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ABSTRACT

The issue of non-native speaker language teachers’ linguistic proficiency has been of interest to
many parties concerned with language teaching and learning. Nevertheless, very little research

has been carried out into teachers’ linguistic proficiency in general, and into their spoken

proficiency in particular.

The current study is intended to answer the question ‘how proficient do Korean English teachers
perceive themselves to be in English, and is there a way of helping these teachers improve their
English without having to attend classes?’. First of all, teachers’ linguistic proficiency was
measured principally by self-assessment tests, since self-assessment is less threatening to
teachers and useful in that it can help teachers become aware of their own weaknesses and
eventually lead them to try to overcome those weaknesses. Data was gathered on the teachers’
self-assessed linguistic proficiency, their confidence in using English, the proportion of time
they spent using English in class, and the major factors influencing these. The major focus was
on spoken proficiency, and so data was gathered by means of language tests, which was then
compared with teachers’ self-assessment results. The need and motivation for improvements in
linguistic proficiency were confirmed. Techniques for improving linguistic proficiency were

investigated, including teachers’ reactions to various techniques.

Materials based on video were prepared for use in case studies for the purpose of improving
teachers’ spoken language proficiency. Video materials were judged to be a practical alternative
to stays in an English speaking country because they can expose teachers to recorded instances
of the target language usage. The video materials were used over a semester to improve the
teachers’ language either directly, or indirectly through their preparing the materials for use 1n
class. The effect of the video materials on the teachers’ English was then investigated by
comparing self-assessment and other test scores for spoken proticiency, before beginning to use

the video materials, and after they had finished using the matenials.

The survey results showed that most teachers rated their English proticiency as not high with

more than half of the respondents showing their lack of confidence in using English, and about
70 % stating that they used English less than 50% of the time in class. The results of using video
materials indicated that video materials could help improve the teachers’ proficiency in the

spoken language with higher post-test scores than pre-test scores.

This study has implications for practical applications in language teaching and learning, and

teacher training. The results also suggest that video materials can be effective in language
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classes, for self-study, and on teacher training courses. In addition, the results suggest that
further larger scale investigations into teachers’ language improvement will be worth carrying
out. Further investigation into the importance of improving the linguistic proficiency of trainee

teachers in teacher training will also be worthwhile.
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I  INTRODUCTION

1.1 INTRODUCTION

This study is concerned with Korean English teachers’ linguistic proficiency, and is intended to
answer the question, ‘how proficient in English do Korean English teachers perceive themselves
to be and is there a way of helping these teachers improve their English without having to attend
classes?’. The teachers in the study include secondary school English teachers (who will be
referred to as ‘secondary school level teachers’ throughout this thesis), university lecturers who
are teaching English as a foreign language (as opposed to English literature or linguistics), and
teachers teaching at private language schools for adults. Both university lecturers and teachers
at private language schools will be referred to as university level teachers because these two

types of teachers have similar qualifications and many university lecturers also work part time at

private language schools (see 3.3.1).

This chapter sets out 1) the background to the study, 2) the purposes of the study, 3) the
significance of the study, 4) the limitations of the study, and 5) the structure of the thesis.

1.2 THE BACKGROUND TO THE STUDY

As Barnes (1996) points out, language teaching requires ‘extensive and careful use of the target
language 1n order for the teacher to act as a linguistic model, and the linguistic inspiration for
the pupils. This requires ‘both confidence and competence’ (58) in the target language in the
teacher, which are unequivocally the most essential qualification for the job, but these are
qualities that do not seem to be easy to acquire. Most Korean English teachers seem to have
competence In the target language on paper, but their spoken proficiency remains unpractised or
unproven. Therefore, these Korean English teachers’ proficiency in the spoken language needs

to be identified, as knowing the teachers’ proficiency level can help to give an i1dea of how to

help the teachers.

In this section, some points will be made in connection with the interests of the study. First of
all, short discussion of English language teaching in Korea will be presented along with its
implications for English teachers in Korea. Then the linguistic difficulty non-native speaker
teachers including Korean English teachers face will be pointed out. Some comments will be
made regarding what linguistic proficiency is. Furthermore, as a means of identifying the
teachers’ proficiency self-assessment will be suggested, with emphasis on the prospective value

of self-assessment for Korean English teachers. Finally, using video as a means of improving

spoken language proficiency will be suggested.



1.2.1 English Language Teaching in Korea

English is a core module for all secondary school students in Korea and one of the most

important subjects in terms of its status in exams. However, English in secondary schools

traditional methods with their focus on passing examinations at the expense of the skills needed
for oral communication, as recounted by several researchers. Park & Oxford (1998) describe the
teacher-centred learning process they observed in Korean classrooms, where teachers act as ‘the
primary source of action and linguistic input’(107). Park (1997) reports that the focus of
learning in Korean secondary schools has been on vocabulary, grammar, and reading skills, and,
as a result, speaking, listening, and writing skills have been ignored, although the situation can
vary more at university level. Li (1998) also reports large class sizes and the use of traditional
methods such as the grammar-translation method, the audiolingual method, or a combination of

the two in class, as well as the exam orientation of the Korean educational system, as pointed

out by Korean teachers in his study.

This however does not mean that innovations do not take place or that the South Korean
Ministry of Education have not tried to introduce policies to promote the oral communication
skills of secondary school students (the Ministry of Education does not decide on policies on the

curricula of university level institutions). Indeed, the Sixth and Seventh National Curriculum

for Middle Schools and for High Schools introduced (or initiated in the case of the Seventh
Curriculum) by the Korean Ministry of Education in 1992 and 1996 clearly stated that the new

curricula emphasised communicative language teaching (CLT) encouraging communicative
activities and tasks in class along with provision of a variety of new textbooks incorporating a

communicative perspective. These innovations have nevertheless encountered a number of

obstacles.

