gain access to the site and talks 
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with staff members and students. Hereby possible ethical challenges may occur, when 

conducting research with student participants and colleague participants in the ELICOS 

program. 

 
 

Towards potential student participants, teacher researchers may create undue influences 

and power imbalances which could affect the voluntary nature of participation (including 

the right to refuse without any form repercussion) (Putten & Nolen, 2007). Central to 

conducting ethical teacher-student research is the asymmetrical power relation between 

two parties. According to Borg (2010), the issues of teacher authority looms large in 

research projects as they carry out research on generally powerless student participants 

(Erickson, 2006). In addition, potential student participants may feel torn between the 

professional demands and reluctances in participating in the project (Yee & Andrews, 

2006). Thus, this asymmetrical power relation between the teacher researcher and student 

participants may give rise to ethical issues, and thus the findings are not valid. 

 
 

To eliminate any potential ethical violation of the imbalanced power between the teacher 

researcher and student participants, the researcher follows the guidance of Ethics Manual 

endorsed by Griffith University, Booklet 27, regarding unequal relationships and human 

research: 

 
 

“For a number of reasons, a potential participant might perceive a body or 

someone else with authority over them as sponsoring or facilitating a research 

project. If such a perception exists, any impacts (e.g. on the voluntary nature of 

participation, confidentiality, or risks) must be managed in a similar manner to 



39  

the approach used for unequal relationships between the researcher and potential 

participant” (See Appendix F). 

 
 

Before the commencement of the study, the researcher informally contacted 13 ELICOS 

English schools in this city in South East Queensland to determine the number of 

ANNESTs in each language institute. These enquiries revealed there are very few 

ANNESTs employed in this region. Fortunately, there are three ANNESTs employed at 

one language institute where the researcher works, and which was selected as the study 

site. The pre-existing relationships can reduce the time taken to establish a rapport 

between researchers and informants, it can also enable the interview to move forward 

to a shared dialogue process (McConnell-Henry et al., 2010). However, to maintain an 

objective stance and to avoid any ethical conflicts, an ethical acknowledgement needs 

to be embedded in the recruitment process to address any perception of pressure or 

coercion (McDermid et al., 2014). Care was in place not to impose any pressure or 

expectation on colleagues to take part in the current study, and it was reiterated that the 

nature of the participation was voluntary, and withdraw was made available without 

any future repercussion (Putten & Nolen, 2007). 

Purposive sampling, commonly referred to as judgmental or expert samples, is a type of 

non-probability method often used in qualitative research. According to Hansen (2005), 

purposive sampling involves selecting members of a research population to represent a 

location or type in relation to a criterion relevant to the issue under investigation. In this 

study, the central theme was how ANNESTs reflect on their language teaching practice 

based on EAL students’ attitudes in the Australian context. Thus, the focus for recruiting 

potential student participants was to select students who had experienced learning from 
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ANNESTs in the ELICOS program in Australia. In addition to the students, the 

ANNEST participants were members of the ELICOS program teaching team. 

 
Purposive sampling was appropriate for this study because it was a convenient method to 

select a research sample and random sampling would not have produced the required 

units of analysis (Wu et al., 2014). Two types of purposive sampling were used in this 

study, namely heterogeneous sampling and homogenous purposive sampling. A 

heterogeneous sample is also known as a maximum variation of purposive sampling. The 

aim of this type of sampling is to gain insights into the event or phenomenon (Tongco, 

2007). Thus, when conducting a survey about the attitudes of EAL students towards 

ANNESTs, the researcher needed to ensure that as many EAL students as possible from 

various cultural backgrounds were surveyed in order to establish a robust view of the 

matter. Homogenous sampling is based on a shared characteristic or set of characteristics 

(Ashley, 2017). When exploring how ANNESTs reflect on their language teaching 

practice based on EAL students’ attitudes, the researcher interviewed teachers from 

Asian backgrounds. This is a homogenous sample selected on the grounds of race. 

 

Apart from the preliminary criteria of recruiting EAL students from various cultural and 

educational backgrounds, it was important to consider if there were additional criteria 

that needed to be included to make the sample suitable. This was one of the important 

phases to screen participants, and since the study was about the attitudes of EAL students 

towards ANNESTs and how ANNESTs reflect on their language teaching practice based 

on EAL students’ attitudes, only those who had learning experiences with ANNESTs 

were considered. Student participant pre-screening was conducted in May 2018; the 

researcher found that one upper-intermediate class was appropriate as the students were 
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likely to meet the selection criteria. 

 

 

3.2.1 The first group of student participants for the survey 

 

 

During the time of the study, 17 EAL students in the upper-intermediate class had 

experienced learning from ANNESTs in the ELICOS program. Students from various 

countries come to Australia to improve their general English to build communicative 

skills, reading techniques, written capabilities and listening comprehension. The students 

in the upper-intermediate class were asked verbally whether they felt comfortable to take 

part in two phases of the study; the first phase was the survey. 17 students expressed their 

interest to take part in the first stage of the survey, and after the survey, six students 

approached the researcher and indicated that they wished to take part in the semi- 

structured interviews to be held in the second phase. 

 
3.2.2 The second group of student participants for the interviews 

 
 

Recruitment of participants for semi-structured interviews continued after 17 student 

participants completed their survey in the first stage. As part of the introductory 

information on the questionnaire, there was an important notice section (see Appendix B) 

informing the respondents that the researcher would like to contact them to verify the 

authenticity of the responses to the open-ended questions. If they wished to take part in 

this process, they were asked to leave their names, email addresses, contact numbers, and 

the best time to contact them. Six students indicated their willingness to take part in the 

semi-structured interview for about 15 minutes in the second stage. One student 

withdrew due to personal issues, and the final number of student participants for the 
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semi-structured interviews was five (N=5). All the student participants had been studying 

English for more than ten years in their own countries, and they could voice their 

opinions freely in English about their learning experiences. 

 
 

For the semi-structured interviews, to protect the participants’ privacy and 

confidentiality, pseudonyms were used. Pseudonyms are commonly used in social 

research and are they are often chosen according to participants’ ethnicity to provide 

transparency when the pseudonyms are given (Grinyer, 2009). For example, ‘Gustavo’ 

was allocated to the first student participant, as ‘Gustavo’ is a typical Brazilian name. 

 
 

The detailed demographic features of the student participants are outlined in Table 3.1. 

Table 3.1 Demographics of the Student Participants 

 

 
 

No. 

 
 

Pseudonym 

 
 

Nationality 

 
 

Age 

 
 

Gender 

Years of 

learning 

English 

EAL student 

 

participant 1 

 

Gustavo 

 

Brazilian 

 

34 

 

Male 

 

13 

EAL student 

 

participant 2 

 

Marcel 

 

Brazilian 

 

30 

 

Male 

 

12 

EAL student 

 

participant 3 

 

Danson 

 

Chinese 

 

24 

 

Male 

 

11 

EAL student 

 

participant 4 

 

Diana 

 

Colombian 

 

31 

 

Female 

 

11 
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EAL student 

 

participant 5 

 

Anna 

 

Mexico 

 

32 

 

Female 

 

10 

 

 

3.2.3 The third group of ANNEST participants for the interviews 

 

 

There were three ANNESTs at the same language institute where the researcher worked. 

The researcher approached them and asked verbally whether they felt comfortable to take 

part in this phase of the study. All three ANNESTs agreed to take part in the semi- 

structured interviews. All three participants had experienced teaching general English in 

the ELICOS program. At the time they were interviewed, the three participants were co- 

teaching one upper-intermediate class. One participant was teaching a two-hour 

compulsory core-class, another participant was teaching an optional one-hour grammar 

class, and the last participant was teaching an optional one-hour vocabulary class. The 

ANNESTs’ were also given pseudonymous to protect their privacy. For example, ‘Min’ 

was allocated as a pseudonym for an ANNEST participant to represent his cultural 

background (see Table 3.2). The three participants all had teaching experience in Asian 

countries and in Australia. The detailed demographic features of the ANNEST 

participants are outlined in Table 3.2. 

 
 

Table 3.2 

 

Demographics of the ANNEST Participants 
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No. 

 

 

 

 

Pseudonym 

 

 

 

 

Nationality 

 

 

 

 

Age 

 

 

 

 

Gender 

Years of 

teaching in 

Non- 

English- 

speaking 

country 

 
 

Years of 

teaching 

in   

Australia 

ANNEST 1 Min Korean 40 Male 6 10 

ANNEST 2 Shi Yi Chinese 33 Female 1 5 

ANNEST 3 Mike Chinese 44 Male 5 12 

 

 

The first participant, Min, had worked for six years as an English teacher in Korea. He 

came to Australia immediately after he completed his Master’s degree in TESOL in 

South Korea. The second participant, Shi Yi, came from China. She completed a 

Bachelor in TESOL in China. She has been teaching in Australia for five years. And the 

third participant, Mike, also came from China. He has been teaching English for 12 years 

in Australia and had taught English for five years in China. 

 

 

3.3 Data Collection Tools 

 

 

A case study requires a set of systematic steps that the researcher employs to focus on the 

research questions and ensure the collected data is valid and reliable. It is important to 

follow systematic, explicit field procedures (Ping, 2004). The procedure for the current 

study entailed a set of processes to enhance the validity of the study: using the 

questionnaire survey results to explore EAL students’ attitudes, using a semi-structured 
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interview to obtain in-depth responses, using Dragon Naturally Speaking voice-to-text 

recognition program to catch any nuances of the data, and examining the data by reading 

and rereading the recorded interview transcripts. 

 
 

The research procedures comprised two data collection tools: a questionnaire and semi- 

structured interviews; and a three-stage data-collection process: student-participant 

survey, student participant interviews, and ANNEST participant interviews. 

 
 

3.3.1 Questionnaire 

 
 

In collecting quantitative data, a personal background survey and Likert-scale statements 

were used to gauge students’ attitudes towards ANNESTs. Questionnaires containing a 

set of questions related to the study were conducted, and the questions allowed the 

researcher to gather data, which can be used to respond to the research questions. When 

designing the Likert-scale statements regarding the participants’ attitudes towards 

ANNESTs, the researcher adopted a design recommended by Wu (2009). Wu’s (2009) 

study examined the attitudes of 109 Taiwanese students towards NESTs and ANNESTs 

in Taiwan where ANNESTs refer to Taiwanese English teachers. Since Wu only 

emphasised attitudes of EAL students in their own country, some modifications needed 

to be made to the questionnaire to meet the purpose of this study undertaken in Australia, 

such as “How much do you agree that ANNESTs incorporate Australian culture elements 

in the class to help you understand more about Australian cultural value?” and “How 

much do you believe that ANNESTs introduce Australian idiomatic expressions in the 

class?” (see Appendix B). 



46  

In the first section of the questionnaire, there were eight checklist questions regarding 

EAL students’ individual backgrounds, such as cultural backgrounds and current English 

levels. In the second section of the questionnaire, there were seven Likert-scale 

statements relating to students’ personal experiences with ANNESTs. In the third section, 

there were 18 statements related to the attitudes of EAL students towards ANNESTs 

regarding effective teaching methodology, such as spoken English, writing, grammar 

competency, idiomatic skills, and personal attributes. In the third section, there were four 

statements relating to the learner’s overall preferences (see Appendix B: Student 

Questionnaire). The Likert-type scale survey consisted of four level items, (1) Strongly 

Disagree, (2) Disagree, (3) Agree, and (4) Strongly Agree. The researcher adopted Wu’s 

(2009) Likert-scale statements survey to examine EAL students’ attitudes towards their 

ANNESTs’ teaching performance. As Wu (2009) mentions, Likert-scale statements can 

be effective in eliciting participants’ opinions and can also identify respondents’ attitudes 

across the cultural continuum. With a Likert-scale statement, there is no right or wrong 

answer, which is the reason to adopt the case study to seek further explanation from the 

participants regarding their responses. 

 
 

3.3.2 Semi-structured interviews 

 
 

The semi-structured interviews were designed to explore further EAL students’ attitudes 

and how ANNESTs reflect on their language teaching practice based on EAL students’ 

attitudes. Semi-structured interviews are useful for researchers to gain insights into 

participants’ preferences and attitudes due to the flexible interview style, and they allow 

time to further investigate the issues under examination (e.g., Adams, 2015; Cohen et 
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al., 2006; Yu, 2018). The researcher also needs to ensure that each interviewee is asked 

similar questions and that the questions focus on the key research concepts. When 

conducting semi-structured interviews, skills and experience are required to be an 

effective interviewer, and an amicable rapport with individual respondents also needs to 

be established. Furthermore, respondents need to trust the interviewer to be objective, so 

they feel comfortable expressing their opinions, true feelings, and rationale behind each 

decision. It is important that the interviewer maintained a non-judgmental stance during 

the whole process. The researcher also needs to be conscious of how to approach the 

participants and how to pursue appropriate lines of inquiry for investigative interviews 

(Doody & Bailey, 2016). 

 
 

The semi-structured interview questions for EAL student participants were formulated by 

using the students’ survey results. There are three sections involved in the semi- 

structured student interviews. Section one focused on what EAL students’ attitudes are 

towards ANNESTs in terms of classroom teaching in general; section two focused on 

EAL students’ evaluation on teachers’ overall performances, such as spoken English, 

writing, grammar competency, idiomatic skills, and personal attributes; and section three 

focused on the students’ overall preference (see Appendix C: semi-structured questions 

for EAL student participants). The semi-structured interview questions for ANNEST 

participants covered both ANNESTs’ past teaching experience in their own country and 

their current teaching experience in ELICOS programs in Australia (see Appendix D: 

Questions for ANNEST participants). 

 
 

There were three stages of data collection involved in the study. These stages are 
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presented in the sub-section that follows. 

 

 

3.4 Data Collection Procedure 

 

 

3.4.1 Stage One – student-participant survey 

 

 

In Stage One the questionnaire was used to obtain brief information about EAL students’ 

attitudes towards ANNESTs in terms of their English instruction in the ELICOS 

program. The researcher presented 17 students with the Research Project Information – 

Survey for them to consider if they were agreeable to the conditions of their involvement. 

The researcher also indicated that if anyone was willing to participate in the interview, 

they should indicate their interest by providing contact details on the last page of the 

survey. The students understood that their participation in this research was voluntary 

and they were free to withdraw at any time, without explanation or penalty. If they 

decided to withdraw from the study, this would not affect their study in any way in that 

language institute nor their relationship with Griffith University. 17 students expressed 

their interest to take part in the survey, but only 15 students completed the survey and 

handed back the survey upon completion. The final number of student participants was 

15 (N=15), and six students expressed their interests to participate in the next round 

semi-structured interviews, one student withdrew due to personal issues, so the final 

number of student participants for the semi-structured interviews was five (N=5). 

 

 
In Stage One, a questionnaire was adapted and implemented based on Wu’s (2009) 

research recommendation (Appendix B). According to Yin (2009), surveys entail the 
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collection of data at a single point in time from a group of participants selected from a 

specific population. This method is often used to document particular characteristics in 

a population, such as attitudes or beliefs. Each participant was asked to respond to 

exactly the same set of questions in a predetermined order about their attitudes from a 

large number of participants. The aim of the questionnaire was to explore students’ 

attitudes towards ANNESTs’ proficiency in language instruction. In addition, the 

objective of using the results derived from the questionnaire was to formulate Stage 

Two semi-structured interviews and to respond to Research Question 1. 

 
 

There are a number of advantages in using a questionnaire survey in a case study. 

Survey results can be used as an additional source of evidence to enhance research 

findings, and require less time for data collection and analysis compared to qualitative 

methods (Creswell, 2014; Gillham, 2000; Schutt, 2006). In light of the provided 

advantages, minimising possible disadvantageous aspects is important to avoid poor 

questionnaire design, errors in sampling, and low response rates. To address these 

issues, the questionnaire design and validation were followed by Wu’s (2009) 

recommendation. To ensure the possibility of a high response rate, the researcher 

distributed the questionnaire when the students were in class. These procedures and 

ethical concerns were described in further detail in section 3.2.1. 

 
 

The questionnaire in the study was used to collect information about EAL students’ 

attitudes towards ANNESTs. Using Likert scaling in social research questionnaires is 

appropriate to gauge attitudes and beliefs regarding social concepts and practices 

(Guthrie, 2010). In this study, the researcher removed the “neutral” position in the 
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point Likert scale, but included the following four scales: Strongly Agree, Agree, 

Disagree, and Strongly Disagree as the “neutral” position may enable them not to have 

an opinion. According to (Krosnick, 2002), the choice of a neutral position may 

indicate an unwillingness to make a situational decision that involves diminishing or 

losing one quality. The four-point Likert scale prompts participants to make a choice 

that is either agree or disagree without a middle position. This research approach 

combined with a semi-structured interview often yields more explicate response and 

actionable insights. In the next stage, Stage Two, the researcher formulated pre- 

interview questions to have a number of areas to be sure to be addressed. 

 
 

3.4.2 Stage Two – student-participant interviews 

 

 

Five students (N=5) from those who indicated their interest to participate in the 

interviews took part in the second stage of the study. Before the interviews, the selected 

student participants were presented with the Research Project Information – Interview for 

them to consider if they agreed with the conditions of their involvement. The researcher 

and student participants negotiated mutually suitable times for the face-to-face voice- 

recorded interviews to be conducted after the consent was signed. The students 

understood that their participation in this research was voluntary and they were free to 

withdraw at any time, without explanation or penalty. If they decided to withdraw from 

the study, this would not affect their study in any way in that language institute nor their 

relationship with Griffith University. 

 
 

Semi-structured, in-depth interviews are frequently used to explore people’s attitudes, 
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perspective and beliefs. In-depth interviews should be personal and intimate encounters 

in which 'open, direct, verbal questions are used to make explicit their opinions ' 

(DiCicco-Bloom & Crabtree, 2006). 

 
 

In order to further explore students’ attitudes towards ANNESTs’, and how ANNESTs 

reflect on students’ attitudes, the researcher carried out semi-structured interviews so as 

to respond to both research questions. Semi-structured interviews are the most commonly 

used data collection method is phenomenon-graphic studies. The flexible structure of the 

interview enables researchers to encourage the participants to elaborate their views in 

their own terms (Yin, 2003). Becher and Trowler (2001) also point out that semi- 

structured interviews would better suit the nature of most humanities disciplines, the 

interviewer has a pre-designed interview schedule, in which a general list of questions 

are included, but the researcher allows the participants’ discussion and interests to 

control the order and form in order to have those points discussed. However, Ashworth 

and Lucas (2000) warn that researchers in phenomenon-graphic interviews must put 

aside their opinions and only focus on participants’ points of view. If objective data 

cannot be obtained, then the overall outcomes of the research will be problematic. 

 
 

3.4.3 Stage Three – ANNEST-participant interviews 

 

 
All three ANNESTs were informed of the objectives of the research (see Appendix A 

consent form), and their consent was sought accordingly (see Appendix A consent form). 

The researcher negotiated a mutually suitable time for face-to-face voice-recorded 

interviews to be conducted. The teacher participants understood that their participation in 

this research was voluntary and they were free to withdraw at any time, without 
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explanation or penalty. If they decided to withdraw from the study, this would not affect 

their relationship with Griffith University. 

 
 

3.5 Data Analysis 

 

 
3.5.1 Analysis of survey data 

 

 

The survey data was analysed using Microsoft Excel software. 17 students took part in 

the questionnaire survey, and 15 students returned the survey. The researcher entered the 

data into a Microsoft Excel spreadsheet. The responses from each participant for each 

item were recorded as a numerical value of one under the relevant Likert-scale. For 

example, the researcher entered one when one student participant chose strongly agree 

(4) for item (1) ANNESTs use rote-learning approach in the classroom, and then the 

entry was changed to two if two participants chose strongly agree, and so on. 

