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Chinese Abstract 

本質性研究聚焦三多語言教師的生活經歷。這三名教師在本研究中以 Ann、Haruko和

Megan代稱出現；他們分別來自台灣、日本和美國。這幾名經驗豐富的語言老師擁有多元

語言和文化背景，在研究中描述自己在語言教學生涯以及身為教師的角色中，教授多重語

言之經驗。本研究目的為深化並增加對多語教師的了解，探觸下面議題：(1)多重語言教

學經驗如何形塑多語教師身分認同、並影響其身分認同；(2)多重語言教學經驗如何影響

這些多語教師的語言教學方法；(3)多重語言教學經驗如何影響這些教師長期專業發展軌

跡；以及 (4) 多語教師如何在其教授多語的職涯中，形塑出多重身份、工作場域環境和

意識形態。為探索上述議題，本研究以 Douglas Fir Group 的〈多語言世界中的第二語言

習得跨學科框架（Transdisciplinary Framework for SLA in a Multilingual World）〉作為理

論概念框架，因為該框架提供學者探觸微觀及宏觀面向的各項因素如何影響語言教學與學

習。為了解上述四項議題，本研究針對多語教師之敘事資料（含半結構性訪談、書面教學

理念，以及透過參與者拍攝的照片和照片引談法得出的照片敘事）進行主題分析。藉由上

述資料交叉比對，本研究針對多語教師專業知識成長、身分認同、習慣，以及語言教育環

境進行深度探討。本研究發現對於多語教師師培教育課程發展提供了十分有價值之參考，

並點出此性質課程可能遭遇之議/問題及可能解決之道。此外，研究結果揭示了多語教師

唯一獨特之族群，及其身份認同，這對多語教師師培發展具重要意義。 

關鍵字：多語教師身分認同、多語教師、多語主義、敘事研究、師培教育、教師發展 
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English Abstract 

The qualitative study focused on the lived experiences of three teachers of multiple languages 

(TMLs), Ann, Haruko and Megan from Taiwan, Japan, and the United States, respectively. As 

experienced language teachers coming from diverse linguistic and cultural backgrounds, the 

participants described their experiences teaching multiple languages over the greater trajectory of 

their language teaching career as well as in their everyday moments as teachers. The purposes of 

the study were to deepen and enrich our understanding of TMLs in (1) what language teacher 

identities are involved in teaching multiple languages and how they are impacted by the teaching 

multiple languages, (2) how teaching multiple languages impacts approaches to language 

teaching, (3) how teaching multiple languages impacts the long-term trajectory and development 

of a language teacher’s career, and (4) how TMLs navigate the multiple identities, workplace 

contexts, and ideologies that come from teaching multiple languages over the course of their 

career. The study applied the Douglas Fir Group’s “Transdisciplinary Framework for SLA in a 

Multilingual World” as the conceptual framework because it is structured to explore how a full 

range of factors, from micro to macro, influences language teaching and learning. This was 

conducted through thematic analysis of TML narratives as told through semi-structured 

interviews, a written teaching philosophy, and photo-narratives elicited through participant-taken 

photographs and photo-elicitation interviews. The analysis of their narratives revealed four 

aspects of language teaching that TMLs learned to navigate from teaching multiple languages: 

their teacher knowledge, LTIs, habitus, and language education contexts. The findings provide 

implications for the issues that future language teacher education programs designed for TMLs 

should address. Furthermore, the findings provide an entry-point from which researchers can 

understand TMLs as unique teachers in their own right and explore other aspects of TMLs in 
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future research. This has important implications for informing research and language teacher 

education toward the development of current and future TMLs.  

Keywords: language teacher identity, teachers of multiple languages, multilingualism, 

narrative inquiry, language teacher education, teacher development 
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Chapter 1: Introduction 

If you want to know me, then you must know my story, for my story defines who I am. 

And if I want to know myself, to gain insight into the meaning of my life, then I, too, 

must come to know my own story. (McAdams, 1993, p. 11) 

 

Consciously, we teach what we know; unconsciously, we teach who we are. (Hamacheck, 

1999, p. 209) 

Introduction  

When we meet a language teacher, our imagination and understanding of who the 

language teacher is becomes limited by what is presented in front of us – by the particular time, 

settings, and discourses that mediate our understanding of who a teacher is. When we see an 

English teacher, we assume that he or she is what he or she is presented to us as – an English 

teacher. But the significance and role of researching language teacher identities (LTIs) is to delve 

deeper than what appears at the surface in order to understand the multiple, intersecting layers 

and contextual factors that are in negotiation with a language teacher’s professional identity 

(Barkhuizen, 2017; Douglas Fir Group, 2016).  