Among the factors that have hindered the implementation of those innovations are the teachers’
deficiency in spoken English, their deficiency in strategic and sociolinguistic competence 1n
English, their lack of training in the new methods, and lack of opportunities for retraining in
communicative language teaching, and their misconceptions about the methods, and lack of
time and expertise for developing communicative materials (L1 1998). In addition, the

constraints imposed by the educational system as a result of ‘large classes, grammar-based

examinations, insufficient funding, and lack of professional, administrative, and collegial
support’ (Ibid.: 693) present major obstacles to these innovations. In particular, in a situation
where gaining a high grade in the University Entrance Exam is the ultimate goal of most

secondary school students, the unchanged erammar-based exams act as a demotivating force as
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does the lack of alternative effective and efficient assessment Instruments, and the difficulty of

adapting new curriculum to suit particular teaching contexts.

The implications of these initiatives by the Ministry seem to be that more pressure will be

placed on teachers. Especially as opportunities for training or retraining in CLT are few and far
between and there is a lack of professional, administrative, and collegial support for the
innovations (Li 1998; From undated meeting minutes in 2001 on the 7 National Curriculum
tfrom The National Association of English T, eachers), the burden of actual implementation of the
Innovations is on teachers. The policy of encouraging the use of English as a medium of
Instruction places even more pressure on them because it requires a high level of spoken
language proficiency. In addition, in a situation where there are still large class sizes and the
grammar-based examinations teachers are bound to get caught in the middle between student

needs and the educational policies that are imposed upon them.

In the researcher’s experience initially as a student and later as a teacher, English classes at
university level are not specifically directed by the Ministry of Education but by the respective
institution or the (liberal) English department in the institution. For example, the Ministry of
Education does not set curricula for university level English courses. This also means that any
type of teacher training at university level is totally dependent upon the respective institution. In
some cases, there 1s no teacher training at all (which seems to be the case with many university
level teachers as seen in the current study survey results in 4.3.3.12). The types of classes are,
unlike secondary schools, varied according to the goals of the classes. For example, there are
classes focusing on conversational skills, listening skills, composition skills, reading skills, or
even for exam preparation such as TOEFL (Test of English as a Foreign Language) or TOEIC

(Test of English as an International Communication) (ct. the curriculum ot the Pagoda Foreign

Language Institute http://www.pagoda? | .com/pagoda.asp; and the curriculum of the English

Department at Hanyang University
http://www.hanyang.ac.kr/prg_html/H3HLAA/eDepartmentCurriculm.html). At university level

English is still important, but in most cases, continuing with English is optional as long as
students complete a few nominal core modules in their first year (cf. the curriculum of the

Department of Theatre and Cinema at Hanyang University

http://www.hanyang.ac.kr/prg_html/H3HLRA/eDepartmentCurriculm.html)

Unlike secondary school teachers, university EFL teachers can have a variety of qualifications.
To teach at secondary school, teachers should possess a teaching certificate that 1s awarded to

those who successfully complete a four-year university course (first degree) in English with an

additional focus on education. On the other hand, to be qualified to teach EFL at university,



teachers should have a postgraduate degree in an English-related area either from Korea or

preferably from an English speaking country. In some cases, teachers who studied other than an

English related subject teach EFL at a university or at a private language school for adults as

long as the degree was gained in an English speaking country (this has been confirmed by the

current study survey in 4.3.3.8).

Since the globalisation policy by a former president in 1994

(http://www.chammalo.com/mboard. ..: http.//www.vanchosun.com/focus/focus_b.php:
http://user.collian.net/~ecx/col/col47.html) which also provided the theory underlying the 5"

Curriculum, a huge emphasis has been placed on the ability to carry out oral communication in

English (http://www.chammalo.com/mboard...). English classes focusing on oral

communication skills have grown in importance since the number of students wanting to
improve these skills has increased. This also has greatly influenced how English classes have
been conducted. As a result, emphasis has been laid on the use of English as the medium of
instruction for the teachers. In spite of having experience of living and studying in English
speaking countries, however, the majority of the teachers the researcher met felt there is still
room for an improvement in their oral/aural English skills (which has been confirmed by the

university level teachers’ SA scores and confidence level in the current study in 4.2 and 4.3.1).

1.2.2 Language Proficiency and Confidence as a Language Teacher

A majority of English teachers in the world are non-native speakers of the language and, as
Medgyes (1994) asserts, this native/non-native distinction exists ‘in the minds of millions of
teachers’ (introduction ix). This non-nativeness of the language they teach puts these teachers
in a more difficult position than native speaker teachers. Medgyes (1994), observing the
difficulties a non-native speaker teacher of English frequently has to cope with, describes the

inferiority complex and stress non-native speaker teachers often sufter from.