 
 

3.5.2 Analysis of interview data 

 

 

In this study, to search for themes in the written data, the researcher examined the 

transcribed texts and marked repeated phrases from the recorded data with different 

coloured highlights. According to Power (2004), when the researcher listens to long 

stretches of the interview, he can identify the links between ideas embedded in a 

network, and he found that repetition is easy to identify in the text. Similarly, in Strauss’ 

(1992) study, he carried out in-depth interviews with a blue-collar worker in a company 

in Connecticut. The blue-collar worker referred again and again to someone who was 

being greedy, pretentious, and money-centred. Strauss indicated that these repeated ideas 
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were important themes in the blue-collar worker’s life. Strauss then wrote down these 

repeated words and connected them to find how these ideas were related. By repeatedly 

reviewing the transcriptions while listening to the recorded audio data, researchers are 

able to clearly identify particular instances which can lead to a detailed examination of 

the content (Livesey, 2010). The coding process in the current study comprised of two 

sets of codes for the themes identified: students’ attitudes and ANNESTs reflection on 

their language teaching practice based on EAL students’ attitudes. 

 
 

3.5.2.1 Interview transcription 

 

 

The transcription process involved two steps, and these were during-the-interview 

transcription and post-interview transcription. During the interview, a microphone was 

connected to a laptop, and the sound wave was simultaneously transcribed to text by 

applying Dragon Naturally Speaking, which automatically saved the audio and text 

transcripts of the dictation into a Microsoft Word document. After the interview, 

automatic text transcript was double checked by the researcher to confirm the accuracy of 

the during-the-interview transcriptions for further analysis. Firstly, each interview was 

recorded using Dragon Naturally Speaking software, and then the Microsoft Word 

program was used to record the unit of analysis. The researcher created three subfolders 

for each participant: the semi-structured interview word document file; the semi- 

structured interview Mp3 file, and the informed consent forms. After the interview 

recordings were transcribed, copies were printed and provided to each respective 

participant for their future reference. 
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Analysis of interview data involved searching for themes and coding the themes. The 

researcher read and reread the transcriptions to establish emerging themes for each 

research question and gain a deep understanding of participants’ attitudes. The themes 

were coded to identify any similarities and differences between each participant further. 

Examples of individual units of analysis were produced under the pseudonyms in order to 

protect the participants’ privacy and to cross-reference. 

 
 

3.5.2.2 Coding 

 

 

In order to recognise the themes, a coding technique was used in the study. Coding can 

help make messy transcripts measurable; it comprises identifying and categorising the 

transcribed text into a unit of text that carries the same meaning. Coding constitutes 

words, phrases, or paragraphs (Cohen et al., 2007). Wong (2008) puts forwards three 

categories for analysing themes. First of all, he claims that themes are discoverable by 

showing repeated expressions in data. Furthermore, these expressions are evident and 

culturally agreed on, and some of these expressions are subtle or even symbolic. Lastly, 

cultural systems consist of a series of interconnected themes. 

 

In order to respond to the research questions through an analytical process, coding, the 

researcher divided the coding process into five stages, namely the preparation stage, the 

pre-coding stage, the preliminary jottings stage, the focused coding stage, and the 

theoretical coding stage. 

 
 

At the preparation stage, after the recorded sound wave was transcribed to text by 

applying Dragon Naturally Speaking, which saved the audio and text transcripts of the 
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dictation into a Microsoft Word document (See Section 3.5.2.1). The researcher edited 

the transcript in double-spaced format on the left half or left two-thirds of the page, 

keeping a wide right-hand margin for writing codes and notes. At the pre-coding stage, 

the researcher circled and highlighted participant quotes or passages whether they were 

related to students’ attitudes or teachers’ reflections. Creswell et al. (2007) advises that 

such quotes found in data can be simultaneously construed as quotes for later retrieval, 

and served as evidentiary examples for findings and discussion sections. At the 

preliminary jottings stage, the researcher jotted down notes regarding positive or 

negative students’ attitudes or notes regarding teachers’ reflection on their teaching 

practices on the right-hand margin. Liamputtong and Ezzy (2005) suggest those 

analytic memos or entry do not have to be accurate or final at this stage, and they are 

just regarded as analytic consideration while the coding process progresses. 

Liamputtong and Ezzy (2005) also recommend not to abbreviate or truncate those code 

words or phrases, otherwise this approach will make the decoding processes harder at 

the data analysis stage. After the preliminary jotting stage, the researcher reflected by 

means of the writing of analytical memos in order to identify emerging new themes. 

According to Saldaña (2013), preliminary codes and themes found may change as the 

analysis process progresses. At the focused coding stage, the researcher attempted to 

identify the most frequent or significant codes in order to establish various prominent 

themes. Saldaña (2013) suggests that those themes may not always have well-defined 

boundaries and the codes in specific category may have various levels of belongs. 

Finally, at the theoretical coding stage, in order to address the how and why questions 

regarding the case phenomenon. The researcher selected the theoretical codes to cover 

all the themes. The central theme of the study is students’ attitudes and teachers’ 
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reflections. 

 

 

Coding for the five EAL student participants’ interviews focused on their general 

impression of ANNESTs’ teaching methods and their attitudes towards ANNESTs in 

terms of classroom teaching were examined repeatedly. Specific data relating to 

various themes were discussed using the pseudonyms to protect the EAL student 

participants’ privacy, namely students’ learning experiences, teachers’ language 

instruction (spoken English, writing, vocabulary, culture, grammar and aspects of 

language teaching), and the overall attitudes of students. 

 

 
Coding for the ANNEST interviews focused on the similarities and differences of 

ANNESTs’ teaching methods in both EFL and EAL contexts. Coding relating to 

challenges derived from student evaluations in the ELICOS programs in Australia were 

reviewed repeatedly. Specific data relating to individual units of analysis were discussed 

using the pseudonyms to protect the ANNEST participants’ privacy, namely self-esteem 

informal English teaching and accented pronunciation issues. It is interesting to note 

that identities shifting phenomenon was identified in the study. 

 
 

When working with recorded interview data, the researcher experienced weak analysis 

issues at the initial thematic analysis stage. Initially, the researcher failed to capture the 

majority of the data and provide a rich interpretation. For example, to begin with, the 

researcher only used one or two excerpts to determine the theme instead of linking all the 

repeating words or phrases. This situation appeared to be what Foster and Parker (1995, 

p.204) have described as “a deliberate and self-consciously artful creation by the 
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researcher”. Bryman (1988) has referred to it as ‘anecdotalism’ in qualitative research 

when only one or two examples of the phenomenon are put into a theme. The researcher 

went through several stages of thorough checking the transcriptions and noted some 

repeated words in the transcripts to find revealing and overarching themes. 

 
 

There are seven steps involved in the coding process, namely 1) in vivo coding, 2) 

process coding, 

 
 

The coding of the interviews was completed manually, using a table with specific code 

abbreviations. Table 3.3 provides an example of the analysis of an extract from 

Gustavo’s interview. 

 

Excerpt: Gustavo’s interview transcript. 

 

Interviewer: Could you tell me something about your learning experience so far? 

Gustavo: So far so good, I like my teacher, they always motivate me. I feel good because 

I was shy. When they motivate me, I feel they look after me. 

 

Interviewer: How did your teacher motivate you then? 

 

Gustavo: My teacher used his personal story to motivate us when he explained some new 

words to us. I like this way; I learn easily I don’t have shy anymore. 

Interviewer: What kind of personal stories? 

 

Gustavo: Teachers personal learning stories; you need to go to university and study hard. 

 

 

 

 

 
Table 3.3 An Example of the Coding Process 
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Gustavo’ attitudes towards ANNESTs 

 

Lines 

Learning 

 

experience 

 

Teaching 

 

Attitudes 

 

Comments 

 

 
 

17-23 

• motivate me 

 

• feel good 

• look after 

me 

 
 

• Personal story 
 

• explained some 
new words 

 

 
Positive 

 
 

• positive about 

• motivation 

• personal 

stories; 

 

 

 

 

As can be seen from the except, Gustavo repeated phrases, such as “motivate and 

personal stories” in his interview when he elaborated his learning experience. Code 

“Motivate” was assigned to the word “motivate” and “Personal story” was assigned to 

the phrase “personal stories” (See Appendix E). 

 
 

3.6 Ethical Considerations 

 

 

In order to ensure the entire study was conducted in a professional fashion and with 

integrity, standards of research conduct were established (Shamoo & Resnik, 2009). This 

entailed seeking participants’ consent, protecting their privacy and maintaining their 

confidentiality in relation to their participation in the study. Full ethics approval for the 

study was granted on the 5th September, 2018, from the Griffith University Research 

Ethics Committee (Reference number: GU Ref No: 2018/637). 

 
 

Consent for both the questionnaire survey and the interview questions comprised of both 



59  

verbal and written explanations of the purpose of the case study. In order to protect 

participants’ confidentiality, participants’ real identities were disguised by pseudonyms. 

All the paper signed consent forms were labelled and filed in a secured locked drawer. 

All electronic data has been password protected using the Winzip software program. The 

participants were also informed as to how the data would be collected and used. The first 

cover page for both the questionnaire and interview (see Appendix A) indicated that 

participation was voluntary, participants would remain anonymous, and they could 

withdraw at any time without any penalty. Contact details for the researcher, his 

supervisors, and the Ethics Committee of the University were provided to the 

participants. 

 
 

3.7 Insider Bias 

 

 

3.7.1 Being an insider researcher 

 

 

As an insider researcher, one needs to take serious precautions to prevent bias. 

Otherwise, the critical needs of the study will not be met. During the research process, 

the researcher needs to maintain an objective status in collecting the data. Costley et al. 

(2014) put forward three key points to being an insider-researcher: the first point is to 

have a deep understanding of the group being studied, in the light of the existing identity, 

the researcher himself collects and analyses the date through a first-person’s point of 

view; the second point is that having a good rapport will put the participants at ease so 

they are less likely to feel hesitant to voice the issues and their opinions; and the third 

point is to have a smooth social interaction. However, the researcher also needs to be 
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aware of the subjective descriptions of the participants that can sometimes be intrinsic. 

 

 

As to the status of an insider, the participants and the researcher share common ground, 

such as a shared school culture, and the sense of shared culture helps establish a good 

rapport and openness when carrying out a research project (Sekaran & Bougie, 2016). 

For example, teacher researchers exchange greetings with other colleges and students in 

the same school on a daily basis and share teaching and learning perspectives. This daily 

routine increases the opportunity for a researcher to gain trust in the school setting. 

However, Breen (2007) mentions that insider researchers have the proclivity to be biased 

due to the teacher-researcher status. To reduce any potential confusion regarding the 

researcher’s role, the researcher approached his two academic supervisors for advice. 

Both supervisors are experienced in qualitative and quantitative methodologies and 

provided outsider perspectives as they were not members of the school. Enlisting their 

assistance, helped the researcher clarify his role in the research process. 

 
 

As can be seen, while there are various advantages of being an insider researcher, there 

are also a number of drawbacks. A case in point of drawback was the issue of familiarity. 

Insider researchers may have a better understanding of the given social setting due to 

their familiarised context; and they are aware of the nuances and subtleties of the social 

events and situations (Taylor, 2011). In light of the researcher’s prior knowledge of the 

research setting, incorrect assumptions can be made unconsciously (Dwyer & Buckle, 

2017). In the educational context, research involves human beings and their behaviour 

and these features add to a broad spectrum of perspectives in the research process, and 

the researcher’s own perspective (Blythe et al., 2013). 
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3.7.2 Objectivity in reporting 

 

 

In the case study, interviews between participants and the researcher were part of the 

data-collection process. Researcher value-laden input, familiarity with the research 

setting, and the insider researcher stance could cause bias in objective reporting. 

According to Georgiou et al. (1996), the interpretation made by the researcher through an 

interview cannot be verified if the participant is self-conscious, but they claimed that a 

possible conclusion can be made when both statements of factual and non- factual factors 

are combined. 

 
 

According to Schutz (1998), a sociologist from the mid-twentieth century, unlike objects 

in the natural sciences, participants in social research are active, sense-making human 

beings, who are involved in interpreting meaning with the researcher. As mentioned 

above, in this study the researcher was also an active interpreter of the collected data. As 

a consequence, the researcher needed to acknowledge his objectively interpretative role 

when examining the data. Jackson et al. (2007) mentioned that objectivity in qualitative 

researcher is a double-edged sword. It is indeed a complicated situation, and even logical 

positivists cannot often fathom this notion. Thus, cross-checking can limit bias and 

therefore, after the researcher transcribed the recordings the participants were invited to 

check if they agreed with the transcripts. After the participants agreed with the 

transcripts, the researcher listened and took notes of the recordings, and tried to pay 

attention to every response. Some of the data seemed trivial; however only collecting 

data which is regarded as meaningful can distort interpretations and conclusions (Doody 
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& Noonan, 2013). For example, when interviewing Anna, the researcher did not take for 

granted when an ANNEST was described as a humorous teacher. Anna mentioned that 

“Shi Yi is very funny in the class.” Instead of presuming that may be the character of the 

ANNEST, Shi Yi, the researcher followed up: “Why do you think Shi Yi is funny?” “Is it 

her class design funny or her examples relating to the class funny?” 

 
 

Maintaining a neutral stance in an interview is important. Quite often in the interview, if 

participants can sense or feel a researcher has felt a particular way, and they tend to tailor 

or structure their responses to meet his or her expectations. Therefore, in this study, the 

researcher tried to hide any trace of personal feeling or opinions. 

 
 

3.8 The Limitations of the Study 

 

 

It could be argued that insider researcher can be affected by his or her familiarity with the 

participants which could influence data interpretation. Thus, the researcher may have, to 

a certain degree, biased interpretations of the findings in the study. The researcher may 

be relying on participants with whom he feels comfortable, and may often focus on 

dramatic attitudes, and the routine ones may be overlooked. In the study, the researcher 

tends to assume that participants already know the matter. 

 
 

The number of participants in this study was 15 EAL students and three ANNESTs. On 

the basis of this small sample size, along with the lack of consistency in their personal 

information (age, gender, time in the industry, and cultural backgrounds and so forth), the 

generalisation of the study needed to be carried out with caution as it lacked random 
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sampling. The EAL student participants selected in this particular school setting in a city 

in South East Queensland, Australia, were unique, and they might not have represented 

the attitudes of other students in other classes or even other schools. Thus, the selection 

of one class may, to a certain degree, distort the result or the results. In addition, since the 

sample was not randomly selected, the possibility of sampling error and selection error 

may exist in the study. 

 
 

Each participant was only given one interview session within a limited time frame of 

roughly 15 minutes for each participant. Thus, limited responses from both EAL students 

and ANNESTs were collected. Therefore, longitudinal observational study involving 

more student and teacher participants in the ELICOS program might produce a deeper 

understanding of the topic under investigation. 
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Chapter 4 Findings and Discussion 

 

 
This chapter combines the presentation of the research findings and the discussion. The first 

section begins with the survey findings to present the initial insights into EAL students’ 

attitudes towards ANNETs’ language instruction. The findings regarding the attitudes of 

EAL students towards ANNESTs’ spoken English, writing, grammar, vocabulary and 

introducing Australian culture are examined and discussed. 

 

4.1 Survey Findings 

 

 

In Stage One, a questionnaire (see Appendix C) was employed to explore EAL students’ 

attitudes towards ANNESTs’ English instruction. After the survey data (N=15) were 

collected, the researcher entered the data in the Microsoft Excel program. The survey results 

were used to highlight matters for future investigation in the semi-structured interviews. This 

section proceeds with the survey findings regarding 1) EAL students’ individual background, 

2) respondents’ general impression of ANNESTs’ language instruction; and 3) how 

ANNESTs reflection on their language teaching practice based on EAL students’ attitudes. 

There are three subclasses included in the section of ANNESTs reflection on their language 

teaching practice: A) students’ learning experiences, B) teachers’ overall teaching 

performance, and C) the overall attitudes of EAL students towards ANNESTs. 

 
 

4.1.1 EAL students’ individual background survey 
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15 (nine male and six female) student participants, took part in the survey. From item one to 

item seven of the questionnaire the researcher asked each respondent to rate their English 

ability as ‘Beginner,’ ‘Intermediate,’ or ‘Advanced’. Out of 15 students, 12 classified 

themselves as intermediate, and three as advanced. Ten students had been studying English 

for almost ten years, three had studied for seven to nine years, and two had studied for four 

to six years. According to the survey, the 15 respondents had been taught by four NESTs and 

three ANNESTs so far. In the following section, instead of individually presenting EAL 

students’ responses towards each item, the responses from all items within a topic have been 

combined to obtain an overall theme. 