Gaining a deeper understanding of teacher identity has significant implications towards 

major aspects of language teaching, such as curriculum design, classroom practice, and teacher 

education (Barkhuizen, 2016). In essence, a greater understanding of how language teachers 

perceive their roles in the classroom is connected to understanding how language teachers 

approach their teaching and relationships with colleagues and students. Furthermore, the 

connection between teacher identity and language teaching is not only rooted in the researcher’s 
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understanding of LTIs but more importantly, for language teachers themselves to reflect on their 

own identities. As Barkhuizen (2016) puts it:  

What teachers know about themselves – their personal histories, their ideologies, their 

language use, the kind of person they are, how others perceive them – affects their 

professional practice and their understanding of the power relationships that exist among 

themselves, their learners and members of the wider community. (p. 4) 

At the core of this line of thinking is that our identities influence what we do (Watson, 2006).  In 

this study, I explore the LTIs of a specific demographic of teachers that applied linguistics 

research has paid little attention to: language teachers who have taught or are currently teaching 

multiple languages, either simultaneously or during different periods of their career.  To describe 

these teachers, I use the term teachers of multiple languages or TMLs. In a time of increasing 

globalization and multilingualism, it is important for research to consider that language teachers 

may be seeking to or put in the position of teaching more than one language during their career. 

By researching the LTIs of TMLs, we can begin to understand who they are and how they 

perceive themselves as TMLs, and how that influences their language teaching.  

 Research in applied linguistics has explored a wide range of LTIs that grant access to 

understanding the rich lives and insights of non-TML language teachers, including but not 

limited to: 

• language-based identities: second language teachers (Kanno & Stuart, 2011); native 

speaker (NS) and non-native speaker teachers (NNS) (Aneja, 2016; Faez, 2011); 

multicompetent teachers (Cook, 1999; Pavlenko, 2003); bilingual and multilingual 

teachers (Kramsch, 2018; Pavlenko, 2003); translingual teachers (Jain, 2014; Menard-

Warwick, Masters, & Orque, 2019; Motha, Jain, & Tecle, 2012)  
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• experience-based identities: pre-service teachers (Barkhuizen, 2010; Chang, 2018); 

novice teachers of English (Ruohotie-Lyhty, 2011) 

• socio-cultural identities: racialized identities of ESOL teachers (Motha, 2006); East 

Asian teachers of English (Park, 2015); transnational English teachers (Menard-Warwick, 

2008); EFL teachers in Japan (Nagamoto, 2015),   

• gendered & sexual identities: female EFL teachers in Japan (Simon-Maeda, 2004); 

queer English teachers (Nelson, 2009) 

• professional-based identities: EFL writing teachers (Lee, 2013; Racelis & Matsuda, 

2015), teachers of English to young learners (Nguyen, 2016); language teachers as 

researchers (Edwards & Burns, 2016); teacher educators (Trent, 2013) 

The diversity of ways we describe language teachers is no accident – the terminology researchers 

and practitioners develop to conceptualize who teachers are and who they perceive themselves to 

be is an attempt to account for the realities language teachers experience and confront in their 

everyday lives (Darvin & Norton, 2015; Douglas Fir Group, 2016). What is missing from the 

breadth of literature on various LTIs is the recognition and understanding of TMLs as a unique 

kind of language teacher and the need for research to focus on issues pertinent to them. 

Background: Who are TMLs?  

TMLs have complex language teaching experiences, often with a wide range of students 

and classroom settings, that are not apparent at first sight. TML’s backgrounds and experiences 

even vary widely when compared with one another. For example, TMLs can be teachers who are 

simultaneously teaching more than one language (e.g., teaching in dual language programs, 

teaching an English language course and a Spanish language course during same semester). Or, 

TMLs can also be teachers who used to teach one language and have switched to teaching 
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another language (e.g., an international student in the United States who had taught English in 

China and now teaches Chinese in the United States). Also, there may be teachers who are both 

simultaneous and sequential TMLs (e.g., a teacher currently teaching English and Spanish 

simultaneously and had taught Chinese in a previous teaching position). Certainly, further 

categorizations of TMLs are possible and will emerge with the contributions of future research 

on TMLs. But for now, the main point of emphasis here is the multiplicity and non-linearity that 

characterize the trajectories of TMLs and influence who they are and how they teach.  