As Duff (1988) points out, most English teachers all over the world are non-natives and are
teaching monolingual groups of learners. In particular, in Korea the so-called privilege of
having native English teachers is not available to every school, even if the number of native
teachers in school is on the increase. Therefore, it can be said that most Korean students are
being taught English only by their non-native speaker teachers, and that these teachers have a
pivotal role on Korean English education. As Bolitho (1988), Cullen (1994), Murdoch (1994),
and Parrot (1988) indicate, most non-native teachers tend to be insecure about the language they

are teaching. Lee (1991) observes the widely perceived notion that Korean English teachers

lack proficiency and confidence in their spoken English.
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[t is clear that language teacher’ proficiency in the language they teach is important. In addition, it
is worth noting that teachers’ proficiency is closely related to their confidence. Teacher confidence

Is a major tactor in successful teaching, as indicated by research evidence (Burns 1982: Combes

1965; Lawrence 1996; 1999; Willhams & Burden 1997). As has been pointed out in various studies,

language competence plays an instrumental part in promoting language teacher confidence. Thomas
(1987) sees language competence as the pre-requisite for language teacher confidence, and Berry
(1990) maintains that language improvement should be seen as a valid aim in teacher training
because it increases teacher confidence. Cullen (1994) also claims that a poor or rusty command of
English on the part of the teacher ‘undermines the teacher’s confidence in the classroom, affects his
or her self-esteem and professional status’ (165). Murdoch (1994) reports that 89 % of the trainees
in a teacher training programme regarded a teacher’s own degree of language competence as the
most important factor in teacher confidence. Theretore, language proficiency can be said to be a

major element composed of language teacher confidence.

In today’s language classroom, both teachers and students seem to believe that language
learning should necessarily involve ‘genuine language use through the medium of the [target]
language’ (Brumfit 1986: 59). Opinion is moving away from textbooks which only contain
controlled practice activities in favour of textbooks which provide flexible authentic
supplementary materials (Medgyes 1986), and the teacher is increasingly expected to encourage

real interaction between herself and her students, and between students themselves.

As Marton (1988) indicates, this kind of approach requires teachers of a high level of
proficiency ‘to be prepared for any linguistic emergency’ (47) without resorting to the linguistic
safety offered by the textbook. In short, communicative materials and methodology ‘demand of
the teacher a higher level of proficiency in English than in the past, and the confidence to use 1t
over an extended period in the classroom’ (Cullen 1994: 165). In other words, proficiency In

the spoken language is a pre-requisite it the teacher is to operate effectively in the

communicative classroom (see 2.2.2.2).

Therefore, teachers need to be proficient in the language they teach. However most Korean English

teachers’ proficiency in the spoken language does not seem to be high (Lee 1991; The Korea

Herald 19/6/2001). Lee (1991) attributes this to historical reasons:

As Korea was developing in the post-war decades, the supply of well-trained English teachers
simply could not meet the huge demand, because the priority of the policy was given to other
areas such as defence and economic development. The inadequacy of teacher education was

perpetuated. The teachers of English who were trained in mainly grammar and reading
almost invariably taught English in the conventional ‘grammar-translation method’. Students



who were taught in this way are most likely to teach in the same way they learnt when they in
turn become teachers (45-6). f

secondary school level teachers, only eight teachers out of 100 are capable of giving lectures in

English (Cho-sun Ilbo 14/10/2001).

It 1s believed that the teachers’ knowledge of grammar or reading skills is high since this has been
the focus of the lessons the teachers have taken and that they teach. Teachers were required to be
tested in these skills to become qualified teachers. It is their spoken proficiency that is being
questioned. In addition, teachers did not have to try to improve their spoken English, because it was
not necessary in the situation where classes were not instructed in English and spoken proficiency is
not tested (Lee 1991), although the situations are changing with the introduction of the 6" and 7"
National Curriculum. The exams that the teachers took to become qualified teachers also ignored

spoken proficiency.

Therefore, Korean English teachers’ proficiency in the target language needs to be identified as a

first step toward helping them overcome their proficiency-related problems.

1.2.3 The Nature of Language Proficiency

In order to investigate the Korean English teachers’ language proficiency, it is necessary to look at
what language proficiency means. Language proficiency has been discussed in many cases in
relation to ‘communicative competence’. The use of the term ‘competence’ goes back to Chomsky

(1965) who distinguished it from ‘performance’. However, his definition of the term “competence’

meant knowledge of a language or grammar, and did not include ability to use a language. Later,
Hymes (1972) used the term ‘communicative competence’ to include sociolinguistic contexts
within competence. As Taylor (1988) observes, a lot of investigators have often included the
concept of “ability’ within competence, ‘thus equating it with ‘proficiency’ (148). Taylor (1938)
goes on to claim that if competence is ‘a static concept, having to do with structure, state, or form’
and absolute in character’, as Chomsky (1965) claimed, proficiency is ‘essentially a dynamic
concept, having to do with process and function’ and so ‘a relative notion’ (166). Consequently,
(1988) claims that the term ‘communicative proficiency’ should be employed instead of the

Taylor

overused and confusing term ‘communicative competence’ to refer to language proficiency.

Harley et al (1990) observe that the definition of competence in a language has been developed,

expanded, and refined from Chomsky’s (1965) (linguistic or grammatical) competence or Hymes's



(1972) communicative competence, to cover more sub-components of grammatical competence
sociolinguistic competence, strategic competence as defined by Canale & Swain (1980). Since

Canale & Swain (1980), many researchers have been developing and refining their multi-

componential model of language competence. Bachman (1990) refers to his model as

grammatical, textual, illocutionary, and sociolinguistic competence, and puts strategic competence

and psychophysiological mechanisms alongside language competence. These models of language

competence have affected the design of language tests, and been employed in various language

testing contexts.

It seems that, recently, the term ‘language/linguistic proficiency’ has generally been employed to

avold the confusion the term ‘competence’ has caused.