 
 

4.1.2 General impression of EAL students towards ANNESTs 

 

 

Figure 4.1 shows EAL students’ general impression towards ANNESTs in terms of whether 

the teachers’ language instruction was effective (Questionnaire Item 8). The questionnaire 

revealed that all 15 respondents valued ANNESTs as effective in relation to spoken English, 

writing, grammar, vocabulary, and introducing Australian culture (See Figure 4.1). 
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Figure 4.1 General Impression of EAL students towards ANNESTs 

 

 

4.2 The Attitudes of EAL Students towards ANNESTs 

 

 

4.2.1 Students’ learning experiences 

 
 

Figure 4.2 shows students’ learning experiences. All 15 respondents agreed that ANNESTs 

used personal learning experiences to motivate them in language learning (Questionnaire 

Section One, Item 1-6). The respondents reported feeling motivated when ANNESTs 

incorporated life philosophy in the classroom learning, but also believed ANNESTs did not 

teach ways of critical thinking. Most respondents (12 out of 15) agreed ANNESTs 

understood their questions relating to English grammar and were able to provide easy-to- 

understand answers, and 11 out of the 15 respondents agreed that ANNESTs incorporated 

Australian culture elements in the classroom to help increase their understanding of 
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Australian cultural values. According to the survey, nine students agreed that ANNESTs 

used rote-learning methods (See Figure 4.2). 
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Figure 4.2 Students’ Learning Experience 
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4.2.2.1 Teacher’s language instruction 

 
 

Figure 4.3 shows EAL students’ attitudes towards ANNESTs’ overall teaching performance 

(Questionnaire Section Two, Item 7-9). All 15 respondents agreed that ANNESTs 

introduced Australian idiomatic expressions in class, while 14 respondents did not agree that 

ANNESTs mispronounced, placed stress on words incorrectly, or deliberately articulated 

every syllable (See Figure 4.3). 
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Figure 4.3 EAL students’ attitudes towards ANNESTs’ overall teaching performance 
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Figure 4.4 shows EAL students’ attitudes towards ANNESTs’ performance in writing 

(Questionnaire Section Two, Item 10-12). The 15 respondents all agreed that ANNESTs 

demonstrated ways to use correct and useful phrases, and informed students of cultural 

writing differences. 12 respondents agreed that ANNESTs used writing templates in class 

(See Figure 4.4). 
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Figure 4.4 EAL students’ attitudes towards ANNESTs’ performance in writing 
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Figure 4.5 shows EAL students’ attitudes towards ANNESTs’ performance in vocabulary 

(Questionnaire Section Two, Item 13-15). The 15 respondents agreed that ANNESTs 

introduced Australian idiomatic expressions in class, followed by 11 who agreed that they 

enjoyed taking vocabulary courses with ANNESTs because they provided explanations of 

unknown words to enrich their vocabulary. Ten respondents agreed that ANNESTs increased 

their awareness of cultural differences in using language (See Figure 4.5). 
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Figure 4.5 EAL students’ attitudes towards ANNESTs’ performance in vocabulary 
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Figure 4.6 shows EAL students’ attitudes towards ANNESTs’ performance in culture 

(Questionnaire Section Two, Item 16-18). 15 respondents agreed that ANNESTs introduced 

Asian cultural values in language learning, 13 agreed that ANNESTs made comparisons 

between Australian and other cultures, which increased students’ cultural awareness, and 12 

agreed ANNESTs informed them of Australian cultural norms in class (See Figure 4.6). 
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Figure 4.6 EAL students’ attitudes towards ANNESTs’ performance in culture 
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Figure 4.7 shows ANNESTs’ performance in grammar (Questionnaire Section Two, Item 

19-21). In relation to ANNESTs’ performance in grammar. 13 agreed that ANNESTs taught 

grammar by giving everyday life examples, and ten agreed that they enjoyed taking grammar 

classes with ANNESTs because their explanations were clear and systematic. Nine 

respondents agreed that ANNESTs used rote-teaching methods (See Figure 4.7). 
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Figure 4.7 EAL students’ attitudes towards ANNESTs’ performance in grammar 
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Figure 4.8 shows EAL students’ attitudes towards ANNESTs’ performance in language 

teaching (Questionnaire Section Two, Item 22-25). All the respondents agreed that 

ANNESTs considered in-class activities and out-of-class activities as learning resources. In 

addition, most respondents agreed that ANNESTs were capable of teaching English to 

students from different cultural backgrounds (12 respondents), that ANNESTs knew how to 

help students achieve high marks in tests (11 respondents), and that ANNESTs have the 

ability to teach using different techniques and methods (ten respondents) (See Figure 4.8). 
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Figure 4.8 EAL students’ attitudes towards ANNESTs’ performance in language 

teaching 
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Figure 4.9 shows the overall attitudes of students towards ANNESTs (Questionnaire Section 

Three, Item 26-28). 14 respondents agreed that ANNESTs were effective at explaining 

grammar points. 11 agreed that ANNESTs were able to help students achieve expected 

scores in tests, ten agreed that ANNESTs could teach pronunciation, and 14 students 

believed that ANNESTs’ overall language instruction was effective (See Figure 4.9). 
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Figure 4.9 The Overall Attitudes of Students towards ANNESTs 

 

 

In this section, the quantitative data from survey of the EAL student participants in the 

TESOL program were presented. In the next part, discussion and interpretations of results of 

the quantitative survey will be presented. 
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4.2.3 Discussion 

 
 

The survey results provided an overview of EAL students’ attitudes towards ANNESTs in 

terms of classroom teaching, cultural integration, and English proficiency. The results were 

also used to inform the student participant interview questions (Section 4.2) to further 

explore Research Question 1: What are EAL students’ attitude towards ANNESTs in the 

ELICOS program in Australia? Firstly, most of the surveyed respondents agreed that 

ANNESTs provided information about Australian cultural norms in class, introduced Asian 

cultural values, and compared Australian and other cultures in class. These findings 

contrasted with previous studies mentioned in the literature review, which found that only 

NESTs were familiar with the culture and therefore immersing EAL students with NESTs 

would increase students’ cultural awareness of the target language in English-speaking 

countries (e.g., Crystal, 2012; Jenkins, 2009; Kirkpatrick, 2011). 

 
 

In terms of ANNESTs’ teaching methods, 9 respondents stated that ANNESTs used rote- 

teaching and 15 respondents agreed that ANNESTs did not teach critical thinking. These 

findings are in line with previous studies that have found the education system in the Asian 

context is driven exclusively by non-participative rote-learning. This phenomenon may 

derive from the prevalent teaching approach in Asia, which focuses on content and 

reproduction of material in student assignments (e.g., Freeman et al., 2015; Grove et al., 

2012; Kam, 2002). Pertaining to critical thinking teaching methods, non-critical thinking 

methods still persist in the education system in Asia (e.g., Halpern, 1999; Rear, 2017; 

Yoneyama, 2012). Nevertheless, the survey results showed that the majority of students’ 

attitudes towards ANNESTs were positive, especially in the areas of using personal stories to 
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motivate students, grammar teaching, pronunciation and cultural integration in class. 

 

 

It is interesting to note that the pronunciation taught by ANNESTs was evaluated as positive 

with the students regarding ANNESTs accented pronunciation as being easy to understand 

and not being too fast. 14 respondents did not agree that ANNESTs mispronounced, placed 

stress on words incorrectly, or deliberately articulated every syllable, and also 14 

respondents did not agree that ANNESTs deliberately articulate every syllable, which 

sounds robotic (See Figure 4.3). This result contradicts previous studies, which have found 

that the accented pronunciation of NNESTs (including ANNESTs) was frowned upon 

(Hymes, 2005; Quirk, 2010; Rahimi & Ruzrokh, 2016. In this study, presumably ANNESTs 

had varying degrees of foreign accents in their English, and yet their level of accented 

English was not regarded by the respondents as negative in terms of language instruction. 

This situation may be caused by the linguistic and cultural diversity of Australia where 

English is used as a first language along with Mandarin, Arabic, and Cantonese. This 

cultural diversity means that accented English has become part of Australia’s modernisation 

and economic success (Vergyri et al., 2010). Prasad (2013) has 

claimed that communicative purposes can be established through functional English. Such a 

distinctive linguistic and cultural situation in Australia might increase EAL students’ 

exposure to language diversity of accented English. Thus, they may lower their expectations 

towards native English varieties. 

 
 

The first stage of this study, the survey phrase, provided insights into EAL students’ attitudes 

towards ANNESTs’ language instruction and cultural integration. The next section uses data 

from the student participant semi-structured interviews to interpret the survey findings. 
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4.3 Student Participants’ Interviews 

 

 

At Stage Two, based on the survey findings presented in Section 4.1, the researcher 

employed semi-structured interviews to further investigate both positive and negative 

attitudes of EAL students towards ANNESTs’ language instruction. The interviews 

questions focused on issues ranging from students’ learning experiences to teaching critical 

thinking. Students’ attitudes towards ANNESTs’ language instruction was analysed using 

thematic analysis. The process involved reading and rereading the transcribed data, and the 

data were coded into themes related to Research Question 1: What are EAL students’ 

attitude towards ANNESTs in the ELCIOS program in Australia? 

 
 

The first round of coding was used to focus on labelling the data according to the broad 

themes already established from the survey findings. The coding process was repeated 

several times to classify them into various themes, such as: positive attitudes towards 

ANNESTs in areas of learning experience, cultural integration, difference in writing style, 

using template in writing, idiomatic expressions, vocabulary, grammar learning, 

pronunciation, class activities, teachings methods, and teaching for tests; and negative 

attitudes towards ANNESTs in areas of rote-learning, and critical thinking. When the initial 

list of codes did not fit in a theme, a new theme was added. 

 

 
4.3.1 Positive attitudes of students towards ANNESTs 

 

Learning experience. Participants were asked to describe their learning experience in the 

ELICOS program. The participants reported that they felt encouraged when ANNESTs used 



78  

their personal learning experiences to motivate them. For example, Diana stated that: 

 

 

My teacher always uses his personal story to encourage me to study hard, English is 

hard, everyone has the same problem, and he told me that when he was a student 

before, he has the same grammar problems as well. 

 
 

And Danson said: 

 

 

My speaking was not good, my teacher said when she studied English she practised 

in front of a mirror, this is how she did it to become fluent, and she has to study very 

hard for her family because in China it is very hard to go to university, she doesn’t 

want her family to feel bad. 

 
 

These findings correlated with Moussu & Llurda's (2008) study, which argued that 

ANNESTs were also once English second language students themselves. To become fluent, 

ANNESTs had to undergo a similar process of language learning and this kind of learning 

experience may encourage students to overcome learning difficulties. Similarly, when 

ANNESTs introduced life philosophy quotes in class to motivate students to study hard, 

students felt encouraged. When being interviewed, Danson mentioned that his teacher often 

brought up Confucian quotes such as “knowledge is like the seas, there is no limit to it” and 

“when one walks with two other people, they always know something better than me.” 

Along the same lines, as previously discussed in the Literature Review (see section 2.1), 

Confucian philosophy upholds modesty and lifelong learning. The more we learn, the more 

we feel there is more to learn, and practice makes perfect. Confucian philosophy is the most 
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prevalent philosophy in Asia. Its educational aims are to teach humanity (Ren) through 

respect (Li), so students can be enlightened in learner-focused education. The enlightened 

student is a norm in Asia; teachers tend to encourage and guide students by using certain 

techniques and peer learning. The main theme of Confucian pedagogic culture is to cultivate 

and nurture critical thinking (Hwang, 2008). However, due to the current test-based 

educational system in Asia, most teachers ignore critical thinking and adopt a teacher- 

centred approach for test-based teaching instead of guided learning or peer learning 

(Dinham, 2013). 

 
 

Cultural integration. The participants agreed that ANNESTs incorporate Australian 

cultural elements in class to increase students’ cultural awareness. In the interviews, students 

mentioned that ANNESTs introduced local Australian cultures in class. Students enjoyed 

learning Australian cultures instead of focusing on grammar exercises in a textbook. For 

example, Anna mentioned that: 

 

 
I like my Korean teacher she told us a lot of phrases that we can use outside the class, 

such as when people say ‘Arvo’, I was like what? What are you up to this arvo? This 

is better than just grammar exercises. 

 
 

And Marcel stated: 

 

 

I want to know more about the culture in the class, I think Asian teachers studied 

English before so they want to tell us more, I think it is useful for use when we talk 

outside the class. 
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Student participants also agreed that ANNESTs often make a comparison between other 

cultures and Australian ones, which increases their cultural awareness. During the interview, 

four students mentioned that they were not only learning English here but also learning other 

cultures and values. Gustavo stated that he was embarrassed when he tried to cheek kiss his 

female classmate from Saudi Arabia. 

 
 

Gustavo said: 

 

 

I don’t know nothing about Saudi Arabia, I am from Brazil, we always kiss girls on 

the cheek, I almost kissed a Saudi Arabian girl, and my Chinese teacher told us these 

kind things at the beginning, my Australian teachers didn’t tell us nothing. 

 
 

Anna also mentioned that: 

 

 
I made a mistake when first came here, when I hug a Japanese classmate, I think she 

is a good friend, so I hug her, but she was like…. No move, like um, a like this, Mike 

explained this to us, and other Australian teachers just focus on text books. 

 

Based on the data analysis, lack of understanding of cross-cultural differences can lead to 

either awkward or hilarious situations. This is because when EAL students come to 

Australia, they will first have to overcome cultural barriers and then adjust to the new 

lifestyle pattern. This requires both EAL students and ANNESTs to adapt to the new 

environment both inside and outside the classroom to avoid communication breakdown. 

These findings are similar with previous research results, which have shown that ANNESTs 
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are an advantage as far as increasing cultural awareness and resolving linguistic issues in 

the English language classroom (Hargreaves et al., 2007; Kirkpatrick, 2011). 

 
 

The differences in writing styles. Student participants agreed that understanding cultural 

difference in writing is important; yet they often have difficulty understanding writing 

formats that are different from their cultural backgrounds. Different cultures have 

corresponding rhetorical strategies in writing. For example, in regard to job cover letters, 

participants were not aware of the different letter writing styles. As Marcel stated: “I always 

write my name on the right, here my teacher told me that in Australia people write on the 

left.” According to Ferenz (2005), cultural factors have the most significant influence on the 

development of EAL students’ perspective on writing. Acknowledging students’ cultural 

differences, language teachers need to encourage students to express opinions about their 

understanding of different writing styles. It can be difficult for Asian students to write 

explicit and unsubtle ideas, whereas it can be challenging for European language students to 

reduce repetitive sentence structures to a linear way of writing. Danson stated: 

 
 

My teacher told me I am too short and no detail. I remembered we need to write a 

journal about our weekend, I wrote something like it was a nice day we went out and 

enjoyed ourselves, and my teacher said which day, where, what did you do, who was 

there with you, I don’t know how to be detailed, there is no detail for me to write, I 

don’t know how. 

 
 

Gustavo mentioned: “My teacher always said I wrote too long, my sentence talks about one 

thing again and again, because in Portuguese we write long sentences.” 
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These situations occur may due to cultural and language differences. Eastern language 

system, such as Chinese, Japanese, and Korean are based on high-context cultures. 

Sentences are formed ambiguously, and the meanings are implicit. It is the readers’ 

responsibility to interpret the meaning (e.g., Hu, 2007; Min, 2016). On the contrary, the 

Portuguese style of writing is detailed and excessive expression. This is because Portuguese 

as a language belongs to the Romance Language system, where paragraphs are filled with 

run-on sentences and ideas are florally expressed (Springer & Collins, 2008). Similarly, 

Spanish and Italian also belong to the Romance language group, with writing styles that are 

very passionate and wordy (Llorach & Elcock, 2006), whereas in English writing style these 

repetitive sentences need to be reduced into more comprehensible ones, because the English 

writing style is based on low-context culture, arguments are linear, and meaning is 

straightforward. 

Sentences are normally clear and smooth from one sentence to another (Kiss, 2014). 

 
Using a template in writing. Participants stated that it was beneficial when ANNESTs 

introduced writing templates in class to help students achieve high marks. Danson stated: 

“Yes, our teacher always wrote writing templates in the class for us, they are very useful for 

us for our test.” According to Prince (2004), students prefer this type of conventional 

learning style because they do not need to make an active effort. To achieve expected 

marks, students just need to memorise the information, and sometimes templates are 

applied. Even though EAL student participants indicated positive attitudes towards this type 

of teacher- centred teaching method has been criticised by many scholars who believe that 

this teaching strategy impedes students’ independent learning and critical thinking (e.g., 

Avalos, 2011; Elen et al., 2007; Mishra & Koehler, 2006). Although a student may achieve 
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the highest mark in the examination, this does not necessarily mean a learner has 

established his or her highest level of critical thinking or independent learning. 

 
 

Idiomatic expressions. Student participants stated that they were happy that ANNESTs 

introduced the background information to idioms to further facilitate their learning as it was 

difficult for them to understand the literal meaning. In the interview, Anna said: 

 
 

I want to learn those slangs and idioms, and especially the original meaning of them, 

other teachers just play games and games, I don’t like that and my Asian teacher told 

us a lot meanings of idioms. 

 
 

These findings align with the literature that has found ANNESTs are familiar with the target 

language and its culture (Boers & Demecheleer, 2001; Pahissa & Tragant, 2009; Piller & 

Braine, 2006). In the Asian context, idioms have received much attention, particularly in 

English language teaching. This is because idiomatic expressions are integrated into the 

curriculum design in the Asian context (Kwon & Lee, 2014). Lack of idiomatic expression 

can result in communication failure. Many researchers stress the relative importance of 

cultural aspects of the target language, whether these be idioms, figurative speech, or 

proverbs in English language teaching (Atkinson & Sohn, 2013; Johnson & Golombek, 

2011; Kumaravadivelu, 2010). 

 
 

Vocabulary. Student participants stated that they enjoyed learning everyday life Australian 

English vocabulary from ANNESTs. Students find learning Australian English vocabulary 

interesting. Danson said: 
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My teacher told us the meaning of fair dinkum2 means something is true, I thought it 

was German. It is very interesting to know something new, something about 

Australia. 

 
 

These findings from the interview are consistent with previous studies that ANNESTs focus 

on the necessity of cultural elements in the classroom (Sarros et al., 2005; Sung, 2014; 

Walkinshaw & Oanh, 2014). According to Thorne and Black (2007), a language is a tool, 

moulded, and honed by culture in order to facilitate the shared values and ideas that form the 

backdrop to the collective lives of the individual members of any given community. As 

every language is associated with its culture, Australian vocabulary has its own unique form 

making its way into World Englishes lexicons. With its language, Australian culture also 

travels around the world (Bundgaard et al., 2011). Just as Australian English has borrowed 

many Aboriginal words into its own variety of English, now the world is borrowing from 

the Australian lexicon. ‘Selfie’, for example, is a ubiquitous word which comes from 

Australia. It describes a self-portrait photograph. There is also lexicon such as ‘barbie’ for 

barbecue and ‘brekkie’ for breakfast. Language is a social body; it can shape and be shaped 

by a particular society. The culture of Australia is influenced by the British culture and its 

unique cultural input coming from Aboriginal, Torres Strait Islander, and other Australian 

people (Sarros et al., 2005). 

 
 

Grammar learning. Student participants stated that they enjoyed taking grammar classes 

with ANNESTs because of their clear and systematic explanations. During the interview, 

Gustavo mentioned that “I feel it is easier to listen to my Korean teacher, her explanation is 
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easy to understand. I like it. Australian teachers seem don’t know how to teach grammar.” 

 

 

These findings match most previous studies which have found that as English is not the 

mother tongue in Asia, English training and teaching have often focused on textbook and 

test-oriented grammar teaching (Walkinshaw & Duong, 2012). Also, ANNESTs were EFL 

or EAL students before, and they went through a large amount of training in grammar. Thus, 

explaining grammatical points is an advantage for ANNESTs. Even though NESTs are fully 

capable of using the correct grammar when constructing a sentence, they may tend to 

struggle to explain the concept behind that usage, thus explaining grammatical points are 

NESTs’ weakness (e.g., Goh, 2009; Nazari & Allahyar, 2012; Štětinová, 2010). 

 
 

Pronunciation. Participants disagreed that ANNESTs deliberately articulated every syllable. 

During the interview, students mentioned that ANNESTs spoke clearly and the speed of their 

speech was appropriate for them. As Gustavo mentioned: “I don’t think my teacher speak 

slowly or too slow or mechanic, I think I understand him better than native because they 

speak too fast.” Students believed that they could hear the difference in pronunciation but it 

was not too slow and did not sound mechanical. These findings contrast with previous 

studies, and it could be presumed that previous findings have only focused on the Asia 

context where ANNESTs do not have to speak English in Asia; they can use their mother 

tongue to deliver instructions to the class (Hayes, 2009; Moussu & Llurda, 2008; Watson et 

al., 2009). 

 
 

Class Activities. Student participants enjoyed the class when ANNESTs integrated class 

activities, games, and out-of-class activities as resources of English learning. During the 
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interview, students mentioned that as well as activities in the text-books, ANNESTs handed 

out extra class activities and games and considered out-of-class-activities as an important 

learning source. When the researcher asked if it is the nature of the curriculum design at this 

specific school, five students suggested that they found native teachers’ class activities 

interesting yet less informative, and they would prefer activities with ANNESTs. As Gustavo 

stated: “I think native teachers always play games, nothing to do what we studied, but 

ANNESTs also play games but those games are related to what we studied and funny.” 

These findings may only apply to isolated cases. Yet, some researchers have found that 

ANNESTs were often more effective than unprepared NESTs in terms of class activities 

because due to their previous personal learning experiences, they designed class activities to 

better facilitate students’ learning process (e.g., Aneja, 2016; Jong & Harper, 2005; Moussu 

& Llurda, 2008). 

Teaching for tests. During the interview, all the students suggested that they were happy 

when ANNESTs provided extra practice material to help them achieve expected scores in 

tests. As Marcel stated: 

 
 

We have a lot of practice material for us for conditional clauses, because every 

Monday we have a small quiz, it helps me a lot, otherwise I will study for another two 

weeks if I don’t past the test. 