At first, one might ask, who exactly are TMLs? Do they really exist? One might even 

suggest that perhaps TMLs are just unique cases of individual language teachers who have 

simply made a personal choice to teach another language, rather than being an observable, 

emerging phenomenon. For some TMLs, becoming a TML might indeed be a matter of personal 

choice and they may indeed be a unique case among their peers. However, those choices might 

have been made under the influence of greater systematic trends at play, such as changing market 

demands for certain languages or new language education policy reforms creating teaching jobs 

for certain languages.  

In addition to individual cases of language teachers choosing to switch careers and teach 

a different language, becoming a TML has actually become an increasingly common career 

choice that has been systematically implemented in language teacher education (LTE) programs 

around the world. In the United States, Teachers College of Columbia University offers dual 

certificate programs in teaching Chinese and English (TCSOL/TESOL) in cooperation with 

Beijing Language and Culture University in China (Teachers College, 2018) and Osaka Gakuin 

University in Japan (Teachers College, 2018). In the Netherlands, HU University of Applied 

Sciences Utrecht offers undergraduate students the opportunity to complete a double Teacher 
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Education Bachelor’s degree in teaching English and German (Hogeschool Utrecht, 2018). In 

Taiwan, the Ministry of Education’s Local-Language-in-Education policy has provided the 

opportunity for certified, in-service elementary school teachers who are already teaching Chinese 

or English to also teach one of Taiwan’s local languages (Taiwanese Hokkien, Hakka, and 

aboriginal languages) (Chen, 2006). These examples of organized TML teacher education 

programs and policies attest to the fact that there are organized initiatives actively recruiting and 

training pre-service and in-service teachers to become TMLs. Nowadays, it is not just that people 

are learning and speaking more than one language (multilingual education and multilingual 

societies), or that our language teachers are able to use more than one language (multilingual 

instructors) (Kramsch & Zhang, 2018); also, as this study shows, language teachers are 

expanding their professional expertise beyond teaching a single language for their entire teacher 

career and becoming teachers of multiple languages. 

Purposes of the Present Study 

The first purpose of this study is to understand who TMLs are. As of now, TMLs are 

often overlooked or assumed to have the same experiences as teachers of a single language but 

simply doubled. No study has ever sought to investigate whether the experience of teaching 

multiple languages influences who a language teacher becomes in areas such as teacher 

knowledge, LTIs, and teaching practices. Thus, this study aims to understand the individual 

characteristics of TMLs, their LTIs, and the journey they took to become TMLs. 

The second purpose of this study is to gain a big-picture understanding of the contextual 

factors that influence the teaching of multiple languages. In an increasingly multilingual world 

characterized by global mobility, fluidity, and diversity (Darvin & Norton, 2015), the 

sociocultural institutions and communities language teachers participate in play an important role 
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in guiding their professional development. Thus, this study also aims to understand how the 

different contexts TMLs teach in as a result of teaching multiple languages influence the way 

they navigate transitions between teaching different languages as well as the factors impacting 

their overall career trajectories. 

With these two purposes in mind, I approach this study through narrative inquiry, which 

focuses on the stories told by the participants of their lived experiences as TMLs. In applied 

linguistics, narrative inquiry has been recognized as a significant methodology in exploring LTIs 

(Barkhuizen, 2016; Barkhuizen et al., 2014; Block, 2015; De Costa & Norton, 2016). Johnson 

and Golombek (2002) describe the significance of narrative inquiry as a resource for teachers to 

articulate their knowledge, beliefs, and identities.   

Research questions  

Through narrative inquiry, this study seeks to address the following research questions: 

1. What LTIs are involved in the teaching multiple languages and how are they 

impacted by the teaching of multiple languages?  

2. How does teaching multiple languages impact approaches to language teaching? 

3. How does teaching multiple languages impact the long-term trajectory and 

development of a language teacher’s career? 

4. How do TMLs navigate the multiple LTIs, workplace contexts, and ideologies that 

come from teaching multiple languages over the course of their career? 