1.2.4 Assessing Language Proficiency and Self-assessment

As pointed out above, Korean English teachers’ language proficiency needs to be identified,
ideally by means of an appropriate language test based on sound theories. However, it is not
considered practical to uncover the teachers’ proficiency by persuading them to take language
tests. The main reason for this is the special position that teachers occupy in Korean society.
Ho & Crookall (1995) highlight the importance of face saving and respect for authority in
societies influenced by Chinese culture. Teachers in these societies are regarded as the
authority figure in the classroom, and authority is highly respected. This respect for authority 1s
closely related to the pre-occupation with face-saving of the people in these societies (Chang &
Holt 1994; Ho & Crookall 1995). In addition, students have ‘a great respect for and wish to
maintain their teachers’ face’, and with similar concern for face, the teacher ‘1s also reluctant to
admit any inadequacies on his/her part’ (Ho & Crookall 1995: 237). Theretfore, nobody 1s

willing to openly question teachers’ knowledge or capacity. In return, teachers are expected to

be good at what they are teaching.

In the researcher’s experience, however, Korean English teachers have a seemingly contradictory
attitude towards their own target language proficiency. Many of them tend to be reluctant to be
tested for fear of losing face. On the other hand, they aspire to improve their language proficiency
and are willing to improve it. Therefore, as a way of accommodating their fear of testing, whilst
meeting the need to identify their level of proficiency, self-assessment seems to be less threatening
to these teachers and useful in that it can play a significant role in increasing their motivation by

means of raising their awareness of their own language level and learning objectives (Dickinson



1987; Holec 1977; Oskarsson 1978; 1984). Therefore, it is hoped that using self-assessment will

help teachers become more aware of their own weaknesses and eventually lead them to try to

overcome these weaknesses.

In the case of teacher learners, self-assessment can be even more invaluable. In my own
experience, teacher learners seem to turn to self-directed learning rather than taking formal
language classes. Consequently, the opportunities for them to be involved in formal tests are
few and far between. Therefore, self-evaluation cannot but become an inevitable and practical
option. In addition, as pointed out earlier, self-assessment can help the teachers become aware
of their own levels, which can benefit the teachers. This self-awareness of one’s own level is
very important because this can be the very first step in self-directed learning. In self-directed
learning, learners take responsibility for their own learning, which means taking charge of all
the decisions in all the aspects of learning, from determining the learning objectives to
evaluating what was learned (Holec 1979). In other words, the teachers can identify their own
weaknesses through self-assessment, set overcoming the weaknesses as their learning objectives
in their self-directed learning, and finally self-evaluate how well the objectives were achieved

by means of another self-assessment.

In addition, as much research shows, self-assessment seems to be fairly reliable as compared to the
proticiency measured by language tests. Since the increased interest in individualism and

individualistic learning (Holec 1979) in the late 1970s, a number of experiments and investigations
Into self-assessment, carried out in second and foreign language learning contexts and compared to
the test results in many cases, have found it to be highly reliable in many situations, as can be seen

in Bachman & Palmer (1981, 1989), LeBlanc & Painchaud (1985), Oskarsson (1978, 1981, 1984,
1989), and von Elek (198)),.

1.2.5 Video as a Means of Improving Spoken Language Proficiency

The need to improve Korean teachers’ proficiency in the spoken language has already been
mentioned. It is therefore necessary to identify how they can improve their proficiency. The ways
of improving their language proficiency are numerous as seen in various suggestions (Berry 1990;
Kennedy 1983; Lange 1990; Johnson 1990); Richards & Nunan 1990). However, according to the
results of the researcher’s pilot study, teachers with higher levels of perceived (and possibly actual)
proficiency tend to have spent more time abroad and so are likely to have been more exposed to
actual uses of the target language. In addition, there are some research results about the positive

effects on students’ or teachers’ proficiency of spending a substantial amount of time abroad (Davie

1996; Meara 1994: Weidmann Koop 1995). Going abroad and staying there for a year or longer,



therefore, seems to be a very good way of improving their spoken language proficiency, even

though it is not always possible because of the time and expense involved. A practical alternative to

communicate visually as well as verbally’ (48).

The advantages of video as a medium for language learning have frequently been identified. Allan
(1985), Lonergan (1983), and Sheerin (1983) pointed out that video can provide learners with the
target language input in a meaningful context. The authenticity and rich cultural experience video
can provide were also noted by Lonergan (1983), Sheerin (1983), Stempleski (1991), and Stoller
(1991). Video can also stimulate learners’ interest and motivate them, according to Allan (1985),
Kennedy (1983), Stempleski & Tomalin (1990), Stoller (1991). In addition, many research findings

point to the effectiveness of video as a medium for language learning (Ramsay 1991; Rifkin 2000:

Secules et al. 1992)

Other than the advantages mentioned above, the two considerable advantages of video are its
availability and accessibility, particularly in Korea. There are a lot of people who do not have a
computer, but a large number of Korean people have a video player at home. Besides, in contrast to
expensive computer software, with video there 1s no need to buy expensive ELT videos because, as
learners can use virtually any types of English programmes for their study, they do not particularly
need to buy expensive programmes designed for language learning. All they need do 1s record
some of the English programmes available on TV. Another advantage of video is its familiarity as a
medium. Video has been around for several decades and most people are experienced 1n its use.
With computers there is a serious lack of technical knowledge. With video, however, the handling

problem is hardly mentioned and using video is considered to be comparatively easier.