 
 

Based on the interview results, the students had positive attitudes towards ANNESTs as they 

were looking for an easy option for their study. These teacher-centred methods often focus 

on a spoon-feeding mentality about ultimate test result achievement, and even though 

students may achieve expected marks, they only take copious notes and memorise the given 
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material. This kind of passive learning, in the long term, does not yield independent learning 

because teacher-centred methods only help surface learning instead of deeper learning. A 

large amount of material only allows students to have a superficial type of learning; they 

cannot digest the information (Harfitt, 2013). 

 
 

4.3.2 Negative attitudes of students towards ANNESTs 

 

Rote-learning. Participants believed ANNESTs tended to use rote learning methods in the 

classroom. Two of the student participants, Danson and Diana, raised the topic of rote 

learning as a classroom instruction strategy used by their ANNESTs. In the interview, Diana 

mentioned: 

My teacher always wants us to write down the words on a piece of paper to remember 

the words, 20 times. I know we have to memorise the words; I only can remember it 

before the test, I can remember it after the test. 

 
 

Danson also stated “I don’t know the meaning sometimes after remember all the phrases, we 

just try to remember the words, again and again.” Their responses indicated that their 

ANNESTs tended to use this instruction more than other approaches. The literature on rote- 

learning indicates that there is a negative perception that rote learning is superficial, and does 

not lead to independent or deep thinking, even though it seems to have immediate (though 

temporary) benefits (Caldwell, 2012). In most Asian counties, traditional learning styles, 

such as rote learning, are often applied in vocabulary learning. Also, constant repetition can 

result in a loss of focus of students (e.g., Hughes, 2007; Rossiter et al., 2010; Taguchi et al., 

2004). This unfavourable perception is exemplified in Marcel’s response: “I think, it is too 

much to have this kind of method for everyday English learning; we are here to learn how to 
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speak and how to write, not only just for test. I find it very boring and not useful.” This 

excerpt shows that Marcel believes that rote learning is an ineffective strategy and passive. 

Klemm (2007) claims that “rote memorization is not only inefficient, but it encourages 

students not to think – just memorize” (p. 62). Some researchers claim that rote learning is 

learning without understanding. 

 
 

Critical thinking skills. Critical thinking involves evaluating different sources, analysing 

theories, and drawing a conclusion (Widana, 2018). Student participants disagreed that 

ANNESTs taught them critical thinking skills. When being interviewed, Danson mentioned: 

I don’t think my teacher teaches critical thinking for my task 2 writing (IELTS 

writing), I don’t have any ideas at all, I need it for agree and disagree questions, and in 

class, my teachers just handed out example writings. 

 
 

What Danson suggests is that he is aware of the importance of critical thinking skills for his 

particular needs, but they are hard to employ because students have not been taught to use 

them in class. This is not surprising given the educational systems in most Asian countries, 

where students are inundated with gruelling, test-oriented instructions, which leave little 

space for students to further reasoning skills (e.g., Boucher-Yip, 2016; Musa et al., 2012; 

Swan, 2017). The Chinese education system is an example of this whereby Chinese teachers 

emphasise test preparation and rote learning techniques instead of critical thinking skills 

(Wang & Farmer, 2016). 

 
 

4.3.3 Summary 

 

The student participants revealed positive evaluations when ANNESTs incorporated 
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Australian culture elements in the class to help them to understand more about Australian 

cultural values. Students learned more idiomatic expressions from ANNESTs than from 

NESTs. In terms of preparation for writing tests, ANNESTs introduced writing templates to 

help students achieve high marks. In addition, students enjoyed taking grammar classes 

with ANNESTs because of their clear and systematic explanations, and the pronunciation 

taught by ANNESTs was not considered to be an issue. On the other hand, the student 

participants revealed negative evaluations when ANNESTs tended to use rote learning 

methods more than other approaches and the critical thinking skills not being taught in 

ANNESTs classes was perceived as unhelpful by the student participants. The next section 

reports the findings 

from the semi-structured interviews with the ANNEST participants and discusses issues 

relating to how ANNESTs reflect on their language teaching practice based on EAL 

students’ attitudes. 

 
 

4.4 ANNESTs’ Interviews 

 

 

Stage three of the study extended the research findings through semi-structured recorded 

interviews with the ANNEST participants. This section discusses the interview findings 

related to the ANNESTs’ profiles, past professional experiences in their birth countries, their 

understanding of students’ evaluations of how well they teach grammar, pronunciation, and 

how students in their home countries showed respect. The researcher also examined 

ANNESTs’ accounts relating to their experiences derived from teaching the ELICOS 

program in Australia, and the challenges were further explored in order to respond the 

second research question: How do ANNESTs reflect on their language teaching practice 
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based on EAL students’ attitudes? 
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4.4.1 Findings and discussions 

 
 

Three findings are elaborated in this section. Each finding entails a specific area of 

ANNESTs’ reflection on their language teaching practice. 

 
 

4.4.2 “I need to get rid of my Korean accent!” 

 
 

The first participant, Min, had worked for six years as an English teacher in Korea. He came 

to Australia immediately after he completed his Master’s Degree in TESOL in South Korea. 

Min compared his learning environment in South Korea and the ELICOS teaching 

environment in Brisbane, Australia. His elaboration entailed not only his teaching 

experiences but also his emotional vulnerability. During the interview, Min revealed that he 

felt inadequate regarding his accented pronunciation. He emphasised that he desperately 

wanted to transform his own identity by “getting rid of his Korean pronunciation” in order to 

forge a positive teacher identity, as the negative evaluation from both students and 

colleagues of his accented pronunciation added stress to his professional development. Min 

explicitly mentioned in his interview that: 

 
 

Um, I was extremely sad (he sighed). I tried to forget about it but the feeling was still 

there and even I try to make a better lesson, try to practise my pronunciation and ask 

my Aussie friend about the accuracy of my pronunciation, but it is humiliating that if 

they think the teacher is no good every time, I am just not confident enough, you 

know, it just at the beginning of the ten-week program, you know I have this feeling. 
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The interviewer: “How do you deal with this situation then?” 

 

Min: “I know I have problem with my pronunciation. I probably just pay more attention to 

the details of pronunciation, and I need to work hard to be a good teacher. I think I am 

strong enough to handle the situation.” 

 
 

Based on the interview, Min seemed to accept negative evaluations on the surface because 

internally this negative evaluation propelled him to work harder to be accepted as a qualified 

language instructor. However, as this situation was due to his sense of ultimate teacher value 

in Asia, it would be humiliating for a teacher to believe that they were viewed negatively 

about their teaching methodology (Wang, 2012). Similarly, Gan (2013) claimed weak- 

minded and less experienced ANNESTs tended to handle negative attitudes in a pessimistic 

way. 

 
 

Accented pronunciation also adds an emotional dimension to the discussion of identity; it 

has a bearing on the shaping of identity (Beauchamp & Thomas, 2009). Some researchers 

have found that EAL teachers’ identities can be affected dramatically by their emotions (e.g., 

Beijaard & Verloop, 2004; Flores, 2006; Johnson, 2006;). A high level of emotion caused by 

negative feedback towards accents, for example, affects a teacher’s identity (Bresnahan & 

Shearman, 2002). This situation is due to the native speaker fallacy paradigm that exists for 

many English language students when they start to learn English. They expect to be taught 

by a native speaker with Caucasian physical appearance. NESTs have always been regarded 

as a linguistic model (Moussu, 2006). Their English knowledge and proficiency are viewed 

as a benchmark of Standard English (Coniam & Falvey, 2013). Min expressed his personal 

feeling and how he handled this situation: 
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Interviewer: “What was your feeling towards this? And what did you do when received 

this kind of perception?” 

Min: “Initially, I was sad, but being sad is no use, I need to learn more, and I need to 

get rid of my Korean accent, I want to sound like a native. I want to be better than 

native teachers.” 

 
 

Min revealed a different glimpse of accent reality from World English paradigm theory, as 

he tried to acquire native-like English. As discussed in the literature review, accents have 

been divided into three demographic models (Quirk, 2010). Accent also plays an important 

role in defining a person’s membership in a specific speech community (Hymes, 2005). Min 

clarified that he was made aware of the notion of World Englishes. However, he continued 

that accented teaching was not preferred by some EAL students. Thus, Min had low self- 

esteem whenever someone highlighted his accented pronunciation. He regarded himself as 

an unqualified teacher: 

 
 

I don’t know, I think I am not a qualified teacher, because of my pronunciation is a still 

a problem, a qualified teacher doesn’t have pronunciation problem. I am sure shy in 

front of native teachers; I am afraid they will point out my pronunciation problems. I 

don’t like people tell me, ‘oh, you are from Korea, you have a cute accent, I hate it.’ 

 
 

From Min’s personal experience, he seemed to build his identity on recognition from both 

colleagues and students, and his identity as a qualified teacher was reduced due to his 

accented pronunciation. According to Canagarajah (2007), identity can be formed or shaped 
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through interaction or performance. Similarly, Sach (2001) found that language teachers' 

teaching experience serves as a means of enhancing their teaching identities. However, when 

the teaching experience is negative this could lead to the loss of idealism regarding the 

teaching profession. In order to be accepted and recognised as a competent language teacher 

in the ELICOS program, Min tried to be competitive with other NEST counterparts: 

 
 

Oh, actually I’m bit competitive, you know. So, my classroom is here, and Kate’s (a 

pseudonym) classroom is over there. So, I want to make more noise, do you know 

what I mean? That is the way to show that I am a good teacher and then I wanna prove 

my class is funny. I believe especially Asian teachers, because of our culture, we want 

to survive, and to be a good teacher. 

 
 

According to Corning (2000), being competitive in a workplace is a biological trait that has 

emanated from the basic need for human survival. In a recent study, Anholt (2007) found 

that competitive behaviours affect one’s energy consumption, which in turn impacts one’s 

identities. When examining the behavioural pattern, the more energy consumed in 

competition, the more confident a person became. Both emotional involvement and his 

survival mechanism prompted Min to take on a competitive role in the ELICOS program. As 

an EAL teacher with accented pronunciation, he reflected a sense of incompetence, and that 

resulted in his fear of failure based on EAL students’ negative feedback. This answered the 

research question: How do ANNESTs reflect on their language teaching practice based on 

EAL students’ attitudes? Min tried to be a competitive EAL teacher in order to win over 

students, while working to reduce his accented pronunciation. 
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As stated in the literature review, various factors affect an ESL teacher’s identity, such as 

pronunciation, EAL students’ attitudes, and pedagogical competence (Butler, 2007). Among 

these factors, the most direct one is EAL students’ negative evaluation as this would 

decrease language teachers’ identity as a qualified language teacher. Moussu (2006) claimed 

that ANNESTs felt they were challenged in class on the grounds of their insufficient 

teaching knowledge and skills. In the same vein, Kikuchi (2015) argues that ANNESTs’ 

self-claimed language proficiency instead of their actual teaching ability plays a governing 

role in deciding whether they have the confidence to teach. Lee (2016) asserts that 

ANNESTs constantly feel they are underachievers when working with NESTs, and then due 

to their insecurity, minor errors occur in the teaching process. 

 
Lee’s (2016) findings reflected Min’s situation where he self-perceived negative assessments 

from students; he believed a qualified language teacher knew how to introduce related 

cultural learning, not only textbook English. Min recalled that students enjoyed his language 

instructions more than those provided by his NESTs counterparts because of his patience and 

friendliness, and he believed that rambunctious classroom activities were a positive 

manifestation of a competent teacher. As Min stated: 

 

To be a good teacher, I think is the one who can use culture, idioms to joke, you know 

humour, we only study textbook English in the class, I don’t think this is language 

learning. In my country, I explained again and again, until my students understand my 

cultural related language point, they were laughing, from their laughter you know they 

like it, because in my country students like my class more than those American and 

British teachers, and they understand more because we use the same language joke, but 

not here, maybe my pronunciation they don’t laugh. 
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Min also discussed in his interview that Korean culture had shaped his teaching identity, 

which in turn had implications for his teaching practices. When Min employed L1 humour in 

the classroom to entertain students in his country, positive feedback enhanced his teaching 

identity due to the first language advantage. Yet, he felt inadequate when he tried to bring 

Korean humour and cultural elements in the class in Australia because he felt he could not 

convey his ideas well due to both his Korean cultural influence and accented pronunciation 

This situation negatively affected his teaching identity, as Min stated: 

In my country, students love my jokes and cultural background stories, I know those 

elements are important. I felt great. Now I think they think my jokes are not funny in 

the class. I think maybe I combined two countries (Korean and Australian) jokes 

together, maybe it didn’t work? or maybe because of my pronunciation. sometimes I 

wonder I still can teach. 

 
 

Min also expressed in his interview that he felt that he had formed an Australian identity 

while also remaining under the control of the mindset of his original nation-state. According 

to Janmohamed (1992), this situation is described as “border crossing” (p. 99) and in the 

context of NNESTs, they might identify gaps between their previous and current teaching 

environments. Van der Walt (2007) labeled this concept as a third space when English 

teachers host two conflicting ideas from both their own identity influenced by their original 

culture and their new identity in which they are eager to be assimilated or accepted into a 

new culture. When Min felt that his non-native-like pronunciation affected his teaching 

identity, he wished to remove his accented pronunciation. According to Siskin and Nunan 

(2006), this situation can be described as creating a critical distance to one's own identity by 
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hiding one's previous behaviour, such as an accent. 

 

 

Min was aware that students enjoyed his class, yet he also revealed that some students did 

not have a high evaluation of his oral competence at the initial stage. He felt frustrated and 

disheartened and this affected his teaching identity: 

Some students came from European countries, they waited for you to be accountable 

for your mistakes. I felt nervous in front of Italian students and Spanish students; they 

always judge you. 

 
 

After the initial stage of the ELICOS program, Min started to build his confidence after 

students’ positive feedback. He mentioned: 

 
 

I can feel that students really enjoyed my class, occasionally I noticed myself my 

pronunciation. They didn’t seem to mind as they are more engaged in the student 

activities. I was like finally, they like my class, and sometimes I overheard students 

complain about their native teachers are boring, it was difficult for me for the first few 

weeks. 

 
 

Based on the excerpt above, Min experienced positive feedback about his language 

instruction, thus, his professional identity was positively enhanced. The interview data 

analysis also highlighted the importance of incorporating informal cultural elements (street 

English) into classroom activities. Min had incorporated required cultural components in the 

language learning and teaching process and the student survey and interview results showed 

that the student evaluations were positive overall towards the classroom activities designed 
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by ANNESTs. 

 

 

The interview findings discussed above revealed Min’s current situation in the ELICOS 

program, and that students showed distrust and prejudice at the beginning of the course. 

According to the Literature Review, there is often the assumption that native English 

speakers are superior English teachers and this can lead to students eliminating NNESTs, 

including ANNESTs, in their language teacher selection. During their ELICOS course the 

students in this study appeared to have established positive attitudes towards Min regarding 

oral proficiency. Thus, based on this evidence, Min experienced a mixture of both positive 

and negative attitudes towards his oral performance, but the overall evaluation was positive 

as he recalled his oral performance as sufficient for teaching English. Also, Min 

acknowledged the initial negative attitudes of students towards him, and he recognised there 

was a discrepancy between his English and NESTs. This discrepancy, in turn, motivated him 

to improve further. 

 
 

4.4.3 I was “born” in Australia! 

 

 

The second teacher participant, Shi Yi, came from China where she had completed a 

Bachelor in TESOL. Shi Yi mentioned that it was difficult to apply to EAL students what 

she had previously studied in Australia because her study in China was teacher-centred 

learning instead of student-centred. Thus, after five years of teaching in Australia, she 

decided to study the Master in TESOL part-time while working as an EAL instructor. Shi Yi 

recalled that in China to be able to speak another language was admirable and to be an 

English teacher was even better. She also mentioned that she had experienced the difficulties 
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of being a second language learner. Thus, Shi Yi wanted to become an EAL teacher so that 

she could be helpful to EAL students. After arriving in Australia, she wished to help new 

EAL students make a smooth transition from one culture to another. 

In the interview Shi Yi mentioned that she repeatedly experienced negative attitudes from 

students at early stages of the ELICOS program. Those experiences made up her mind to 

adopt a native-like pronunciation as she acknowledged that Chinese accented pronunciation 

was not preferred by both parents and students. Shi Yi then attempted to establish herself as 

an acceptable teacher by taking on an Australian accented pronunciation. In Lamote and 

Engels’ (2010) study, they found that teacher identities at the early stage of their career are 

influenced by the values, attitudes, behaviours, and theories of their students. After she 

adopted Australian accented English, her interpretation of student evaluations turned 

positive: 

 
 

For me to be accepted, I can’t speak English with Chinese accents, that’s horrible. I 

have to speak Australian English and teach in an Australian way. I am happy about 

how the way it is. 

 
 

As well as pronunciation, Shi Yi stated that her physical appearance made her less 

favourable at her initial teaching stage of her career: 

 
 

At the beginning, some students doubt my authority and they complained to my 

director about me being a non-native speaker, it makes me think who I am do I need to 

combine both Chinese and Australia ways or just an Australian way, I use both. 
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This situation was highlighted in the literature review as being due to the native speaker 

fallacy paradigm, which is a view the majority of English students have when they start to 

learn English. That is, they expect to be taught by a native speaker with Caucasian physical 

appearance. NESTs have always been regarded as a linguistic model (Moussu, 2006). Also, 

Shi Yi was aware that she needed to have a deeper understanding of herself in order to 

reshape her teaching identity. Understanding identity is part of the learning process, because 

“learning is not only a cognitive and social experience, but also an identity experience” 

(Ligorio, 2010, p. 97). After Shi Yi acquired an Australian-like accent, it enhanced her 

teaching identity: 

 
 

Um, initially they doubt my teaching capability, but when I introduced the rules of the 

class activities, some even whispered I was “born” in Australia, actually I deliberately 

learned this accent, so students can tell that I was born in China anymore. I has thought 

about it if I need to hide my Chinese accent or not, but I am Chinese, I want people 

know I am from China, but I also want to be accepted. I am so sick being called non- 

native. You know what, students respect me and of course I still need to design well 

and teach well. 

 
 

Shi Yi came to accept the importance of acquiring a native-like accent. She had experienced 

some internal struggles between the concept of native-like speakers and non-native speakers. 

She claimed that non-native accented English also came with some discrimination and even 

though she thought it was impossible to achieve a native-like pronunciation, she believed 

that she had eliminated her Chinese accented English. This finding was different to previous 

research that had suggested that in TESOL programs language instructors should focus more 
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on intelligibility rather than achieving native-like pronunciation (Lyddon, 2007; Dalil & 

Harrizi, 2013; Rahimi & Ruzrokh, 2016). Some researchers have found that second language 

learners’ accents are a reflection of their identities and if they wish to possess a native-like 

accent of the target language, they should eradicate their first language accent, and hence 

their identities (e.g., Podesva, 2011; Rahman, 2009; Sung, 2014, 2016). 

 
 

With a native-like accent, Shi Yi became confident in teaching speaking and even organised 

student events. She was happy with her current situation, yet she casted doubt on her 

previous study: 

 
 

I used to have a thick accent, no one likes me, at least not from those parents or 

students. Now, I got this ‘Australian’ English everyone likes me. It is a joke. From my 

previous study that accent doesn’t matter, but actually it matters. The reality is 

different from my previous study theories that accents are ok, but intelligibly is 

important. 