The first and second research questions are guided by the first purpose of this study, which is to 

understand who TMLs are and how the teaching of multiple languages influences their LTIs and 

approaches to language teaching. The third and fourth research questions are guided by the 
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second purpose of this study, which is to examine the greater contextual factors that are involved 

in the teaching of multiple languages and TML’s career trajectories.  

The issues at the core of these questions have to do with exploring individual’s identities 

as understood from their own perspectives and understanding the relationship between their 

identities and the context in which they are constructed and performed. Addressing these issues 

requires a complex, in-depth investigation that allow researchers to learn directly about 

individual’s experiences from their own stories and narrative inquiry as a qualitative approach to 

research provides the framework and tools to do so (Creswell & Poth, 2018). 

Organization of the Study 

 In Chapter Two, I present the conceptual framework that informs this study, the DFG 

framework (Douglas Fir Group, 2016), and a literature review on language teacher identity and 

studies relating to TMLs. In Chapter Three, I describe my methodological approach. From 

Chapter Four to Six, I present the narratives of my three TML participants, Ann, Haruko, and 

Megan. In Chapter Seven, I provide a discussion that revisits the conceptual framework from the 

perspective of the TMLs narratives. I also detail the thematic findings from analyzing the 

participants’ narratives. Finally, I explain the implications the findings from this study has for 

LTE, contributions to literature relating to language learning and teaching as well as LTIs, and 

future directions for research. 

List of Acronyms and Abbreviations 

 Below are a list of common acronyms and abbreviations that will be used throughout the 

study: 

CSL – Chinese as a second language 

EFL – English as a foreign language 
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ESL – English as a second language 

FYC – first year English composition 

L2 – second language 

LTE – language teacher education 

LTI – language teacher identity 

NNS – non-native speaker 

NNST – non-native speaker teacher  

NS – native speaker 

NST – native speaker teacher 

TCSL – teaching Chinese as a second language 

TESOL – teaching English to speakers of other languages 

TML – teacher of multiple languages 
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Chapter 2: Conceptual Framework and Literature Review 

A conceptual framework is defined as “a system of concepts, assumptions, expectations, 

beliefs, and theories that supports and informs your research” (Maxwell, 2013, p. 49). In this 

chapter, I outline the main conceptual framework used in the study, Douglas Fir Group’s 

framework, and how it will be applied to this study. This framework was chosen because it 

breaks down how different levels of social interaction (i.e., the individual, institutions and 

communities, ideologies) affect one another when it comes to language teaching and learning. 

Using this framework to interpret TMLs’ experiences allows for a detailed understanding of how 

these different elements connect with one another. This means that this framework provides a 

conceptual explanation for how the elements raised from the research questions (i.e., the 

experience of teaching of multiple languages, teaching practices, LTIs, various teaching 

contexts, large-scale ideologies, and long-term career trajectories) affect each other. 

Conceptual Framework 

Douglas Fir Group’s Framework 

This study will adapt the Douglas Fir Group’s (DFG) (2016) “Transdisciplinary 

Framework for SLA in a Multilingual World” (see Figure 1) as the conceptual framework for 

interpreting the narrated experiences and identities of TMLs. The DFG’s framework was 

proposed by a group of 15 distinguished scholars across ten different disciplinary perspectives 

within SLA as a way of understanding how multilingualism in “a new world order in the 21st 

century” characterized by increasing globalization, technological advances, and mobility are 

changing SLA (Douglas Fir Group, 2016, p. 19). Several phenomena emerge as a result of these 

new global forces. Communication has become deterritorialized and no longer limited to one’s 

immediate locality; language use and learning has become more dynamic and open-ended. An 
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Figure 1 

The Douglas Fir Group’s Framework  

Note. From “A Transdisciplinary Framework for SLA in a Multilingual World,” by The Douglas 

Fir Group, 2016, The Modern Language Journal, 100(S1), p. 25 

(https://doi.org/10.1111/modl.12301). Copyright 2016 by The Modern Language Journal 

 

 

increasing number of individuals from a wider range of backgrounds are deciding to learn 

additional language and become multilingual and transcultural. Thus, the DFG’s new framework 

for SLA aims to address the needs of multilingual individuals by examining language learning 
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and teaching from various contextual perspectives (e.g., private vs. public, material vs. digital) in 

a multilingual world (Douglas Fir Group, 2016).  