1.3 THE PURPOSES OF THE STUDY

This study is intended to answer the question of ‘how proficient do Korean English teachers
perceive themselves to be in English and is there a way of helping Korean teachers improve their
English without having to attend classes?”. In order to answer the question, the study will
investigate: 1) what is the nature of Korean teachers’ perception of their own language proficiency

as non-native speakers of English?; 2) what is the relationship between Korean teachers’ perception
of spoken language proficiency and other measures of proficiency?; 3) is there the need for and are

there ways of boosting teachers’ proficiency in the target language?; 4) what is the etfect of video

on the teachers’ spoken linguistic proficiency”?.
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It 1s expected that the data gathered will show Korean English teachers’ self-image as lan guage

teachers, what has influenced this perception, and their contidence in using the target language,

and finally identify effective ways of improving the teachers’ current situations.

1.4 THE SIGNIFICANCE OF THE STUDY

Most research in second/foreign language testing is concerned with language learners’ linguistic

proficiency in the target language. Research into self-assessed proficiency in the target language
also focuses on students. Accordingly, research into teachers’ linguistic proficiency in the target
language and into their learning is hard to find with a few exceptions such as Elder (2001), Grant
(1997), Spezzini & Oxford (1998). Even these studies do not exactly match the interest of the

current study because they address either prospective teachers or foreign languages other than
English.

The situation also applies in English Language Teaching (ELT) in Korea, as practically no
extensive research has been conducted into Korean non-native speaker (NNS) teachers’ perception
of their own language proficiency, although there has been a wide-spread belief that the teachers do

not have sufficient command of spoken English, as pointed out in 1.2.2.

In spite of the doubts about the English teachers’ spoken proficiency in Korea, teachers do not
wish to admit to their weaknesses, and cultural factors make it difficult to ask teachers to
provide proof of a high level of spoken proficiency in the form of language tests. Consequently,
a clear picture of Korean English teachers’ spoken proficiency is not available. Therefore, there
Is a need for research into Korean English language teachers’ spoken language proficiency. In
particular, i1t seems valuable to investigate the teachers’ self-assessment of their own target
language proficiency in the situation where other measures of their proficiency are hard to
obtain. In addition, self-assessment can benefit the teachers by helping them become aware of

their weaknesses and by leading them to learn more in an etfort to overcome the weaknesses.

There have been encouragement by the Ministry of Education of giving English-only lessons in
English classes in Korea as mentioned earlier, which inevitably drew the public’s attention to
teachers’ proficiency in the spoken language. As the survey result indicates in 1.2.2, however, the
majority of the teachers need to improve their proficiency in the spoken language. As a means of
improving the teachers’ proficiency in the spoken language, using video will be investigated 1n the

current study for the reasons mentioned in 1.2.5. There seems to be some research into the eftect of

using video with students (see 2.5.7 and 2.5.8), but no research into its effect on language teachers’
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language improvement 1s found. Therefore, it seems worthwhile to Investigate how using video can

affect teachers’ language proficiency.

1.5 THE LIMITATIONS OF THE STUDY

T'he study 1s designed with care to achieve all those purposes stated, but it is not free of

limitations.

First of all, the study is concerned with the teachers in Seoul only. Therefore, the results of the
study may not be generalised to the other areas of Korea, especially not the rural village areas,
where educational environments, such as the availability of educational technology, are

different from Seoul. However, given that almost one quarter of the whole population lives in

or around Seoul, this study can benefit a large number of people.

Secondly, the study is dependent on teachers’ self-assessment for the information of the
teachers’ linguistic proficiency. Therefore, there may be inaccurate reports of teachers’
proficiency. However, a lot of research results indicate that self-assessment 1s mostly reliable
especially when the subjects do not gain anything from their own high self-assessment scores

(see 2.4.1.2), which is the case with the subject in the study.

In addition, the number of subjects who took the language test or participated in the case studies

may be too small to generalise the results.

In the case of classroom observation, it is possible that tape-recording the class and/or the
presence of the researcher in class as an observer may have affected the teachers’ performance.

Nonetheless, in order to make everything less visible, the observer sat in an unobtrusive

position, with minimal recording equipment.

1.6 THE STRUCTURE OF THE THESIS

This thesis consists of 6 chapters. In this chapter, the outline of the study was discussed. In
particular, the purposes of the study were outlined, the significance of the study was explained,

and the limitations of the study were noted. The rest of the chapters are (1) literature review; (2)

methodology; (3) the results of the study; (4) discussion of the results; (5) conclusion.

The literature review chapter will examine the available literature that focuses on the specific

research interests of the current study: non-native speaker teachers and their need for language
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improvement; what linguistic proficiency is; self-assessment of linguistic proficiency; how to

improve teachers’ language proticiency.

The methodology chapter will then be presented with research questions and hypotheses,
research methods, and procedures. After that, the research findings will be presented in the
same order as the research questions. Discussion of the results will follow. Finally, conclusions

will be drawn and some implications for practical applications of the study findings and for

further studies will be indicated.
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2 LITERATURE REVIEW

2.1 INTRODUCTION

This chapter will review the available literature that focuses on the specific research interests of
the current study. First of all, non-native speaker language teachers’ language improvement
needs will be discussed. Then various issues about linguistic proficiency will be discussed from
Canale & Swain (1980) to Bachman’s (1990) communicative language ability (CLA). The
theories and practice of self-assessment will also be presented in connection with language
testing. Finally, the methods of improving the teachers’ proficiency will also be discussed, and

the use of video as a means of improving the target language will be explored with some

previous research findings.