 
 

When asked why she adopted the Australian accent, she mentioned that having foreign 

accents is not favourable: 

 
 

No one likes someone speaks English accent, if a teacher speaks English with an 

accent, it is terrible, I don’t want people to laugh at me in the future just because of my 

Chinese accent, you know those bias and stereotype comments, they will laugh at you, 

not in front of your face. 
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Shi Yi’s statement reflects Bradlow and Bent’s (2008) findings; accented pronunciation is 

biased in favour of native speakers regardless of whether the accented pronunciation is 

intelligible. Shi Yi held such negative feelings herself and aimed to avoid possible negative 

evaluation or mockery in the future because of the accented pronunciation (Tokumoto & 

Shibata, 2011). As discussed in the literature, identities are “ongoing construction projects 

that have the potential for reshaping as new people, places, and problems are encountered” 

(Settllage et al., 2009, p.105). As a result, identity represents one’s accumulation of 

experience, when one moves from one context to another. 

 
 

Shi Yi’s interview also revealed both her positive classroom design and oral proficiency. 

This positive attitudes of EAL students strengthened her identities. In spite of the positive 

feedback received from her students in terms of her classroom activities and language 

competency, she mentioned that she tends to keep a low profile: 

 
 

I know students are always amazed by my English level, so I tell them, if you watch 

Home and Away, Neighbours you will speak Australian English well. It just a matter 

of hard work, no short cut, I just want to keep a low profile, and teach well. 

 
 

In Shi Yi’s interview, she indicated that she had achieved a high level of oral proficiency 

because she has been residing in Australia for five years. She believed that an Australian 

accent and native-like pronunciation could be achieved through hard work. Although Shi Yi 

tried to be modest, this finding was similar to the literature review which had shown that 

teaching and learning methods in China originated from Confucian academic tradition. 

Modesty is a virtue (Guo, 2008). 
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Shi Yi’s understanding of her students’ attitudes towards her oral performance had 

progressed over time. She construed that initial mistrust from students was due to ignorance 

of her oral proficiency based on her physical appearance and cultural background. Shi Yi 

attempted to negotiate her identity in language teaching between her self-perception and 

perceptions engendered from her students. Finally, she came to an acceptance of mistrust 

and prejudice as a recurring feature when newly enrolled students joined the class in the 

ELICOS program, and she was content that students praised her oral performance as clear 

and easy to understand. The student evaluation on Shi Yi’s oral proficiency yielded two 

outcomes, as she relayed: 

 
 

I studied two masters, and I understand that in theory, we need to accept pronunciation 

with an accent, but in reality, students, um, in their hearts, they don’t want to study 

with a non-native speaker, you can have this kind vibe that there is this kind of 

resistance towards Asian teachers here. 

 
 

So, what I can do is to teach better from a learner’s point of view, I want them to know 

I can have this Australian accent through hard working, they can have it. I don’t want 

to show them my Chinese accent. 

 
 

The first outcome was Shi Yi’s acknowledgment of the discrepancy between theoretically 

promoted accented-pronunciation and realistically accented-pronunciation resistance. As 

Braine (1999) argues that NNESTs, including ANNESTs, can be considered as assets for 

EAL students as they have experienced the difficulties of the language-learning process, 
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which in turn makes them better at delivering language instruction. Mahboob (2004) also 

echoes Braine’s argument, believing that NNESTs are effective at anticipating the language- 

learning difficulties of EAL students, and can sense EAL students’ needs. Even though Shi 

Yi acknowledged that students later provided positive feedback regarding she also 

understood that her teacher identity would be constantly challenged at the commencement of 

each ELICOS program. The second outcome derived from her oral proficiency was that Shi 

Yi understood the importance of acquiring an Australian accent through consistent learning. 

She believed that even though it was impossible to achieve a native-like pronunciation, she 

still tried to hide her original Chinese accent. 

 
 

Shi Yi also mentioned that she put herself in EAL students’ shoes when explaining 

grammatical points, and she has the propensity to apply an appropriate language level of 

instruction to students. Shi Yi also believed EAL students preferred her teaching style as 

they found her explanations effective. In Shi Yi’s interview, she stated as follows: 

 
 

I have lots of students want to study with me, I got lots of complimentary letters, 

because of my past learning experience, I will tell what I did wrong, so they know 

easily, they said my class is easy to understand and that made me happy. 

 
 

Having received such evaluations, Shi Yi felt rewarded about her lesson plan, especially her 

interactive ways of teaching. The researcher found that Shi Yi’s teaching competence was 

established when students regarded her teaching instruction as being easy to follow and also 

interesting. Also, Shi Yi recalled that students enjoyed language study when her personal 

stories were integrated into the class. 
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When EAL students evaluated her language instruction as effective, the positive perception 

exerted a favourable influence on her identity as a competent language instructor. Shi Yi 

benefited from her native-like Australian pronunciation, as she acknowledged that native 

accents received positive attitudes, and accented pronunciation was construed as negative 

regardless of whether or not it was intelligible. After she adopted native-like Australia 

pronunciation, she perceived positive attitudes coming from EAL students. By doing so, she 

has established a confident identity as a language instructor. 

 
 

4.4.4 I don’t care! 

 
 

The third participant, Mike, came from mainland China. He had been teaching English for 

12 years in Australia, and five years in China. In the interview, he mentioned that when he 

first came here, he was shocked at how vibrant the classroom atmosphere was here in 

Australia, compared with that of China. In China, students generally did not ask questions of 

their teachers as their main focus was just to pass the test to be able to enter university. As 

such, pronunciation was not important; tricks and tips were the most relevant in their English 

study. Mike also mentioned that teachers, including English language teachers, were 

appreciated and respected in China. Over 17 years of teaching experience enable him to hold 

multi-faceted expectations of an English teacher. These entailed his teacher’s identity as a 

linguistic torchbearer and western cultural transmitter, the primary pedagogy through which 

language teachers in China were required to facilitate students to pass their examinations, 

and the authority of teachers’ position could not be challenged and teachers had the final say 

in the academic study. Mike was a little bit frustrated when he used the previous pedagogy 

here in Australia; he mentioned that he had received numerous complaints about his teaching 
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methods yet, he mentioned that: 

 
I don’t care and I know I am right, we are here to learn from the text, learn for the 

exams, I want to be a responsible teacher not a teacher for games. I was shocked that 

students were so rambunctious about everything when I first start teaching. 

 
 

Based on Mike’s interview, he employed his previous teaching methodology for both text 

books and examinations. As discussed in the literature, teachers in Asia mainly give priority 

to textbooks, exercises drills, and specific grammatical points. The classroom is dominated 

by a teacher-orientated methodology. The process is viewed by some scholars as a negative 

methodology to students’ critical thinking and concept understanding (e.g., Al-Issa, 2014; 

Ferris, 2013; Nguyen, 2013). Yet, Mike wanted to be a responsible teacher. A responsible 

teacher is an identity. Identity incorporates all the factors coming from someone’s cultural 

influences and personal beliefs to be effective teachers (Beauchamp & Thomas, 2009). 

According to Palmer (2007, p. 13), good teaching practice comes from teachers’ identities 

and integrity which are as “much to do with our shadows and limits, our wounds and fears, 

as with our strengths and potentials.” When Mike first started his teaching career in a 

language school in Australia, he mentioned that he was shocked that “students were so 

rambunctious”. According to Fitzpatrick (2012), a teacher’s own backgrounds might affect 

their expectations of their students and their interactions with them. Korthagen (2013) found 

that teachers who are from different racial and ethnic backgrounds often consider their own 

behaviour as being normal, and often interpret the behaviours of their students from other 

cultural backgrounds as being abnormal. 

 
 

In the interview, Mike recalled the importance of self-reflection during his teaching career. 
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He elaborated on his personal experiences both in China and Australia. As Mike relayed: 

 

 
When I reflect, I notice the difference between China and Australia in terms of 

language teaching. In China, test and teacher are important and in Australia 

communicative and students are important. I have to change the way I teach, every 

day I learn something new, they were so different and they are so rambunctious. 

 
 

The notion of teaching identity is shaped by one's classroom experiences in different 

contexts (Beauchamp & Thomas, 2009). Therefore, when Mike reflected on his teaching 

identity, he considered his classroom teaching experiences in order to have a clear picture of 

himself as a teacher. This finding contradicts previous studies that have suggested only 

learning from NESTs immerses students with culture related language points, he could see 

his teaching identity changing from a teacher-centred to a student-centred identity. As 

discussed in the literature review, identity is not fixed, rather it is fluid through ongoing 

experiences and various contexts (Jia et al., 2006). Therefore, Mike’s current identity and 

his teaching identity might change in the future. 

 
 

Mike was positive about his teacher identity; he had been teaching in Australia for more than 

10 years. He was regarded by students as one of the best teachers in the school. He described 

his teaching experiences: 

 

I never thought I can teach as well as native, or sometimes better than them. I feel 

great, of course I can’t be perfect, I need to reflect what was my problem in the class, 

and what was good, so I tried to practise a lot now. I can feel students don’t have any 

problems with me. Some students even stay in my class for a long period, they don’t 
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want to level up. 

 

 
The interview also disclosed that Mike benefited from his experience in language learning 

and teaching. This made him feel superior to his colleagues and even his NEST colleagues. 

Thus, when his positive teaching experience agreed with his perception, he engendered a 

positive teacher identity. Mike believed that he had established a legitimate image to EAL 

students. These findings contrast with what was discussed in the literature review, that 

NNESTs’ identity was affected by feelings of inferiority to their NESTs counterparts. Most 

ANNEST participants in previous studies did not perceive that they were as competent as 

NESTs in terms of English teaching. Various contributing factors, such as self-esteem, 

expectation, perception, and language proficiency played vital roles in the development of 

each ANNEST's self-concept (e.g., Árva & Medgyes, 2000; Llurda, 2004; Watson et al., 

2009). The findings in the current study are also similar to Giles et al. ’s (1987) 

ethnolinguistic identity theory, in which the target language is an important marker of a 

group membership and identity. They have hypothesised that individuals tend to compare 

their own social group to the target group in order to make their own identities favourably 

distinguishable and that distinctiveness enables individuals to achieve a positive identity. In 

Mike’s case, his identity was enhanced through student recognition and acceptance. He 

stated: 

 
 

When students told me that I am effective teacher, I understand their problems easily 

and I teach them nuance of the street English, I feel ecstatic. I felt relieved that I can be 

recognized just from my teaching capability, not by my face, or my pronunciation, 

because I know teaching is a skill, you cannot be born with it. 

As discussed in the literature review, teaching English is not a biological quality but a skill 
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that has to be learned. When we focus on the context of using English to the context of 

learning English, the advantage that NESTs have disappears in the context of learning 

English (e.g., Coskun & Daloglu, 2010; Hung, 2015; Gerami, 2013). These findings in the 

current study contrast with previous studies that ANNESTs fail to capture the rich 

complexities associated with the target informal language (e.g., Alptekin, 2002; Bayyurt, 

2006; Jeon, 2009). Rampton (1990) suggests to use the term language expertise to describe 

the knowledge and language proficiency of a skilled language user rather than NESTs, 

NNESTs or ANNESTs because this term shifts from “who you are” to “what you know” ( p. 

99). 

 
 

When receiving positive evaluations from EAL students, Mike was not complacent and did 

not take those evaluations for granted. Instead, he took a constructive perspective to further 

improve his teaching methods. 

 
 

My students are nice; they told me that they love my teaching methods, and they said I 

understand two cultures, but I sometimes worry and confused as well, I don’t know if 

it is an Australian way or a Chinese way of teaching. Actually, it doesn’t matter, I like 

to talk with students, and discuss with them and ask them what they would like to learn 

more, what I can improve, yes, they always respect me, and I respect them in a mutual 

way. 

 
 

Mike also reflected on student feedback about his teaching methods in order to facilitate 

their learning. This finding seems to show that ANNESTs start to shift from teacher- 
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orientated to student-centred teaching. According to Coskun and Daloglu (2010), an 

effective language teacher not only has linguistic competence in the target language, but also 

has a series of effective personality traits for language teaching, such as passion, 

responsiveness, and self-reflection of student feedback. Also, the interview revealed that 

Mike had encountered distress in integrating different cultural identities. According to Chen 

et al. (2008), bicultural individuals could suffer from distress in mediating between two 

different cultural perspectives, however, gaining a better understanding of themselves might 

help them shape their identity. 

 
 

Although Mike experienced some negative evaluations, he tried to no allow unconstructive 

feedback based on stereotypical views of ANNESTs to affect him: 

 
 

I pretty much ignored students’ evaluation based on my birthplace, just because that I 

am from Asia that doesn’t mean that I should be inferior, and my teaching should be 

substandard. That is what some of them think, and what I want to say is whatever who 

you are, either you from Asia, or other countries, we are the same. Especially in this 

day and age, you can’t just focus on the past or the stereotype, based on my years of 

teaching experience I have experienced so many students like those ones. 

 
 

It seemed that Mike had established his stable self-perception of his teacher status based on 

his rich teaching experience and constant self-improvement in language learning. 

Evaluations based on his birthplace or physical appearance in terms of his teaching could be 

caused by the native speaker fallacy paradigm, which is often perceived by the majority of 

English students when they start to learn English. NESTs have always been regarded as a 
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linguistic model (Moussu, 2006). Thus, it would be assumed that his self-perception was not 

easily affected by negative and non-constructive evaluation. 

 
 

Even though Mike had experienced some initial negative feedback at the commencement of 

the ELICOS program, he viewed this as an ongoing feature for every NNEST, ANNESTs 

included. Due to Mike’s optimistic personality, he accepted the reality that he would not be 

the same as NESTs and he viewed this as an inspiration to fill the gap between NESTs and 

ANNESTs. He mentioned that: 

 
 

I need to improve myself more, I know I wish I can become more native like; I know 

it is difficult, but I will focus on overall teaching method. I think constant self-reflect 

is important. 

 

This finding is similar to Tajfel’s (1978, 1974) studies which claim that when people 

encounter a member of another group, if they regard the other language as a core element of 

its identity, they will wish to adopt the target group language by taking up various strategies 

of psycholinguistic distinctiveness such as imitating their pronunciation, usage, slangs and 

idioms. In terms of self-reflect, according to Larrivee (2007), teaching identity has a 

reflective and active element. Thus, teachers should reflect on and develop their identity to 

carry out their work. 

 
 

Based on his discussions in the interview, Mike regarded himself as a competent English 

teacher and he received a positive assessment from students which enhanced his teacher 

identity. He was confident enough to dismiss student challenges which might affect his 
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identity because as he stated “I don’t care!” He was also able to justify his entitlement as a 

competent language teacher and showed that everyone makes mistakes, even NESTs. 

 
 

4.4.5 Summary 

 

 

The three ANNEST participants received initial negative attitudes from EAL students, which 

affected their identities as qualified language instructors. Yet, they also perceived positive 

attitudes from students during students’ on-going learning process, and t thus, their identities 

were enhanced. Min tried to eliminate his Korean accented pronunciation to be accepted, and 

he tried to be competitive while working with his NEST counterparts to survive. This was 

because he believed that only by changing his foreign-accented English, could he be valued 

as a qualified teacher. Similarly, Yi Shi had decided that her Australian accented 

pronunciation was beneficial so she hid her Chinese accented pronunciation. This was 

because she perceived that her accented pronunciation would be mocked. EAL students 

showed positive attitudes towards her language instruction in the class. Thus, her identity as 

a qualified teacher was enhanced. In Mike’s case, even though his identity has changed, and 

his authority as a teacher was unchallenged, and even though EAL students compared him 

with NESTs in terms of language usage, he did not seem to care. His unchallenged authority 

status was based on his long-term teaching experience. 

 
 

Overall, all three ANNESTs received positive attitudes from EAL students, and two of three 

ANNESTs had attempted to or changed their identities due to initial negative attitudes from 

EAL students. One has not changed due to his teaching experience. 
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Chapter 5 Conclusion 

 
 

With more EAL students from diverse linguistic and cultural backgrounds coming to 

Australia to further their English studies, an increasing number of ELICOS teachers are 

required, including ANNESTs. Thus, Australian ELICOS programs have become places 

where ANNESTs and EAL students join together either for their employment or study 

purposes. Understanding the symbiotic relationship between EAL students and ANNESTs 

calls for ongoing assessment in ELICOS programs. This study aimed to contribute to the 

current EAL education research by examining EAL students’ attitudes, and how ANNESTs 

reflect on their language teaching practice based on EAL students’ attitudes. The study was 

guided by Wu’s (2009) framework to examine how EAL students’ attitudes affect 

ANNESTs’ reflection. The approach provided valuable guidance to explore the complicated 

factors related with EAL students’ attitudes and ANNESTs’ reflection. 

 
 

The study was designed to answer two research questions: 

 

 

Question 1 - What are EAL students’ attitudes towards ANNESTs in ELICOS program in 

Australia? 

Question 2 - How do ANNESTs reflect on their language teaching practice based 

on EAL students’ attitudes? 
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A case study design was employed in this study. This chapter brings together the main 

findings for the research questions, the significance of the study and the theoretical and 

practical implications. It also considers the limitations of the study and recommends future 

research directions. 

 
 

5.1 Findings 

 

 

The findings of this research provided evidence of initial negative attitudes of EAL towards 

ANNESTs in the ten-week ELICOS program, followed by positive attitudes towards 

ANNESTs’ on-going language instruction. The findings also revealed that ANNESTs’ 

teaching identities are not permanent; they continue changing throughout their ongoing 

teaching journey. Overall, EAL students showed positive attitudes towards ANNESTs 

regarding their language instruction in the ELICOS program; this positive attitude increased 

the ANNESTs’ self-esteem and enhanced their teacher identities. 

 
 

Research question 1. The first research question examined EAL students’ attitudes towards 

ANNESTs language instruction in the ELICOS programs. Two stages were included in this 

phase of the research design. In the first stage, the survey results provided an overview of 

EAL students’ attitudes towards ANNESTs. In the second stage, the survey results were 

used in the student participants’ semi-structured interviews, and student participants were 

invited to elaborate upon their ideas based on their responses in the survey. 

 
 

The student participants expressed similar attitudes towards ANNESTs’ language 

instructions. The majority of students’ attitudes towards ANNESTs were positive, especially 
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in the areas of using personal stories to motivate students, grammar teaching, pronunciation, 

and cultural integration in class. As EAL student participant 5 (Anna) mentioned, she 

benefited from ANNESTs’ explanations of the origin of the idioms. ANNESTs’ 

pronunciation was evaluated as positive, which contradicts previous studies which have 

found that the accented pronunciation of NNESTs (including ANNESTs) was frowned upon 

(Hymes, 2005; Quirk, 2010; Rahimi & Ruzrokh, 2016). On the other hand, teaching methods 

such as rote-teaching and critical thinking received a negative evaluation. These findings are 

in line with previous studies that the education system in the Asian context is driven 

exclusively by non-participative role-learning. 

 
 

Research question 2. How do ANNESTs reflect on their language teaching 

practice based on EAL students’ attitudes? Three ANNESTs perceived that EAL 

students acknowledged their efforts in class and accepted their teaching methods. 

However, initial negative attitudes affected the ANNESTs participants in two ways. 

At first, negative student attitudes decreased their confidence as English teachers. 

To be able to survive in the competitive working environment and be recognised as 

a qualified language instructor, Min and Shi Yi tried to eliminate or had already 

eliminated their foreign accented pronunciation, and Mike’s identity was not 

affected due to his long-term teaching experience. 