The DFG framework treats SLA as complex, ever-changing, and multi-dimensional, 

involving the layering of diverse cognitive capabilities and social interactions in a multilingual 

context (Hall, 2019a). Structurally, the DFG framework provides a new way of conceptualizing 

SLA by integrating the various levels at which SLA occurs (i.e., micro, meso, macro) with the 

various disciplinary understandings of SLA (e.g., neural, cognitive, social, ideological) with 

greater context of the globalized, multilingual world that we live in (Douglas Fir Group, 2016). 

More specifically, the DFG’s framework integrates three mutually dependent levels inspired by 

an ecological framework (Bronfenbrenner, 1979). The three levels can be summarized as: 

⚫ micro level: internal mechanisms (e.g., cognition, emotions) are used during 

interaction with others (linguistic, nonverbal, graphic, auditory, semiotic, etc.) 

⚫ meso level: sociocultural communities & institutions (family, school, neighborhood, 

work, etc.) 

⚫ macro level: large-scale, society-wide ideological structures (beliefs about language 

use or language learning, cultural values, political values, etc.) 

According to the DFG (2016), L2 learning begins at the micro level of social activity, in 

which individual learners manage cognitive and emotional systems during social interactions 

using any available semiotic resources, such as linguistic, nonverbal, graphic, and auditory 

resources. These micro-level interactions occur within the meso-level, shaped by sociocultural 

communities and institutions, such as family, school, local neighborhoods, and the workplace. 

Not all learners are able to experience the same kinds of social interactions at the meso-level; the 

degree to which learners have the power and/or agency to invest their identities and material 
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resources into accessing meso-level communities and institutions are impacted by certain 

society-wide conditions (e.g., economic class, politics, culture) at the macro-level. Thus, the 

everyday communities and institutions learners may take part in for language learning are 

influenced by (and also influence) large-scale, societal ideologies at the macro-level of the 

DFG’s framework. Ideologies can be defined as individuals and group beliefs and values around 

the role of forces such as culture, politics, and economics in society (Hall, 2019a). The DFG 

emphasizes that while each of the three levels represents different aspects of language learning, 

all three levels and mutual interactions amongst the three levels are essential to fully 

understanding SLA.  

Ten Foundational Themes from the DFG Framework 

From their multi-level framework, the DFG introduced ten fundamental themes relating 

to SLA. While these themes originally focused on language learning, De Costa and Norton 

(2017) showed the same themes based on the DFG’s framework can be applied to language 

teaching as well. Table 1 reproduces a table used by De Costa and Norton (2017, p. 8) to 

compare the themes from the two perspective. Below, I briefly summarize each of the ten themes 

by reinterpreting the DFG’s original ten fundamental themes based on language learning to 

language teaching:  

Language competencies are complex, dynamic, and holistic: In contrast to 

conceptualizing language competencies as fixed, abstract systems, the DFG’s 

framework views language competency as a dynamic system of resources for meaning-

making. (Hall, 2019a). That means language learning and teaching involves the use of 

the entirety of one’s semiotic resources across various languages, varieties, and 

registers, applying them fluidly based on different contexts over a lifetime. 
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Note. From “Introduction: Identity, Transdisciplinarity, and the Good Language Teacher,” by P. I. De 

Costa, and B. Norton, 2017, The Modern Language Journal, 101(S1), p. 8 

(https://doi.org/10.1111/modl.12368). Copyright 2017 by the Modern Language Journal  

 

2. Language teaching is semiotic teaching: Language teaching involves the application and 

teaching of a wide range of semiotic resources, including the use of linguistic, visual, 

graphic, and auditory means of expression. In addition, semiotic resources can be verbal 

(e.g., turn-taking, intonation, pausing), nonverbal (e.g., gestures, facial expressions, 

body positioning), or written (e.g., typography). The importance of taking into 

consideration the difference forms of semiotic resource involved in language teaching 

has also been highlighted in studies looking at the role of multimodality in language 

teaching (Early, Kendrick, & Potts, 2015). The meaning conveyed by semiotic resources 

are shaped by meso- and macro-level social institutions, such as family and school, and 

therefore, are not neutral nor equally accessed (Douglas Fir Group, 2016). 