2.2 NON-NATIVE SPEAKER TEACHERS AND THEIR NEED FOR LANGUAGE
IMPROVEMENT

2.2.1 Section Introduction

The current study focuses on non-native speaker teachers, and in particular on non-native
speaker English teachers in Korea where English is considered to be the most important foreign
language. Not only for those Korean teachers but also for those non-native speaker teachers
working in all corners of the world, it may be beneficial to set out the general problems they

might face in their teaching situations, and to identify possible solutions to their problems.

In the world of ESL or EFL, non-native speaker teachers greatly outnumber native speaker
teachers, as has frequently been pointed out during at least the past two decades (Duft 1988;
Medgyes 1994; Willis 1981). And there seem to be ‘obvious ditferences between native

speaker teachers (NS) and non-native speaker (NNS) teachers’ (Reves & Medgyes 1994: 364).

As non-native speakers, teachers seem to have a number of difficulties which native speaker

teachers may not face, leading them to find their situations more daunting and hard to deal with.

Nevertheless, in spite of a great deal of research into language teaching and learning, there

seems to be very little on the market to address and to help (Medgyes 1994; Willis 1981) these
NNS teachers’ problems.

One significant problem these non-native speaker English teachers perceive is their own

language proficiency, and the loss of self-confidence their perceived language proficiency may

result in. The close relationship between a language teacher’s language proficiency and

confidence has been pointed out by several researchers (Burns 1982; Combes 19635; Reves &

Medgyes 1994). Thus, Reves & Medgyes (1994) suggest taking two steps in order to deal with

problems caused by the non-native speaker teachers’ self-perception. The first step 1s to openly

13



acknowledge and legitimise the differences between non-natjve speaker teachers’ language

proficiency and that of native speaker teachers so that the non-native speaker teachers are not
discriminated against. Then, the second step is to make an effort to improve their language

proficiency, which may help boost their confidence as well as bring about real language

Improvement.

In order to 1dentify the situations non-native speaker teachers find themselves in and the self-
image they have, this section will address non-native speaker teachers’ confidence and language
competence. In order to address the issue of non-native speaker teachers’ confidence, first of
all, differences between native and non-native speakers will be investigated. The effect
communicative language teaching might have on non-native speaker teachers will then be
discussed, focusing on the teachers’ role and responsibility, and what the communicative
approach means to non-native speaker teachers in terms of their own language proficiency. The
relationship between teachers’ perceived language proficiency and teacher confidence will then
be discussed. The most important needs of non-native speaker teachers will also be clarified.

Finally, interest in teacher talk will be discussed in terms of research interests in lan guage

teaching.

2.2.2 Non-native Speaker Teachers’ Confidence and Language Needs

As mentioned above, non-native speaker teachers’ situations are not the same as native speaker
teachers’. Because non-native speaker teachers themselves have been learners of the language
they teach, their attitude towards the language may not be the same as that of native speaker
teachers who acquired the language as their first language. Although there are some advantages
of non-native speaker teachers such as ‘[providing] a good learner model for imitation,
[teaching] language learning strategies more effectively, [supplying] learners with more
information about the English language, [anticipating] and [preventing] language difticulties
better, [being] more empathetic to the needs and problems of learners, and [making] use of the
learners’ mother tongue’ (Medgyes 1994: 51), there is a major disadvantage to being a non-
native speaker teacher. After all, as compared to native speakers who are potentially more
accomplished users of English, it is likely that non-native speaker teachers find themselves
much less accomplished in the language they have to teach. And their own real or perceived

proficiency in the language may affect their confidence as teachers and their teaching behaviour.

2 2 2.1 Distinction between native and non-native speakers of English
The division of speakers into native and non-native has been employed in many and varied

contexts by many people involved in different language related disciplines, in spite of the now
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widespread dissatistaction with this categorisation. Mainly because of its haziness and

elusiveness, the concept of native and non-native speakers has come in for serious criticism

Rampton (1990) pinpoints five assumptions related to the idea of a natjve speaker of a language:

]. A particulaI: language is inherited, either through genetic endowment or through birth
Into the social group stereotypically associated with it.

Inheriting a language means being able to speak it well.
People either are or are not native/mother-tongue speakers.

2.
3.
4. Being a native speaker involves the comprehensive grasp of a language.
.

Just as people are usually citizens of one country, people are native speakers of one
mother tongue. (p. 97)

All of these assumptions are being heavily attacked for their rigidity and resulting
Inappropriateness. Rampton (1990) interprets the problems related to the above assumptions as
a concoction of the different concepts. He suggests, for example, that the biological factor is
overemphasised at the expense of the social factor and that language as an instrument of
communication is mixed up with language as a symbol of social identification. Among many
theorists assaulting the inconsistencies in the concept, Ferguson (1982) went so far as to claim
that “the whole mystique of native speaker and mother tongue should probably be quietly

dropped from the linguist’s set of professional myths about language’ (vii).

Theretfore, many attempts to coin new terms to replace the unsatisfactory concept of a native
speaker have been made, suggesting varying terms such as ‘more or less accomplished’ (Edge
1988) or “proticient users of English’ (Paikeday 1985), ‘English-using speech fellowships’
(Kachru 1985), ‘expert as accomplished users’ (Rampton 1990), and so on. Nevertheless, these
‘well-sounding terms are no less spurious than the weathered terms, native/non-native speakers’
(Medgyes 1992; 1994: 10). In spite of the widely disapproved validity of the division, the
dichotomy of native and non-native speakers has frequently been used and is actively being
used, as seen in many and varied references 1n related areas. In my opinion, the dichotomy
seems to be deeply engraved in the heart of most non-native speakers with the painful
perception of their linguistic deficit in the target language. As a result, 1t seems that all those
efforts to discredit or modify the terms of native and non native speakers ‘just end up testifying

indirectly to their power’(Rampton 1990: 97). For non-natives the distinction seems to show

that they cannot ever reach native-speakers’ level of linguistic proficiency.