 
 

Regardless of the initial negative attitudes towards their language instruction, the three 

ANNESTs had formed the conviction that their identity as English teachers had been 

enhanced by their unique input and involvement in the ELICOS program. For example, the 

ANNESTs perceived positive attitudes from students regarding cultural integration in the 
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class when cultural elements and personal learning experience were included in class 

 
activities. This finding contradicts previous studies that have suggested learning only from 

NESTs immerses students with culture related language points. However, this study revealed 

that ANNESTs tend to expose students to more culture related learning. In regard to the 

teacher participants’ personal learning experiences, the ANNESTs facilitated student learning 

based on their own previous learning and teaching experiences, and this benefited students 

enormously. Thus, these positive attitudes favourably influenced ANNESTs’ identity as 

competent English teachers. The following sections suggest the significance of the study and 

implications based on the main findings for the research questions. 

 
 

5.2 Significance of the Study 

 

 

ELICOS programs have undergone tremendous changes in which language teachers, both 

NESTs and ANNESTs, have played important roles. Previous studies have shown that 

NESTs are usually highly regarded as role models by EAL students for language teaching 

(e.g., Árva & Medgyes, 2000; Moussu & Llurda, 2008; Watson et al., 2009). However, 

ANNESTs may have more empathy towards EAL student needs than their NEST 

counterparts; this is because of the benevolent and perseverant philosophy from Confucian 

doctrine, and they cannot be regarded as native-English speakers due to their different 

cultural and linguistic backgrounds (Jain & Pondaiah, 2015). 

 
 

When teaching in an English-speaking country, ANNESTs are exposed to some challenges 

and identity issues, yet few studies have investigated ANNESTs identities in this matter. 

Therefore, an investigation of the attitudes of EAL students on ANNESTs identities can 
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guide perspective ANNESTs who are planning to teach in an English-speaking country and 

 
also help them to prepare for the influence of EAL student attitudes, towards their identities. 

The findings from this study contribute to filling the gap whereby few studies have been 

conducted specifically regarding ANNESTs’ reflection on their language teaching practice 

based on EAL students’ attitudes. It is not enough simply to look at NNESTs in general 

because the experience of being an ANNEST is different from that of other NNESTs due to 

various cultural and linguistic backgrounds. The case study design employed in this study 

produced valuable insight into how EAL students’ attitudes affect ANNESTs’ reflection on 

their language teaching practice based on EAL students’ attitudes. 

 
 

5.3 Implications 

 

 

The study findings have shown EAL students’ attitudes towards ANNESTs and how these 

attitudes affect ANNESTs’ reflection on their language teaching practice based on EAL 

students’ attitudes in an ELICOS program in Brisbane, Australia. 

Negative attitudes towards ANNESTs’ rote-learning approaches and lack of critical thinking 

teaching were examined, and the dominant positive attitude towards ANNESTs’ language 

instructions were analysed. EAL student attitudes affecting ANNESTs’ reflection on their 

language teaching practice based on EAL students’ attitudes were also examined in the 

study. The theoretical and practical implications are that the results fill an existing literature 

gap and provide an in-depth understanding of ANNESTs identities in an English-speaking 

country. The theoretical implications are related to the current literature, and the practical 

implications are related to pedagogies in the classroom and institutional policies. 
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A theoretical implication of this study is the findings that it contributes towards a valuable 

conceptual framework to guide research and practice while facing the existing native-speaker 

fallacy (Ma, 2012). The findings showed that EAL students showed initial negative attitudes 

towards ANNESTs due to their non-Caucasian appearances based on native-speaker fallacy, 

and these findings contrasted with some previous studies which have shown that it is 

impossible for ANNESTs to achieve native-like level of English proficiency even through 

hard-work (e.g., Barrow et al., 2016; Dickson, 2013; He & Miller, 2011). The findings also 

showed that ANNESTs identities were enhanced by EAL students on-going positive 

attitudes. 

 
 

These theoretical implications may be useful to increase awareness of native speaker fallacy 

(Ma, 2012) which produces linguistical prejudice (Ma, 2012). Prejudice towards an 

ANNEST who is an efficient teacher is often established due to their sociocultural, and 

linguistic backgrounds, and even their physical appearance instead of from their professional 

preparation, linguistic competence, cross-cultural awareness, and pedagogy. As the findings 

have illustrated, EAL students positively evaluated ANNESTs when they incorporated 

Australian cultural elements in class activities to help them gain more understanding about 

Australian cultural values. Students also learned more idiomatic expressions from ANNESTs 

than from NESTs. In addition, the ANNESTs pronunciation was evaluated as positive which 

contrasts with previous debates regarding ANNESTs’ pronunciation inferiority (Alghofaili & 

Elyas, 2017). 

 
 

The findings of the current study may be helpful for NESTs to embrace various ANNESTs’ 

accented pronunciation. When NEST colleagues identify and give negative feedback 
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regarding an ANNESTs’ accented pronunciation, this can cause high level emotions which 

can affect a teacher’s identity (Bresnahan & Shearman, 2002). Based on the literature review, 

it is true that humans make judgements about accents where standard forms are considered 

superior, and accented foreign accents are regarded as inferior (Quirk, 2010). An example of 

this is Min, because she believed it was humiliating when her Korean accented pronunciation 

was identified. Finally, the theoretical implication should be broadened to be helpful for 

other NNESTs to teach in an English-speaking country. The findings in this study revealed 

that EAL students showed initial distrust and prejudice at the beginning of the course. 

However, during their ongoing study in their ELICOS program, students established positive 

attitudes towards ANNESTs regarding their language instruction. 

 
 

The practical implications of this study entail institutional policy and teacher pedagogies. 

Due to the stress caused by accented pronunciation, institutional policy required school 

administrators to increase the awareness of teachers from various cultural backgrounds 

during the induction session and reduce some possible unintentional emotional stress to 

NNESTs. It is also imperative that language instructors have a thorough understanding of 

their students’ needs in particular, providing input regarding the informal culture of the 

English-speaking country where the ELICOS program is being undertaken, in this case 

Australia. In this study, EAL students stated that ANNESTs were inclined to integrate more 

informal English in the class than NESTs. Thus, cultural integration including informal street 

English is important in the class activity design. Professional EAL teacher training should 

focus on equipping language instructors with methods for combining classroom textbook 

teaching and informal street English teaching to increase EAL students’ language 

enhancement and cultural awareness. Although the literature often reiterates the importance 
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of cultural elements in classroom teaching, it seems that few NESTs take effective methods 

to integrate informal culture in the class activity design. Most previous studies have put great 

emphasis on the importance of culture, and it must be part of the curriculum design of second 

language learning and teaching. Both ESL and EFL teachers need to pay a great deal of 

attention to the cultural varieties, and relevant teaching strategies needed to help students 

either to increase cultural awareness or bridge cultural gaps. Therefore, it is vital for NESTs 

to introduce background knowledge of idioms to students as separating culture, even 

informal culture, from its language just like a person without a soul or a book without a 

theme. 

 
 

A further implication of this study is that it could be useful for ANNESTs who might embark 

on a teaching journey in ELICOS programs in Australia. The findings might provide 

guidance to ANNESTs to negotiate relationships with EAL students as pronunciation of 

ANNESTs was regarded as positive in the current study. 

 
 

5.4 Limitations of the Study and Future Research Directions 

 

 
In this study, only a small number of participants took part in the case study design with 

15 EAL students and three ANNEST participants were selected. Due to the small sample 

size, along with the lack of consistency in their personal information (age, gender, time in 

the industry, and cultural backgrounds and so forth), generalisation of the study should be 

carried out with caution as it lacks random sampling, such as participants need be 

compared with the largest potential group of non-participating individuals. 

 
 

The time frame for the semi-structured interviews was limited, with roughly 15 minutes for 
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each participant. Thus, limited responses from both EAL students and ANNESTs were 

collected. Therefore, longitudinal observational research involving more student and teacher 

participants in an ELICOS program might produce a deeper understanding of the issues 

under investigation. Another limitation is that the sample was drawn from only this 

particular ELICOS school setting, and is not generalisable to other language learning 

contexts. 

 
 

Due to his insider researcher status, the researcher’s objectivity could be compromised based 

on familiarity with the research setting. In light of this prior knowledge, wrong assumptions 

can be made unconsciously. Thus, larger scale quantitative and qualitative research 

triangulation can be employed to explore EAL students’ attitudes towards not only 

ANNESTs but also NNESTs from other continents, such as Latin America, Africa or 

European continents, and how the students’ attitudes affect their teachers’ identities. 

 
 

5.5 Conclusion 

 

 

Despite some initial negative attitudes of EAL students towards ANNESTs regarding their 

language instruction, positive attitudes were shown towards ANNESTs during the ELICOS 

program. ANNESTs’ self-esteem was reduced when negative evaluations were given and 

self-esteem was increased when positive feedback was given. The identities of the three 

ANNESTs were enhanced when they received positive attitudes towards their language 

instruction. 
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Appendix A: Consent Form 

 
Griffith University 

Letterhead GU ref no: 

2018/637 

 
 

A case study of students' attitudes towards ANNESTs and ANNESTs' reflections on their language teaching 

practice 
 

CONSENT FORM 
 

 

 
 

Research Team Senior Investigator: Dr Minglin Li 

Senior Investigator: Dr Sophiaan Bubhan 

Member of the research team: Chunpeng (Gary) Zhai 

School of Humanities, Languages and Social Science 

Contact Phone: 0431 391 481 

Contact Email: gary.zhai@griffithuni.edu.au 
 

 

 

By signing below, I confirm that I have read and understood the information 

package and in particular have noted that: 

 
 

• I understand that my involvement in this research will include: 

interviews for students: your learning experience, your attitudes affect 

identities of Asian Non-Native English-Speaking Teachers (ANNESTs) in 

Australia. 

mailto:gary.zhai@griffithuni.edu.au
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Interviews for teachers: Asian Non-native English-speaking teachers challenge 

themselves and adjust their teaching methods; 

• I have had any questions answered to my satisfaction; 

 

• I understand there is no risks involved; 

 

• I understand that there will be no direct benefit to me from my participation in this 

research (this may need to be modified for some projects); 

• I understand that if I have any additional questions I can contact the research 

team; 

• I understand that I am free to withdraw at any time, without explanation or 

penalty, and your participation is voluntary and that the participants' decision to 

withdraw from the study will not affect their relationship with Griffith University 

or the ELICOS; 

• I understand that I can contact the Manager, Research Ethics, at Griffith 

University Human Research Ethics Committee on 3735 4375 (or research- 

ethics@griffith.edu.au) if I have any concerns about the ethical conduct of the 

project; 

• I agree to be voice-recorded during the interview; I know that when the project 

team labels my recordings, writes articles and talks about the project they will use 

a false name, not my real name; 

• I agree that my data can be used for presenting research findings, for further 

analysis in future research projects [and/or for teaching purposes]. 

mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
mailto:research-ethics@griffith.edu.au
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• I know that the information collected about me may be audited by the research 

sponsor, Dr Minglin Li and Dr Sophiaan Subhan, to check that the research is 

being conducted properly. 

• I agree to receive an incentive $50 for participating in the interview; 

 

• And, I agree to participate in the project. 
 

 

 
 

 

Name 

 

Signature  

Date  
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A case study of students' attitudes towards ANNESTs and ANNESTs' reflections on their language teaching 

practice. 
 

GU ref no: 2018/637 
 

 

 
 

Who is conducting the research: Senior Investigator: Dr Minglin Li 

Senior Investigator: Dr Sophiaan Bubhan 

Member of the research team: Chunpeng (Gary) Zhai 

School of Humanities, Languages and Social Science 

Contact Phone: 0431 391 481 

Contact Email: gary.zhai@griffithuni.edu.au 
 

 
 

Why is the research being conducted? 

 

 

 

This study is to obtain an in-depth analysis of how English as Second Language (ESL) students’ 

attitudes affect identities of Asian Non-Native English-Speaking Teachers (ANNESTs) in 

Australia. The study comprises three major sections: (1) five ESL students’ learning experiences, 

(2) students’ attitudes towards three ANNESTs, and (3) how these attitudes affect ANNESTs’ 

reflection on their language teaching practice based on EAL students’ attitudes in Australia's 

'English Language Intensive Courses for Overseas Students (ELICOS) programs in Australia. In 

order to collect data for further analysis on ESL students’ attitudes and positions on ANNESTs, 

and how these perceptions affect those teachers’ identity. 

 
 

What you will be asked to do 

mailto:gary.zhai@griffithuni.edu.au
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You will be invited to take part in interviews about your attitudes towards ANNESTs in relation 

to English instruction in an ELICOS program, and how these perceptions affect ANNESTs in 

establishing their identities and professional development. 

 
 

You will be voice-recorded during the interview, and the project team may label your 

recordings, writes articles and talks about the project they will use a false name, not your real 

name; 

 
 

Your data can be used for presenting research findings, for further analysis in future research 

projects [and/or for teaching purposes]. 

 
 

The information collected about you may be audited by the research sponsor, Dr Minglin Li 

and Dr Sophiaan Subhan, to check that the research is being conducted properly. 

 
 

An incentive $50 will be given to you for participating in the interview. 

The basis by which participants will be selected or screened 

 

The researcher will choose randomly choose three students in the class in which an Asian teacher 

delivery the lesson in the ELICOS program. 

 
 

The expected benefits of the research 

 

 

Conclusions drawn from findings and implications can be beneficial to both curriculum design 
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and institutional personnel distribution to meet the ESL students’ demand in the real world. In 

addition, the study is helpful for teachers to foster their strengths and overcome their weaknesses. 

 
 

Risks to you 

 

 

 

There is no risks to you, The researcher will separate teachers and students interview time and 

location to avoid possible embarrassment and bias. The researcher conducting interviews has a 

strong commitment to partnering with professionals, and understanding the experiences and 

contexts in which you work. The researcher will ensure anonymity and privacy throughout all data 

collection activities and attention will be given to ensuring the research process is open and 

transparent, and based on a partnership. 

 
 

Your confidentiality 

 

 

Your responses will be kept strictly confidential. Your name will not be linked with the research 

materials and will not be identified or identifiable in the report or reports that result from the 

research. 

 
 

Your participation is voluntary 

 

 

Your participation is voluntary and that the participants' decision to withdraw from the study will 

not affect their relationship with Griffith University or the ELICOS. In addition, should you not 

wish to answer any particular question or questions, you are free to decline. 
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Questions / further information 
 

Senior Investigator: Dr Minglin Li 

Senior Investigator: Dr Sophiaan Subhan 

Member of the research team: Chunpeng (Gary) Zhai 

School of Humanities, Languages and Social Science 

Contact Phone: 0431 391 481 

Contact Email: gary.zhai@griffithuni.edu.au 

 

 
The ethical conduct of this research 

 

 

 

The information sheet should indicate that Griffith University conducts research in accordance 

with the National Statement on Ethical Conduct in Human Research (2007). If potential 

participants have any concerns or complaints about the ethical conduct of the research project they 

should contact the Manager, Research Ethics on 3735 4375 or research-ethics@griffith.edu.au. 

 

Feedback to you 

 

 

You will be sent a summary of the interview in which you will be invited to 

 

provide feedback or amendments to the researcher interpretations of the interview. Results will be 

reported carefully to ensure individuals will not be identifiable within any research findings or 

publication. 

Privacy Statement - anonymous or de-identified information 

 

 

In accordance with Queensland Information Standard 42 (which applies where the data will be 

mailto:gary.zhai@griffithuni.edu.au
mailto:research-ethics@griffith.edu.au
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collected or generated in an identified form and applies to human research conducted under the 

auspices of the University), the information sheet must include a legal privacy statement. There 

are two forms of this statement that can be used. 

 
 

For situations where personal information will be collected (please note that the Commonwealth 

Privacy Commissioner has classified opinions as personal information) but not used in 

publications or reporting of research results, or used only in de-identified form, there is a 

recommended non-disclosure form of statement (see also section 7.10 of the in Booklet 22 of the 

Griffith University Research Ethics Manual: 

 
 

“The conduct of this research involves the collection, access and/or use of your identified personal 

information. The information collected is confidential and will not be disclosed to third parties 

without your consent, except to meet government, legal or other regulatory authority requirements. 

A de-identified copy of this data may be used for other research purposes. However, your 

anonymity will at all times be safeguarded. For further information consult the University’s 

Privacy Plan at http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university- 

privacy-plan or telephone (07) 3735 4375.” 
 

 

 

Note: if data collection is anonymous, it is not necessary to include a privacy statement in the 

informed consent materials. 

http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan
http://www.griffith.edu.au/about-griffith/plans-publications/griffith-university-privacy-plan
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Appendix B: Student Questionnaire 

 

 
Key Definitions 

 

 

English as an Additional Language (EAL): English as an Additional Language refers 

to students whose primary language(s) is not English. For example, students who come 

from non-English countries come to Australia to learn English as Additional Language. 

 
 

Native English-Speaking Teachers (NESTs): Native English-Speaking teachers refer to 

English teachers who speak English as their mother tongue. 

 
 

Non-Native English-Speaking Teachers (NNESTs): Non-Native English-Speaking 

Teachers refers to English language teachers who speak English as a foreign or second 

language. 

 
 

Asian Non-Native English-Speaking Teachers (ANNESTs): In this study, ANNESTs 

refer to English language teachers who were born in Asian countries and speak English 

as a foreign or second language, who are currently teaching. 

 
 

Teaching English to Speakers of Other Languages (TESOL): Teaching English to 

Speakers of Other Languages encompasses what used to be called TEFL (Teaching 

English as a Foreign Language) and TESL (Teaching English as a Second Language). 

Hence, as English is the main language in Australia; instructions for English language 

students are known as English as a second language (ESL). 
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Language Intensive Courses for Overseas Students (ELICOS): ELICOS refers to 

English study programs which have been designed for students who require English 

language training before starting formal studies in Australia. In this study, a number of 

a case study participants took part in a ten-work study program. 

 
 

Rote learning: Rote learning refers to a technique which is solely based on 

memorisation and repetition to master a foundational knowledge or to recall basic 

information for test-based learning. 
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Individual Background Questionnaire 

 

 
Please answer the following checklist questions. 

 

1. Gender: Male  Female    
 

2. Age: under 18  Over 18   
 

3. What’s your cultural background:    
 

4. What’s your English level: Beginner  Intermediate  Advanced    
 

5. How long have you been learning English in General? 

 

Year  Month    
 

6. How many Native English-Speaking Teachers (NESTs) have you had in your class? 

 

1 to 3  4 to 6  7 to 9  Over 10    
 

7. How many Asian Non-Native English-Speaking Teachers (ANNESTs) have you had in 

your class? 

1 to 3  4 to 6  7 to 9  Over 10    
 

8. What is your general impression of ANNESTs in terms of teaching the courses listed in 

the table below? Please circle one answer. 

Courses Asian Non-native English- Speaking 

 

Teachers (ANNESTs) 

Spoken English (pronunciation) Effective Ineffective 

Writing Effective Ineffective 

Grammar Effective Ineffective 

Vocabulary Effective Ineffective 

Introducing Australian Culture Effective Ineffective 
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Attitudes Towards ANNESTs’ English instruction 

 

 

Please respond to the following statements by circling a number that best expresses your view. 