Table 1 

Fundamental Themes Based on the DFG’s Framework 

Relating to language learning Relating to language teaching 

1. Language competencies are complex, 

dynamic, and holistic. 

2. Language learning is semiotic teaching. 

3. Language learning is situated and 

attentionally and socially gated. 

4. Language learning is multimodal, 

embodied, and mediated. 

5. Variability and change are at the heart of 

language learning. 

6. Literacy and instruction mediate language 

learning. 

7. Language learning is identity work. 

8. Agency and transformative power are 

means and goals for language learning. 

9. Ideologies permeate all levels of 

language learning. 

10. Emotion and affect matter at all levels of 

language learning. 

1. Language competencies are complex, dynamic, 

and holistic. 

2. Language teaching is semiotic teaching. 

3. Language teaching is situated and attentionally 

and socially gated. 

4. Language teaching is multimodal, embodied, and 

mediated. 

5. Variability and change are at the heart of 

language teaching. 

6. Literacy and instruction mediate language 

teaching. 

7. Language teaching is identity work 

8. Agency and transformative power are means and 

goals for language teaching. 

9. Ideologies permeate all levels of language 

teaching. 

10. Emotion and affect matter at all levels of 

language teaching. 
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3. Language teaching is situated and attentionally and socially gated: Language teaching 

starts at the micro-level, requiring recurring social interaction guided by a range of 

cognitive activity and emotions (Douglas Fir Group, 2016). During the process of 

language teaching, these cognitive capabilities help guide patterns of meaning-making, 

which become more entrenched with more frequent input (Hall, 2019a). 

4. Language teaching is multimodal, embodied, and mediated: Language teaching involves 

the application and teaching of  multimodal semiotic resources, activating the entire 

human body as an embodied whole to assist teaching and learning, such as the use of 

repetitions, recasts, tone, eye gaze, gesture, and so on (Douglas Fir Group, 2016). 

Language teaching also occurs through the use of cultural tools and resources that make 

sense of the world (Douglas Fir Group, 2016). Mediational tools used in language 

teaching range from the use of language itself, to cultural artifacts such as charts, books, 

and technology. Thus, for example, the type of materials used by language teachers can 

influence the type of interactions and activities a language teacher decides to use. 

5. Variability and change are at the heart of language teaching: Language teaching is an 

ever-changing endeavor (Douglas Fir Group, 2016, p. 29). This means that no two 

teachers will experience teaching in the same way due to differences in the micro, meso, 

and macro levels of social interaction. 

6. Literacy and instruction mediate language teaching: Literacy and instruction are 

important sources of influence on L2 teaching. This not only includes the form of 

instruction and literacy language teachers’ have experienced in the languages they know 

and/or teach, but also in the instructional approaches and language pedagogy they have 

received about language teaching through LTE programs and other forms of 
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professional development. The mediational relationship between literacy/instruction and 

language teaching should not be misunderstood as a direct relationship, that is, more 

instruction equals better language teaching. In fact, literacy and instruction may not 

influence language teaching in the ways we expect. For example, language teachers may 

not find the theoretical nature of what is taught in language teacher programs to be 

applicable in everyday teaching contexts (Johnson, 2019).   

7. Language teaching is identity work: When language teachers teach, they do so with 

historically-situated and contextually-influenced social identities (Douglas Fir Group, 

2016). These social identities, both as social categories (e.g., ethnicity, nationality, 

religion) and roles in relation to their interactions with others (e.g., students, native 

speaker, teachers) influence teachers’ motivation and investment in teaching 

opportunities in various contexts and communities. Language teachers’ identities, both 

real and imagined, fluctuate over time and space, as they are influenced and performed 

through interaction. (Douglas Fir Group, 2016).  

8. Agency and transformative power are means and goals for language teaching: While 

language teachers and their practices are shaped by larger societal and institutional 

forces, they also act as individual agents who have a significant role in influencing those 

forces themselves. Language teachers may draw upon certain identities over others 

depending on the context in order to participate in ways that grant them greater agency 

over teaching opportunities or practices in their career (Douglas Fir Group, 2016). 

9. Ideologies permeate all levels of language teaching: Ideologies impact the level of 

access, investment, and agency language teachers may feel the desire, ability, or need to 

exercise in their teaching practices or their overall teaching career. Some of the more 
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common language-based ideologies that impact language teaching are language 

education policies that influence what languages should or should not be taught, the 

ideology of monolingualism as the assumed norm (Ortega, 2014), and the fallacy of the 

native speaker as the ideal model for language teaching and learning (Phillipson, 1992).  