2.2.2.2 Non-native speaker teachers in communicative language teaching
With increased attention to communicative competence (see 2.3 for explanations), the so-called

communicative approach to language teaching and learning has been emphasised. Savignon
(1983) summarised discussions of communicative approaches to language learning as three

approaches. People taking the first approach have the ‘sequential view of language learning,
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proceeding from habit-formation structure drilling to the creative use of language [for

communication]’(Ibid.: 29). An alternative view is that ‘grammar should not be the initial focus

at all’ (24). In other words, the experience of communication ‘may lead, in turn, to a structural

or functional analysis of the language’ and language acquisition is seen as ‘proceeding from
meaning to surface structure’ (24-5). A third approach is to focus on the "specification of
context within which the learner will use the L2’ (25) instead of learning process. A syllabus
based on this approach is called the notional syllabus, which is associated with various language
functions. In addition to the three approaches, there are other approaches under the name of the

communicative approach, which are based upon several theoretical frameworks of

communicative competence.

Theretore, it 1s hard to define the communicative approach to language teaching in a sentence.

However, there are 2 main principles various approaches to communicative language teaching

share. One of them involves ‘genuine language use through the medium of the second

language’ in the classroom (Brumfit 1986: 59).

Another principle of communicative classroom is learner-centred classroom. Prior to the
communicative approach, the teacher’s role was easily defined and grasped. She was expected
to have authority or control over, and responsibility for, the classroom. The teacher did not
share the responsibility for the learners’ learning with the learners. Like other subject teachers,
the English teacher was considered to be a subject teacher (Medgyes 1986). Her main job was
to impart knowledge about the target language quite mechanically through ‘the well-defined
subject matter’(Medgyes 1986: 109). In addition, the textbook ensured “a great deal of
linguistic safety’(Medgyes 1986: 110) for the non-native speaker English teachers through

providing them with language resources they can depend on.

On the contrary, in the communicative classroom, the teacher is not the one controlling
everything related to learning. Communicative teachers armed with the communicative
approach to language teaching and learning are expected to play quite different roles in the
learner-centred classroom from their traditional ones. As Harmer (1983) indicated, teachers are
required to relax their grip on the class as controllers, to resort to gentle correction as assessors,
to set activities in motion and then stand aside as organisers, to perform with discretion as
prompters, to play second fiddle as participants, and as resources to offer help only when
requested. Understanding and catering for her students’ needs both as a group and as
~dividuals are also emphasised as among crucial roles of the communicative teacher (Medgyes
1986). In sum, communicative teachers are expected to take on more subtle and complicated

roles. keeping a low profile but not ‘relinquishing control over the class’ (Medgyes 1986: 109).
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Furthermore, Brumfit (1986) pinpointed eight demands made on the communicative teacher,
which were: (1) liking her students, (2) serious consideration of the relationship between student
needs and pedagogical practice, (3) proper beliefs about language learning and teaching, (4)
having openness in discussion, (5) being professionally well-informed, (6) taking a principled

but tlexible approach, (7) constantly trying to improve, and (8) being humble (58-64).

As a result, the arguments against the textbook full of controlled practice increased in favour of
flexible authentic supplementary materials (Medgyes 1986). Cullen (1994) points out that
recently introduced new communicative textbooks ‘have arguably placed more pressure on
teachers than in the past to use English easily and fluently in the classroom’(165). And the
teacher is expected to encourage real interaction between herself and her students, and between
students themselves. As a result, as Marton (1988) indicates, the communicative approach
requires teachers of a high level of proficiency ‘to be prepared for any linguistic emergency’
(47) without resorting to the textbook. In short, communicative materials and methodology
‘demand of the teacher a higher level of proficiency in English than in the past, and the

confidence to use it over an extended period in the classroom’(Cullen 1994: 165).

As a result, the communicative approach puts much more responsibility on the teacher than any
other approaches did, requiring the teacher to fulfil various roles, while at the same time
requiring her to keep a low profile. The above extensive list of new roles required of the teacher
may be daunting enough for even native speakers. For non-native speaker English teachers,
however, things may be even worse, as in addition to all those roles, 1t 1s very likely that they

will have to cope with their own language deficiencies (Cullen 1994; Medgyes 1986).

2.2.2.3 Teacher confidence through language competence
The importance of confidence in teaching and learning cannot be over-emphasised. Reves &

Medgyes (1994) assert that ‘self-confidence is a necessary ingredient ot successtul
teaching’(364), and Williams & Burden (1997) point out that it is crucial for successful learning
that ‘teachers establish in their classrooms a climate where confidence is built up’(73). There 1s
research evidence showing a positive correlation between students' confidence and teacher

confidence (Burns 1982; Combes 1965). Lawrence (1996; 1999) also claims that one main

factor to enhance students’ confidence is teacher confidence. It therefore seems to be important

to ask what teacher confidence is and what the important factors are which make non-native

speaker language teachers confident.