 

 

Section One – Students’ Learning Experiences 

 

 

Statement 

Strongly 

 

Disagree 

 

Disagree 

 

Agree 

Strongly 

 

Agree 

1. ANNESTs use rote-learning methods to 

 

help students 

 

1 

 

2 

 

3 

 

4 

2. ANNESTs do not teach critical thinking 1 2 3 4 

3. ANNESTs use personal learning 

 

experiences to motivate students 

 

1 

 

2 

 

3 

 

4 

4. You feel motivated when ANNESTs 

incorporate life philosophy in the 

classroom learning. 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

5. ANNESTs understand your grammatical 

questions and provide easy-to-understand 

answers. 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

6. ANNESTs incorporate Australian culture 

 

elements in the class 

 

1 

 

2 

 

3 

 

4 
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Section Two – Teachers’ Language Instruction 

 

 

Statement 

Strongly 

 

Disagree 

 

Disagree 

 

Agree 

Strongly 

 

Agree 

Spoken English  

7. ANNESTs deliberately articulate every 

 

syllable, which sounds robotic. 

 

1 

 

2 

 

3 

 

4 

8. ANNESTs mispronounce, and place stress 

 

on words incorrectly. 

 

1 

 

2 

 

3 

 

4 

9. ANNESTs introduce Australian idiomatic 

 

expressions in the class. 

 

1 

 

2 

 

3 

 

4 

Writing  

10.ANNESTs demonstrate ways to use correct 

 

and useful phrases. 

 

1 

 

2 

 

3 

 

4 

11.ANNESTs use writing templates in the 

 

class. 

 

1 

 

2 

 

3 

 

4 

12.ANNESTs inform you of cultural 

 

difference in writing. 

 

1 

 

2 

 

3 

 

4 

Vocabulary  

13.ANNESTs introduce Australian idiomatic 

 

expressions in the class. 

 

1 

 

2 

 

3 

 

4 

14.You enjoy taking vocabulary courses with 

ANNESTs 

 
1 

 
2 

 
3 

 
4 

15.ANNESTs increase your awareness of 

 

cultural differences in using language. 

 

1 

 

2 

 

3 

 

4 
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Culture 
 

16. ANNESTs make comparisons between 

Australian and other cultures, which 

increases your cultural awareness. 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

17. ANNESTs introduce Asian cultural values 

 

in language learning. 

 

1 

 

2 

 

3 

 

4 

18. ANNESTs introduce Australian cultural 

 

norms in class. 

 

1 

 

2 

 

3 

 

4 

Grammar  

19. ANNESTs teach grammar by giving 

 

everyday life examples. 

 

1 

 

2 

 

3 

 

4 

20. You enjoy taking grammar classes with 

ANNESTs because their explanations are 

clear and systematic. 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

21. ANNESTs use rote teaching methods. 1 2 3 4 

Aspects of Language teaching 
 

22. ANNESTs know how to help you to 

 

achieve high marks in tests. 

 

1 

 

2 

 

3 

 

4 

23. ANNESTs consider in-class activities 

(including games) and out-of-class 

activities as learning resources 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

24. ANNESTs have great teaching abilities in 

 

using different techniques and methods. 

 

1 

 

2 

 

3 

 

4 
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25. ANNESTs are capable of teaching English 

to students from different cultural 

backgrounds. 

 
 

1 

 
 

2 

 
 

3 

 
 

4 

 

 

Section Three – The Overall Attitudes of Students 
 

 

 
 

 

Statement 

Strongly 

 

Disagree 

 

Disagree 

 

Agree 

Strongly 

 

Agree 

26. ANNESTs are good at helping you achieve 

 

expected scores test. 

 

1 

 

2 

 

3 

 

4 

27. ANNESTs are good at explaining grammar 

 

points. 

 

1 

 

2 

 

3 

 

4 

28. ANNESTs are good at teaching 

pronunciation teaching, you believe 

ANNESTs are not efficient. 

 
 

1 

 
 

2 

 
 

3 

 
 

4 
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Open-Ended Questions for students 

 

 

Please answer the following Open-Ended Questions. 

 

 

1. From your personal experience, what are those positive or negative experiences you have 

encountered while learning English from ANNESTs? Please write your responses in the 

spaces provided. 

 
 

Positive experiences: 

 

 

……………………………………………………………………………... 

 

 

……………………………………………………………………………… 

 

 

Negative experiences: 

 

……………………………………………………………………………... 

 

 

………………………………………………………………………………. 

 

 

2. Is there any extra information you would like to add based on your personal experience? If so, 

please write your responses in the spaces provided. 

 
 

………………………………………………………………………….......................... 

 

 

………………………………………………………………………………………… 
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IMPORTANT NOTE: 

 

At some stage, the researcher would like to contact you to verify the authenticity of the 

responses of open-ended questions, while examining the data. If you wish to take part in this 

process, please leave your name, email address, contact number, and when is the best time to 

contact you. 

 
 

All information provided will be kept confidential. We will not disclose your personal 

information to a third party without your consent. 

 
 

Thank you for your time and cooperation. 

 

 

Name:    
 

 

 

Email address:    
 

 

 

Contact number:    
 

 

 

When is the best time to contact you?    
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Appendix C: Interview Questions for EAL Students 

 

 
Asian teachers teach in the classroom in general 

 

 

1. Have you ever experienced rote learning methods from ANNESTs in the classroom? 

 

If so, what are the advantages and drawbacks of this method? 

 

2. Have you studied critical thinking? Do you think it is necessary to learn the critical 

way of thinking? What are the benefits and drawbacks of it? 

3. Do ANNESTs put personal learning experiences in the class to motivate you with 

language learning? If so, please describe your opinion on this? 

4. Do ANNESTs incorporate life philosophy in the classroom learning? If so, please 

describe your opinion on this? 

5. How do your ANNESTs explain grammatical questions? Is it easy to understand or 

difficult to understand? 

6. Do ANNESTs incorporate Australian cultural elements in the class to help you 

understand more about Australian cultural values? If so, please describe your opinion 

on this? 

7. How much would you agree that the reason you come to an English-speaking country 

is because you planned to learn English only from NESTs? 
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Section Two – Teachers’ Language Instruction 

 

 

Spoken English 

 

9. How much would you agree that ANNESTs carefully pronounce every syllable to 

make sure that everyone understands? 

10. Do you find it difficult to understand ANNESTs’ pronunciation? 

 

11. Do ANNESTs teach Australian idiomatic expressions in the class? If so, what are the 

benefits of learning Australian idiomatic expressions? 

Writing 

 

12. How do ANNESTs teach useful and relevant phrases in writing? 

 

13. Do you agree that ANNESTs tend to use writing templates in the class? What is your 

opinion on this? 

14. How much cultural difference in writing do ANNESTs introduce to the class? 

 

 

Vocabulary 

 

15. Have you learned Australian slangs from ANNESTs? 

 

16. Please describe the way that ANNESTs explain new vocabulary in the class? 

 

17. Do ANNESTs explain the relationship between culture and its language? If so, how 

those elements are explained? 

 

Culture 

 

18. Do ANNESTs make a comparison between other cultures and Australian ones? If so, 

describe how you learned in the class? 
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19. Do ANNESTs introduce Asian cultural values in language learning, if so, how often 

do they introduce to the class and what are the benefits from your understanding? 

20. Do ANNESTs inform you about Australian customs and rules in the class? If so, how 

often do they inform the class? 

 

 

Grammar 

 

21. Do you enjoy taking grammar classes with ANNESTs, if so, what is the reason for 

that? 

22. How do your ANNESTs teach grammar? What kind of methods does your teacher 

use? 

23. Will you be able to use grammar pointed you have learned in everyday life? 

 

 

Aspects of Language teaching 

 

24. Regarding studying for the test, how do ANNESTs help you? 

 

25. Please describe how ANNESTs use class activities, games, and out-of-class activities 

as resources for English learning. 

26. Could you please describe how ANNESTs use different techniques and methods in 

the classroom? 

27. Please describe ANNESTs’ capability in terms of teaching English to students from 

different cultural backgrounds. 

 

Section Three – The Overall Attitudes of Students 

 

 

28. Do agree that ANNESTs are good at helping you achieve expected scores test? Please 

illustrate your opinion in this matter. 
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28. Do you agree that ANNESTs are good at explaining grammar points? Please illustrate 

your opinion in this matter. 

29. What’s your opinion on ANNESTs’ pronunciation teaching? 

 

30. In general, would you believe that ANNESTs are efficient in teaching English? 

 

 

Open-Ended Questions for students 

 

 

Please answer the following Open-Ended Questions. 

 

 

1. From your personal experience, what positive or negative experiences have you 

encountered while learning English from ANNESTs? Please write your responses in 

the spaces provided. 

 
 

Positive experiences: 

 

……………………………………………………………………………... 

 

……………………………………………………………………………… 

Negative experiences: 

……………………………………………………………………………... 

 

………………………………………………………………………………. 

 

2. Is there any extra information you would like to add based on your personal experience? 

 

If so, please write your responses in the spaces provided. 

 

……………………………………………………………………………............ 

 

……………………………………………………………………………………… 
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Appendix D: Questions for ANNESTs Interview 

 

 
 

Questions about ANNESTS past teaching experience in their own country 

 

 

1. How did EFL students in your country evaluate your English language proficiency? 

 

1.1. What feedback did they provide about your teaching of four sections (listening, reading, 

speaking and writing)? 

1.2. What feedback did they give you about how you motivated them in terms of language 

learning? 

1.3. How well did they understand your grammatical instructions? 

 

1.4. What reactions did they have to your English pronunciation? 

 

1.5. Please describe how they respected you as a teacher back in your country? 

 

1.6. What challenges did you encounter from students in terms of teaching methods? 

 

2. How did you feel or cope with attitudes of EFL students in terms of your teaching 

competence, and professional skills? 

2.1. Would you adjust your professional teaching methods after receiving students’ negative 

evaluation? If so, how would you adjust your teaching methodology? 

 

 

Questions about ANNESTS’ teaching experience in ELICOS programs in 

Australia 

 

3. In comparison with your previous teaching experience back home, how do ESL students 

here follow your instructions as well as in your country? 

3.1. What is the difference in the way between EFL students and ESL students regard you as 

a teacher? 

3.2. What feedback do students here in Australia give you about how you motivate them in 
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terms of language learning? 

 
3.3. How well do students here in Australia understand your grammatical instructions? 

 

3.4. What reactions do they have to your English pronunciation? 

 

3.5. Please describe how they respect you as a teacher here in Australia? 

 

3.6. What challenges have you encountered from students in terms of teaching methods? 

 

 

4. How do you feel about their attitudes towards your language proficiency? 

 

5. How ELICOS students here in Australia different from students in your country? 

 

6. What are the most challenges and difficulties in terms of English teaching in Australia 

compared with that in your country? 

7. How would you adjust your teaching methods towards students’ negative attitudes? If so 

how could you adjust yourself? 
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Appendix E: Coding of Interview Transcripts 

 

 
 

Codes for “attitudes” of EAL students: 

 

 

1. English-language learning experience in the ESL context (abbreviated to ‘learning 

experience’ in coding tables) – the experiences in which students have undergone, 

including: 

Easy 

Difficult 

rote learning approach 

critical learning approach 

motivation 

cultural teaching 

 

learning only from NESTs 

 

 

2. Teachers’ overall teaching performance (abbreviated to ‘teaching’ in coding tables): 

the areas EAL students expressed their opinions towards ANNESTs teaching, 

including – 

pronunciation 

idiom explanation 

using writing templates 

phrases for writing 

different writing styles 

new vocabulary teaching 

cultural awareness 
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Asian cultural value input 

classroom activities 

grammar teaching 

test preparation teaching 

 

teaching methods (teacher-centred or student centred) 

 

 

3. Students’ attitudes towards ANNESTs (abbreviated to ‘attitudes’ in coding tables): 

the areas EAL students demonstrate their attitudes towards ANNESTs teaching, 

including – 

good/bad at teaching grammar (a+/-) 

good/bad at teaching pronunciation (b+/-) 

good/bad at teaching writing (c+/-) 

good/bad at teaching listening (d+/-) 

good/bad at teaching new vocabulary (e+/-) 

good/bad at test preparation teaching (f+/-) 

good/bad at classroom activity design (g+/-) 

good/bad at increasing cultural awareness (h+/-) 

 

 

Codes for “identities” of ANNESTs: 

 

 

1. English-language teaching experience in the ESL context (abbreviated to ‘EFL 

teaching’ in coding tables) – the previous teaching experiences in which ANNESTs 

have undergone, including: 

Professional language teaching skills 

 

Motivation in the learning process in the EFL context 
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Grammatical instructions 

 

English pronunciation competence 

Teacher respect 

Challenges in teaching 

 

Feelings towards students’ evaluations 

Teaching methodology adjustment 

 
 

2. English teaching experience in ELICOS programs in Australia (abbreviated to ‘ELICOS experience’ 

in coding tables) – the experiences in which ANNESTs have had in the Australian context, including: 

Difference teaching in both EFL and ESL contexts 

Motivation in the learning process in the Australian context 

Grammatical instructions 

English pronunciation competence 

Teacher respect 

Challenges in teaching 

 

Feelings towards students’ evaluations 

Teaching methodology adjustment 
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Appendix F: Griffith Ethical Conduct Guidebook 
 

 
 

I N T H I S B OOKL E T 

 

1.0 Introduction 
 

 
 

3.0 National guidelines 
 

 
 

5.0 Recruitment and perceived 
pressure 

 

 
 

7.0 Dependent and captive 
relationships 

 

 
 

9.0 Research with our own 
students 

 

 

Introduction 
A significant proportion of human research projects will involve some 

degree of interaction between people. In some cases, potential 

participants in a research project can be in an unequal or dependent 

relationship (see 2.0 for a definition of such relationships) with the 

researcher(s) and / or perceived sponsors of research (see Commentary 

1 side bar for a discussion about perceived sponsors). This unequal 

relationship can raise serious ethical issues and can result in formal 

complaints about the ethical conduct of a project. 

 
Such problems can arise across the range of human research activity, 
being potentially just as serious in disciplines such as education and 
business management, as in clinical contexts. It is also important to 
recognise that, whilst nearly all researchers and sponsors are unlikely to 
have the intention of exploiting an unequal relationship, the perception 
that an unequal relationship has not been appropriately addressed can 
be almost as damaging. 

 

An unequal relationship can result in potential participants feeling 
coercive pressure to participate in a project, and have associated 
additional risk issues. If not appropriately managed, these issues can 
raise serious questions about the ethical justification of a planned 
research project. 

 
Examples of unequal relationships include (but are by no means limited 
to): 

1. Educators conducting research on their own 
students. 

2. Employers or supervisors conducting research on 
their own staff. 

3. Franchisors conducting research on their 
own franchisees. 

4. Clinicians conducting research on their own patients. 

5. Service providers sponsoring research on their own 
clients. 

 
This booklet provides a short introduction to the various ethical issues 
associated with research involving unequal relationships, and some 
guidance on strategies to address the challenges that these can raise. 

 
10.0 Research design 

considerations 

 
8.0 Research with our own 

patients / clients 

 
6.0 Risks 

 
4.0 Ethical principles 

 
2.0 Defining unequal or 

dependent relationships 
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Perceived sponsors of 

research 

For a number of reasons (see list 
below) a potential participant might 
perceive a body or someone else 
with authority over them as 
sponsoring or facilitating a research 
project. If such a perception exists, 
any impacts (e.g. on the voluntary 
nature of participation, 
confidentiality, or risks) must be 
managed in a similar manner to the 
approach used for unequal 
relationships between the 
researcher and potential participant. 

 
Commissioner of the research – 
Did the body or person 
commission the project? 

 
Source of funding – Is the body or 
person funding the research (in full 
or part, whether directly or inkind)? 

 

Informing priority activity – Will 
outputs from the research support 
key objectives or priority activities 
of the body or person? 

The degree to which this 
perception is an ethical 
concern depends upon two 
questions: 

 
1. Does the research involve 

more than negligible risk; 
and 

 

2. With the current design of 
the research could the body 
or person be aware of the 
participatory status of 
individuals? 

Continued over leaf 

Defining unequal and dependent relationships 

Chapter 4.3 of the National Statement refers to existing relationships between the 
researchers and potential participants or perceived sponsors (see Commentary 1 side 
bar) and potential participants. 

 
Such relationships are ethically significant if they could “compromise the voluntary 
character of participants’ decisions”. The provided list (slightly amended for this booklet) 
of unequal and dependent relationships includes: 

• educators (sic) and their students; 

• carers and people with chronic conditions or disabilities, including long-term 
hospital patients, involuntary patients, or people in residential care or 
supported accommodation; 

• governmental authorities and refugees; 

• health care professionals, including psychiatrists and counsellors (sic) and 
their patients or clients; 

• correctional officers / authorities (sic) and prisoners; 

• employers or supervisors and their employees (including members of the 
Police and Defence Forces); 

• service-providers (government or private) and especially vulnerable 
communities to whom the service is provided. 

 
“Those mentioned first in each of these examples will sometimes be involved as 
researchers, as well as being involved in facilitating or implementing the research” (NS 
4.3). 

 
The above list should not be considered exhaustive and exclusive. As discussed in Booklet 
26 (see 8.0) researchers should avoid paternalism in the assessment of whether a person 
is in an unequal or dependent relationship. Instead the assessment should be based on 
the specifics of the research design, context and potential participant pool. 

 
Back to contents 

National guidelines 

The National Statement on Ethical Conduct in Human Research is the Australian 
reference for human research ethics matters. 

Commentary 1 

http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet26_respect.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet26_respect.pdf
http://www.nhmrc.gov.au/publications/synopses/e72syn.htm
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Continued from previous 
 

If both of the two questions 
above are answered yes for a 
project the researcher(s) must 
consider how best to address the 
associated impacts and be able 
to justify a situation where some 
impacts remain unaddressed. 

 
One of the most common 
strategies to be considered for 
managing this kind of situation is 
to conceal the participatory 
status of individuals from the 
body or person with authority 
over potential participants (e.g. 
while the HR Unit of a company 
has provided the researchers 
with a list of potential 
participants they will not know 
which employees ultimately end 
up participating). 

 
Even if the body / person will not 
be initially aware of the 
participatory status of 
individuals the researchers 
should consider whether the 
reporting of the results might 
make it possible for the 
identities of participants to be 
discerned (if only by inference). 

 

As was noted above, when a 
project genuinely involves no 
more than negligible risk it is 
acceptable for there to remain a 
possibility that the body / person 
will know the participatory status 
of individuals. 

 

These matters should be 
discussed in the 
informed consent 
materials (if only to 
provide potential 
participants with a 
better understanding 
about the research and 
to perhaps assuage their 
concerns). 

Chapter 4.3 of the National Statement provides guidance with regards to participants 
who are in an unequal or dependent relationship with the researchers, perceived 
sponsors and perceived proponents of the research. Throughout the National 
Statement the issue of unequal relationships is also discussed with regards to specific 
designs and participant cohorts (e.g. 3.3.16 dependency in the context of clinical trials). 

Back to contents 

Ethical principles 
A useful way to initially approach unequal and dependent relationships in a planned 

research project is in terms of the core ethical principles (merit and integrity; respect 

for persons; beneficence; and justice). These are introduced in Chapter 1 of the 

National Statement and are discussed throughout the National Statement. Booklet 1 of 

the Griffith University Research Ethics Manual introduces the University’s 

implementation of these principles, which is further explored throughout the GUREM. 

 
The degree to which it is necessary for a project to include any, some, or all of the extra 
arrangements described by this section must be judged upon the specifics of a project (e.g. 
in terms of risks, ethical sensitivity and complexity), the context in which the work will be 
conducted and vulnerability of thepotential participant pool. 