10. Emotion and affect matter at all levels of language teaching: Language teaching is an 

emotionally driven process that affects the micro, meso, and macro levels of social 

interaction. At the micro level, emotions impact language perception and cognition. At 

the meso level, emotions are experienced socially, or deeply tied to the social 

interactions and relationships involved in teaching. Emotions are also influence and 

influenced by society-wide ideologies at the macro level. 

Applying the DFG Framework to this Study  

Since the DFG introduced its transdisciplinary framework, applied linguistics scholars 

from various disciplinary perspectives have sought new ways of applying and extending DFG’s 

framework in areas such as LTE (Gao, 2019; Johnson, 2019), multilingual socialization (Duff, 

2019), multilingualism and social justice (Ortega, 2019), language learner agency from a 

complex dynamic systems perspective (Larsen-Freeman, 2019), conversation analysis and 

interactional linguistics (Hall, 2019b), the psycholinguistic development of complexity, 

accuracy, and fluency (LaScotte & Tarone, 2019), multilingualism and translanguaging (Cenoz 

& Gorter, 2019), raciolinguistics (Flores and Rosa, 2019), generative approaches to SLA 

(Slabakova, 2019) 

A year after DFG’s framework was first introduced and published in The Modern 

Language Journal (Douglas Fir Group, 2016), De Costa and Norton (2017) edited a special issue 

of The Modern Language Journal focusing on introducing and expanding the application of 
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DFG’s framework for LTI research, or what they call “A Transdisciplinary Approach to 

Language Teacher Identity.” They argued that applying DFG’s framework for LTI research 

helps researchers address the ways in which increasing multilingualism and globalization impact 

the real-life issues relevant to language teachers. For this study, DFG’s framework is particularly 

suitable for investigating the LTIs of TMLs for two reasons.  

First, because the framework places an emphasis on the increasing multilingualism 

around the world, which TMLs are part of. From the perspective of the DFG framework, TMLs 

are treated as “people who learn to live—and in fact do live—with more than one language at 

various points in their lives” and “the learning and teaching of additional languages across 

private and public, material and digital social contexts in a multilingual world” (Douglas Fir 

Group, 2016, p. 20).  

Second, because DFG’s framework is structured into multiple layers that compose a 

holistic ecology, the framework acknowledges the different sources (e.g., micro: cognitive, 

emotional, interactional; meso: communities, institutions; macro: beliefs, values) that may 

influence as well as be influenced by LTI. By taking into consideration multiple sources of 

influence that may affect LTI, the framework allows for a more comprehensive understanding of 

the role of LTI in language teaching. This is important when exploring the LTI of TMLs because 

TMLs are characterized by an added layer of complexity; namely, to understand the LTI of 

TMLs, one must take into account all of the language teaching experiences a TML has in the 

multiple language they have taught, not just the current language they are teaching. 

Lastly, as a concluding note, it is important to understand that when the DFG proposed 

their framework and encouraged researchers to apply it their respective disciplines, the DFG 

highlighted that they do not expect nor suggest that a researcher attempt to investigate all 
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dimensions of the framework all at once or within the same study (Douglas Fir Group, 2016). 

Instead, what the DFG envisioned is that their framework would encourage a transdisciplinary 

mindset in SLA research, in which researchers integrate different disciplinary perspectives 

without compromising their own (Douglas Fir Group, 2016). Thus, my approach in applying the 

DFG framework to this study started with initially using the structure (i.e., micro, meso, macro) 

and the broad concepts (i.e., the individual, the sociocultural/institutional, the ideological) of the 

framework to guide my research questions, data collection and data analysis. The specific 

aspects of the DFG framework that I applied in my study were determined after going through 

the initial phase of reading through the data and coding (explained in more detail in the “Data 

Analysis section). This is consistent with emergent methods of qualitative inquiry that emphasize 

that the analytical process is data-driven, or emerging from the data (Patton, 2015). Specifically, 

the aspects of the DFG framework that are examined in this study are: 

• micro-level: teacher knowledge, semiotic resources, teacher emotions, habitus   

• meso-level: LTIs (i.e., NS/NNS, professional identities, cultural identities), LTE, 

teaching contexts (i.e., higher education, corporate sector, teaching abroad) 

• macro-level: native-speakerism, global language markets, socio-economic 

inequalities  

How these aspects of the DFG framework piece together and address the research questions is 

narrated throughout the participants’ narratives as TMLs and discussed in Chapter 7. 