17



2.2.2.3.1 Whatis Teacher Confidence?

Lawrence (1996: 1999) explains confidence in the school context through employing various
terms such as self-image, ideal self, self-esteem. According to him, everybody goes through the
process of developing a self-image taking in numerous experiences. More specifically, self-
image is defined as what the person 1s; the ideal self is what the person would like to be; and
what the person feels about the discrepancy between what he/she is and what he/she would like
to be is referred to as self-esteem (Lawrence 1996). Self-esteem, for practical purposes, can be
‘simply defined as confidence’(Lawrence 1999: 2). Through encouraging a positive self-image,
selt-esteem or self-confidence, it is said that ‘a feeling of “I can”, or “I am capable of doing
this™’, that is, a sense of competence can be fostered (Williams & Burden 1997: 72). A sense of
competence 1s defined as the feeling that people ‘are capable of coping successfully with any
particular task with which they are faced’(Williams & Burden 1997: 72), and 1t 1s a crucial

factor leading to successful accomplishment of the given task.

It 1s clear that perceived competence (which is a major construct of self-confidence (Clement
1986)) 1s not necessarily equal to real competence. Markus et al.(1990) maintain that
‘competence in a domain requires both some ability in the domain and a self-schema for this
ability’(206), and that ‘the structures of self-knowledge that represent one’s important attributes
or abilities are called core self-structures, salient identities, or self-schemas’(Ibid.). However,
telt or perceived competence is ‘an essential aspect of actual competence’(Markus et al. 1990:

200). Therefore, boosting perceived competence or confidence could positively affect actual

competence.

As mentioned earlier, teacher confidence plays a central role in successful teaching.
Nonetheless, the discrepancy between the teacher’s self-image and i1deal self is ‘widening as the
demands on the profession are increasing’(Lawrence 1999: 91). And this is the case with
foreign language teachers because demands and pressures on them have been increasing in the
communicative approach, as discussed above. As a result, the end product could be teachers
who blame themselves for not satisfactorily coping with the demands of the job, and so ‘put
their self-esteem at risk’(Ibid.). Dunham (1984) also indicated that ‘increasing demands or
more rapid changes or a greater degree of role uncertainty about how a role should be enacted
may initiate the arousal of higher levels of anxiety. These may be unproductive in the sense that
a teacher’s ability to make decisions is impaired or his ability to concentrate is reduced’(88). In
other words, teachers come to suffer from stress, which 1s defined as ‘a perceived substantial

imbalance between demand and response capability, under conditions where tailure to meet

demand has important perceived consequences’(Lawrence 1996: 104; McGrath 1970). There
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may also be ‘a sharp loss of confidence in teaching skills’(Dunham 1984: 88) on the part of the

teacher as a result of his or her perceived failure to accomplish all those heavy tasks.

On the other hand, teacher confidence seems to be Inseparable from learner confidence.
Brumtfit (1986) maintained that without building up teacher confidence, learner confidence is
unlikely to develop. Lawrence ( 1996) also points out that there is clear evidence to show the
positive relationship between confident teachers with high self-esteem and the confidence of
learners in their care. Therefore, teacher confidence does not only affect the teacher
himselt/herself, but seems to affect learners’ learning including their confidence, and this is why

teacher confidence should be considered as one of the most significant factors in learners’

learning,

2.2.2.3.2 What are the Factors that Affect Teachers’ Confidence?
The next question should therefore be what the factors are which have an influence on teacher

confidence. To be more specific, what are the most crucial factors affecting non-native speaker
English teachers? Conceivably, there must be many and varied factors which influence these
non-native speaker language teachers’ confidence, but many consider the most important factor
In non-native speaker language teacher confidence is language competence. Thomas (1987)
saw language competence as the pre-requisite of language teacher competence, and Berry
(1990) maintains that language improvement should be one valid aim in teacher training
because it increases teacher confidence. Cullen (1994) also claims that a poor or rusty
command of English on the part of the teacher ‘undermines the teacher’s confidence in the
classroom, [and] affects his or her self-esteem and professional status’(165). Reves & Medgyes
(1994) point out that ‘a constant realisation of their limitation in the use of English may lead to
a poorer self-image, which may further [detract from] language performance, and in turn may
lead to a cumulatively stronger feeling of inferiority’(364). Murdoch (1994) reports trainees’
responses in a teacher training programme to the question about the teacher’s own language

level. 89% of the trainees in his study agreed that ‘a teacher’s confidence 1s most dependent on

his or her own degree of language competence’(258).

Duff (1987) observes a fairly common situation in Egyptian schools where those non-native
speaker teachers’ own level of English barely exceeded that of the lesson they were teaching. It
is not difficult to find similar situations elsewhere in the world. After all, 1t 1s highly unlikely
that advanced language competence in all language skills will be accomplished through only
one means: i.e., the classroom learning (Lange 1990), which is most non-native speakers’ main,
and frequently their only, method of learning the target language. The non-native speaker

teachers themselves seem to be well aware of their linguistic and cultural handicap in the target
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language, and even to suffer from an Inferiority complex in relation to the native speaker or
other more proficient non-native speaker teachers (Medgyes 1994). Nevertheless, they have to

appear to be well-informed about the target language and culture in the classroom.

Therefore, it seems natural that the non-native speaker teachers feel vulnerable because of their
language deficiencies. However, admitting to the deficiencies or having them exposed in public
will be one of their worst recurring nightmares (Medgyes1994). Bolitho (1988) also reports that
non-native speaker teachers do not like to admit ‘gaps in their knowledge in a public forum, yet
they are naturally insecure about many aspects of the language they teach’(73). Consequently,
these non-native speaker teachers can be ‘extremely sensitive and defensive’(Berry 1990: 100)

about their language proficiency.

This sensitivity and defensiveness of non-native speaker teachers seems to greatly influence
their teaching behaviours. They tend to teach ‘unfamiliar language elements in a context-poor
environment or in isolation’(Reves & Medgyes 1994: 361). Since they have their own language
difficultie<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>