 
When reflecting on how the core ethical principles apply to a human research project involving 
an unequal relationship researchers (and ethics reviewers) should consider: 

 

Merit and integrity 

In addition to the usual considerations with regards to this principle additional 
consideration for research involving people in an unequal or dependent relationship 
include: 

i) Does the design of the research acknowledge the existing 
relationship and are there appropriate measures in place to ensure 
participation is voluntary; 

ii) Have any conflicts of interest associated with the existing 
relationship (see Commentary 2 side bar) been identified and 
addressed; and 

iii) Is it appropriate to encourage potential participants to consult with 
others before they agree to participate in the research or (if the 
participants are especially vulnerable - see Booklet 26: part 7) should 
some sort of advocate be appointed? 

http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/publications/synopses/e72syn.htm
http://www.nhmrc.gov.au/publications/synopses/e72syn.htm
http://www.nhmrc.gov.au/book/chapter-3-3-interventions-and-therapies-including-clinical-and-non-clinical-trials-and
http://www.nhmrc.gov.au/book/section-1-values-and-principles-ethical-conduct
http://www.nhmrc.gov.au/book/section-1-values-and-principles-ethical-conduct
http://www.nhmrc.gov.au/publications/synopses/e72syn.htm
http://www.nhmrc.gov.au/publications/synopses/e72syn.htm
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet01_introduction.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet01_introduction.pdf
https://www.griffith.edu.au/research/research-services/research-ethics-integrity/human/human-research-ethics-manual
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet26_respect.pdf
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Unequal relationships and 

conflicts of interest 

 
Possibly: Sometimes when a 
researcher or a perceived sponsor 
/ facilitator (see Commentary 1 
side bar) of a research project 
have an unequal relationship with 
potential participants in that 
project, there may also be a 
conflict of interest (or at least a 
perceived conflict of interest). 

 

EXAMPLE – An officer of a 
government agency is conducting 
research as part of her PHD into the 
effectivenessof the environmental 
and economic impact studies 
conducted by her employer, and will 
be interviewing small business 
operators that have been reviewed 
as part of those impact studies. 
Those potential participants almost 
certainly have an unequal 
relationship with the student 
researcher (because her professional 
role enables her to initiate sanctions 
against uncooperativebusinesses). 
The student has two at least 
potentially perceivedconflictsof 
interest: 

1. A conflict between her role 
as a studentresearcher and 
as an officer of the 
government agency; and 

2. A conflict in evaluating a 
program that her employer is 
administering. 

 
Such conflicts do not automatically 
ethically invalidate a researchproject, 
but they do raise matters that should 
be identified and addressed. 

 
Continued overleaf 

Respect for persons 

Additional considerations for research involving people in an unequal or dependent 
relationship include: 

iv) Extra care should be taken to ensure 
that respect for participants is given 
pre-eminence ahead of the research 
objectives; 

v) Special care should be taken to 
ensure the confidentiality of the 
information the researchers receive, 
especially where that information is 
a source of potential risk; and 

vi) Consideration should be given to whether special consent 
arrangements are warranted (see 4.5). 

 

Beneficence 

Additional considerations include: 

vii) The presence of unequal relationships can raise special issues of risks 
to participants, whether real or perceived (e.g. impact upon 
employment, loss of service or treatment, impact upon personal 
relations). A research project must minimise these risks, discomfort 
and burdens to participants. 

viii) Some participants (e.g. the patients of a specialist conducting 
research) may have unrealistic expectations with regards to the 
benefits of a project; and 

ix) Extra care should be taken to ensure individuals who decline to 
participate, or who withdraw consent, do not suffer any negative 
consequences (e.g. dismissal from employment). 

 

Justice 

Additional considerations include: 

x) Such participants can be over-researched and more susceptible to the 
deleterious impacts of being over-researched. This should be carefully 
considered during the design and conduct of a project; and 

xi) Every effort should be made to minimise the impacts of the 
dependency. 

 
 
 

 
 

Commentary 2 
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Continued from previous 

 
Conflicts of interest are often 
present in everyday life – 
including in research. What is key 
is that we self-disclose when 
conflicts are present. As 
researchers we must strive to 
ensure these conflicts do not 
distort the findings of our work 
and don’t undermine public 
confidence in research. 

 
Guidelines with regards to 
conflicts of interest in research 
can be found in the Griffith 
University Code for the 
Responsible Conduct of Research 
and for human research in 
Booklet 4 of the GUREM and the 
Griffith University Conflict of 
Interest Policy 

 

In the example above, the 
HDR student should: 

 
Discuss the conflicts with her 
supervisor; 

 
(Along with her supervisor) 
Disclose the conflicts to the 
relevant head of academic 
element; 

 

Identify the conflicts in her 
application for ethical review and 
discuss the planned strategies to 
address them (if only in the form 
of disclosures outlined here); 

 
Disclose the conflicts with her 
employer (via whatever COI 
process her employer has 
established); 

 
Continued over leaf 

Informed consent 

Related to 4.2, consideration should be given to whether the mechanisms for obtaining 
consent from participants explains how the ethical issues associated with the unequal 
relationship are to be addressed. The consent must provide special emphasis to the 
voluntary nature of participation. The need for special arrangements can be especially 
acute in captive relationships (see 7.0). 

 
Back to contents 

 

Recruitment and perceived pressure 
A potential ethical concern for research involving unequal relationships is the degree to 

which there may be pressure (whether real or perceived) on individuals to participate in 

a project (e.g. because individuals might believe not participating might damage their 

relationship with the researcher(s) or sponsor, or a belief that participating might 

enhance their standing or access to services). 

 
The greater the risks and ethical sensitivity of a research project, the higher the need to 
negate or minimise the perceived pressure. In practice if a project involves no more than 
negligible risk and the nature of the work is not especially ethically sensitive, a researcher 
could justifiably conclude that it is not a concern if the participants might perceive some 
pressure to participate. 

 
Some typical strategies to address this perceived pressure are: 

1. Participation is anonymous, so the researcher(s) / sponsor will not know 
who participates, or the data is coded in such a way that participants will 
be anonymous until after the period of unequal relationship has passed. 

2. Recruitment is to be conducted by a third party. 

3. The recruitment material includes a clear statement that participation will 
not impact upon standing / access to services / the relationship. 

4. Potential participants are afforded time and space to consider their 
participation – rather than deciding immediately. 

5. A clear distinction is made between the existing relationship and the 
research activity. 

 

The above are by no means the only valid / acceptable strategies to address potentially 
perceived pressure on participants. The necessity for, and thoroughness of, strategies to 
address these issues will largely depend upon a combination of the: 

http://policies.griffith.edu.au/pdf/Code%20for%20the%20Responsible%20Conduct%20of%20Research.pdf
http://policies.griffith.edu.au/pdf/Code%20for%20the%20Responsible%20Conduct%20of%20Research.pdf
http://policies.griffith.edu.au/pdf/Code%20for%20the%20Responsible%20Conduct%20of%20Research.pdf
http://policies.griffith.edu.au/pdf/Code%20for%20the%20Responsible%20Conduct%20of%20Research.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet04_coi.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet04_coi.pdf
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i) risks and burdens associated with the research; 

ii) extent and degree of the unequal relationship; 

iii) vulnerability of potential participants; and 

iv) sensitivity of the data to be collected. 
 

In the case of a negligible risk research conducted by a university lecturer on her / his students (see 9.0) it may 
be sufficient to simply include in the informed consent materials a clear 
statement that participation is voluntary and the student’s decision will in 
no way impact upon their grades or otherwise on their relationship with 
the      lecturer.      In      cases      where      there      is      greater      risk, a 

comprehensive and 
independently managed system might be required. 

 

Refer to the GUREM:  
• Booklet 9 for more about risks; 

• Booklet 21 for more about recruitment; 

• Booklet 22 for more about informed consent; and 

• Booklet 25 for more about the participation of students in research. 
 

Back to contents 

 
 
 

 

Risks 
 

The presence of an unequal relationship in a human research project can compound existing risks (in terms of likelihood of 

incidence or the severity of the harm) or introduce additional risks that would not have otherwise been present. 

 
EXAMPLE: A researcher is conducting an evaluation of the effectiveness of anti-fraud strategies in an industry. The 
not-insignificant risk in this research could be if employees identify to the researchers their own inappropriate work 
activities. If individuals could be identifiable this might expose them to loss of employment, professional, reputation 
and possibly some form of legal action. This research could also raise other risks (e.g. to the business where the 
individual is employed, or to the researchers themselves). 

https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet09_beneficence.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet21_recruitment.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet22_consent.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet25_students.pdf


161  

Sometimes even if the intention is to conceal the identity of individuals in the reporting the results of the research, the only 
way in which risks such as those discussed above can be managed, is if the researchers are unaware of the identity of 
individual participants. Genuinely anonymous data collection means information cannot be attributed to an individual 
respondent, and so the risks do not apply. However, in many cases it may not be possible to conduct the research in such a 
manner (e.g. because the objectives for the project require a richer exploration of a case study), or the small number and 
nature of participants might mean that identification by inference is a real possibility. 

 

 
 
 
 

 

 
Captive relationships in 

human research 

 
long as: 

In such cases, it may still be ethically appropriate to conduct the research as 

 
i) there has been a full disclosure to potential participants of the risks 

and burdens associated with the research; 

ii) the recruitment strategy has appropriately negated or minimised the 
impact of the unequal relationship; and 

iii) potential participants are not characterised as vulnerable. 

A relationship is considered 

 
captive (rather than merely 
unequal or dependent) if: 

 

In spite of whatever concerns (e.g. 
with regards to personal safety) an 
individual has or indeed irrespective 
of what their personal wishes might 
be (e.g. not wanting to participate), 
they can be ordered to undertake 
activities by a superior officer (e.g. 
members of the Australian Defence 
Force or law enforcement officers); 

 

The day-to-day activities of potential 
participants are not under their 
control and individuals must obey 
instructions from authority figures 
(e.g. prisoners within a custodial 
corrections facility); 

 

An individual will face serious 
repercussions if they refuse an 
order / instruction. 

Continued overleaf 

 

An applicant for ethical clearance must carefully identify in their application 

the risks / burdens, must outline their strategies to address these risks, and present a 
justification (remembering the ethical principles discussed in 4.0 of this Booklet) for 
conducting the research as proposed. In the absence of such information and 
justification, an applicant may have to substantially revise their project and possibly 
resubmit their application for ethical review. 

 

Refer to Booklet 2 of this manual for more about applying for ethical clearance, Booklet 
9 for more about identifying and addressing risks, and Booklet 22 for more about 
informed consent. 

 
Back to contents 

 

Dependent and captive relationships 
Dependent and captive relationships are special kinds of unequal relationship. In the 

case of dependent relationships this is where the potential participants are particularly 

reliant upon the researchers / sponsors of the research (an example of which is a 

researcher who is also a treating clinician and her / his patients live with chronic 

medical conditions or in receipt of critical care). Captive relationships are where 

potential participants are under the direct control of the researcher(s) / sponsor and 

they can order individuals to undertake an activity, even if the participants don’t want 

to (e.g. because of the risks involved). 

Commentary 3 

https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet02_application-human.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet09_beneficence.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet09_beneficence.pdf
https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet22_consent.pdf
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Continued from previous 

 
Arguably individuals in the 
circumstances above may have a 
legal right to refuse participation 
in a research activity – especially 
high-risk research. They are 
nonetheless likely to be more 
vulnerable to perceived pressure 
to participate, especially when 
the activity is perceived to have 
official sanction / endorsement. 

 
Similarly, such groups may have 
unrealistic expectations with 
regards to benefits arising from 
the research (sometimes with 
regards to indirect benefits that 
the researchers have not raised). 

 
EXAMPLE – Researchers in a 
prison context are trialling a new 
program with regards to 
parenting skills for men serving 
sentences for non- violent. The 
objectives of the program are to 
better equip the men for a return 
to their families and resuming a 
parental role. Even though the 
researchers may have been 
careful to make it clear to 
inmates that this is not a benefit 
of the research, some prisoners 
might participate because they 
believe it will improve their 
chances of parole. 

 

Such a perception may be an 
ethical concern if it results in 
individuals making a distorted 
judgement about the risk- 
benefit balance for participating 
in a project. 

 
Continued overleaf 

Examples of captive relationships include (but are by no means limited to): 

1. A prison officer conducting research on inmates. 

2. Defence force personnel as research participants. 

3. Law enforcement personnel as research participants. 
 

Even though the issues identified earlier in this Booklet (such as the need to manage 
recruitment see 5.0 and risks see 6.0) also apply to potential participants in a dependent 
or captive relationship with the researcher(s) / sponsor, they are made more acute 
because of the degree of authority that can be exercised over them. For example, a 
member of the defence forces can be ordered to place him/herself in a situation of severe 
physical danger. 

 

Consequently, in the case of captive relationships, a much higher standard applies in 
determining the sufficiency of strategies to manage issues such as coercion, consent and 
risks. See Commentary 3 side bar for more about captive relationships in research. 

 
Back to contents 

 

Research with our own patients / clients 
In some cases a research project might involve a researcher working with her / his own 

patients or clients. Even though we typically think of medical situations (e.g. specialist 

and patient) or broader allied health situations (e.g. counsellor and client), it also includes 

other forms of care / support (e.g. tutor and a person with dyslexia, or financial advisor and 

a person with crippling personal debt). 

 
It is often useful to initially consider such situations as a form of dependent relationship 
(see 7.0). 

 
A common question raised within Australia and overseas is whether a professional who 
provides care (especially if that care is of a clinical nature) should recruit her / his own 
patients or clients to be participants in a research project they will be conducting. Some 
suggest that the recruitment: 

i) should be conducted by a third party (s4.3.9 of the National 
Statement indicates that such an approach “may be appropriate”); 

ii) that the patients / clients are unlikely to be able to make a voluntary 
decision, and / or 

http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
http://www.nhmrc.gov.au/book/chapter-4-3-people-dependent-or-unequal-relationships
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Continued from previous 

 
Even when the research is not 
being conducted by a person 
with direct authority over the 
potential participants, persons in 
a captive relationship are more 
likely to be susceptible to be 
influenced by the perception that 
the research has the support, 
endorsement or interest of the 
department 
/ authority figures. Researchers 
should carefully consider 
whether special measures are 
required to manage such 
perceptions. 

 

Of course the above can be 
problematic if the department 
/ authority does actually have a 
strong interest in the results of 
the research. 

iii) that the professional has an apparent conflict between their 
professional and research roles. 

 
Others argue however that the introduction of a third party may be confusing, or 
even upsetting   for some 
patients / clients and that precluding a 
professional from conducting research with her / 
his own patients or clients may inappropriately 
deny those patients access to treatment / 
support / assistance / service they might 
otherwise have benefitted from. 

 
As is the case for many research ethics 
questions, there is no universal or 
single answer to this issue. The specifics of individual projects will warrant different 
approaches. Generally the greater the risks, the presence of significant ethical 
sensitivities, or the vulnerability of participants (see Booklet 26 part 7 for more about 
vulnerability), the more carefully the need for extra arrangements should be considered. 
Potential special arrangements include: 

i) Considering whether to involve a third party in the recruitment and 
consent process; 

ii) Rather than a single point ‘form signing process’ approach informed 
consent to be conducted as a longer interactional process with time 
for consideration, questions and discussion before the individual is 
asked to express their wishes; 

iii) (Related to ii) After an appropriate ‘cooling off period’ after consent 
has been provided, verbally reconfirming the individual’s consent; 

iv) Encouraging the potential participant to consult with a third party 
before deciding whether to participate; 

v) Organising a patient / client advocate to be involved in the process. 
 

 

Research with our own students 

 
Within Griffith University it is not uncommon for members of academic staff to wish to conduct research involving the 
participation of students in the same element or even students who he / she is currently teaching. This is a form of unequal 
relationship – where there must be consideration of the degree to which there may be: perceived pressure to participate 
(see 5.0); risks (see 6.0); and confidentiality concerns (see 4.2). 

https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet26_respect.pdf
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There are a number of resources 
available to assist researchers 
formulate an appropriate 
response to a question or 
challenge about the design 
and/or conduct of a project. This 
includes the Griffith University 
Research Ethics Manual and the 
Human Research Ethics 
Information Sheet Series. These 
documents are available from the 
URL below. 

 
Research students – The first 
point of contact for research 
students for advice on any 
research ethics matter is always 
your supervisors. 

 

REAs – All academic elements of 
the University have been asked to 
appoint at least one member of 
academic staff as a Research 
Ethics Advisor. REAs are a local 
contact for advice, information 
and suggestions. The contact 
details of all the current REAs can 
be found on the URL below. 

 
Office for Research – Staff in the 
Office for Research (see below) 
are available to advise with the 
process of lodging an application 
or other administrative matters, 
procedural or policy questions. 
However, you will be asked what 
advice you have sought or 
received already (e.g. 
consultation with the REA for 
your area). 

 
Continued overleaf 

Our students are undoubtedly a relatively easily (and cheaply) accessible population and 
their demographic characteristics, lived experience and potentially ongoing availability 
can make them a highly attractive potential participant population for some projects. 
There can however be important ethical issues that need to be addressed for this group, 
such as: 

i) Does the project treat the students as an easily accessible 
commodity or is respect for their welfare, rights and privacy given 
pre-eminence; 

ii) Could some students perceive the project as a component of their 
course; 

iii) Is it possible that some students will believe that participating in the 
project might assist their grades, or that not participating might hurt 
their grades; 

iv) Could some students worry that their participation might impact on 
their relationship with the staff member or otherwise feel obligated 
to participate; 

v) Is the particular student cohort ‘over-researched’ or will the 
research activity occur at a time when there are other more 
pressing demands on their time; 

vi) Will the design and conduct of the project appropriately deal with 
the potential ‘peer pressure to participate’ and peer response to 
any information that could be linked to individual participants? 

 

The matters above should be considered even if, rather than conducting the research 
project, an academic staff member is facilitating / supporting / sponsoring a project (e.g. 
by allowing a colleague to attend a lecture to ask students to participate in her /his 
research project). 

 
These matters should also be considered when a member of the research team has a 
teaching role at another institution and her / his students at that institution will be 
participants in the research. 

 

When a project involving our own students involves greater than negligible risk, there is 
often a need for additional strategies to ensure participation will be truly voluntary and 
so that it otherwise adheres to the ethical principles. 

 
The approach can be complicated when the research activity is in fact part of the course 
(e.g. students will compile a learning diary and take photos of their experiences during 
the semester). In those cases both the application for ethical review, and the consent 
sought from participants should relate to the research use of the data arising from the 
teaching and learning activity – not the activity itself. 

Contacts 



 

Refer to Booklet 25 of the GUREM for more about the participation of students in research – including 
additional strategies to manage the issues discussed in this section. 

 

 
10.0 Research design considerations 

Back to contents 

In the process of reflecting upon, and responding to, the issues identified in this Booklet, a researcher may 

need to make a substantive change to her / his intended research design. 

 
In extreme cases, it may not appear to be ethically appropriate for the researcher to conduct the research 
with the particular population at all (e.g. needing to change the participant population 
to one where the researcher does not have quite the same degree of power over 
potential participants). 

 
If such a change appears to be required, and if it is 
considered problematic by the researcher(s), the Research Ethics Advisor (REA) for the area should be 
contacted (see contacts) for details. 
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https://intranet.secure.griffith.edu.au/secure/research-ethics-booklets/booklet25_students.pdf