Language Teacher Identity Literature Review 

In an effort to move beyond cognitive approaches to second language acquisition and 

explore the social aspects of language learning (Firth & Wagner, 1997), language teacher 
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identity (LTI) has been pushed to the forefront of applied linguistics research (De Costa & 

Norton, 2016), transitioning from simply an emerging research interest to a central topic featured 

in special issues of top-tier journals (De Costa & Norton, 2017, Varghese et al., 2005; Varghese 

et al., 2016;) and a number of edited books, handbooks, and monographs (Barkhuizen, 2017; 

Cheung et al., 2015; Clarke, 2008; Preece, 2016). A useful way of framing the plethora of new 

perspectives and findings regarding LTI is under two broad categorical topics: (1) defining LTI, 

and (2) exploring how LTIs impact teachers and various aspects of language teaching.  

Defining LTI  

There is no simple definition for the concept of identity. The expansion of LTI research 

has resulted in more complex understandings of what one means when talking about LTI and 

what the relationship between a language teacher and their LTI is. It is useful to first begin by 

understanding the two main theoretical roots of LTI. Varghese et al. (2005) describes these two 

theoretical perspectives as identities-in-discourse and identities-in-practice, with the former 

informed by poststructuralist theories of identity and the latter by Lave and Wenger’s (1991) 

theory of situated learning and communities of practice. 

Poststructuralist theories of identity argue that identity is always relational and 

discursively constructed through language, or identities-in-discourse, in contrast to notions of the 

individual as having a core, essential self. An individual’s identity changes over time and space, 

often in diverse and contradictory ways, and is constructed by and through language. Thus, 

language use is not only an act of communication, but also an act of creating a sense of who you 

are and how you relate to others. This relational aspect of language and identity can be seen in 

Norton’s (2013) definition of identity as “how a person understands his or her relationship to the 
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world, how that relationship is constructed across time and space, and how the person 

understands possibilities for the future” (p. 45).  

On the other hand, Lave and Wenger’s theory of situated learning argues for identities-in-

practice (Lave, 1996; Wenger, 1998), or the notion that identity is developed through engaging 

the practices of a certain community and learning the ways of being and doing in the community. 

As identities change and develop through participating in the practices of the community, the 

individual’s practices also change and develop. From this theoretical perspective, identity and 

practice are linked and inevitably mutually impact each other (Kanno & Stuart, 2011). This 

means that language teachers do not start their teaching careers or step into the classroom with 

well-formed, pre-packaged teacher identities, nor do they develop LTIs from gaining certain skill 

sets or certain kinds of knowledge; rather, LTIs are developed over time through the full body 

experience of being immersed in working with communities of teachers and students and taking 

part in the practice of being a language teacher”.  

Both notions of identities-in-discourse and identities-in-practice seem to have made their 

way into the current understandings of what LTI entails. Table 2 compares  

some current definitions of LTI from prominent LTI researchers. These definitions show the 

following themes in regards to current understandings of language teacher identity: 

1. LTIs are dynamic, changing over space and time. 

2. LTIs are relationally and contextually understood, in terms of one’s relationship to 

oneself, other individuals, and the greater social context. 

3. LITs are constructed, negotiated, and enacted through social interactions.   
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4. LITs are multiple and, at times, conflicting, meaning that teachers have intersectional 

identities, across social categories such as race and gender that may conflict with one 

another. 

As evidenced by these definitions (listed in Table 2), understandings of what LTI entails have 

expanded over the years and current researchers apply definitions that are foundationally 

grounded in the concepts of identities of practice and identities of discourse while also fully 

confront the complexity and multi-faceted nature of LTIs. 

Key Developments in LTI Research  

LTI research has only recently become a research topic received great attention in applied 

linguistics research. Early identity-related research in the 1990s language teaching and learning 

focused on learner identities, such as Norton’s (1995) seminal work on the identities five 

immigrant women learning English in Canada, which introduced the concept of investment in 

LTI research. At the time, Norton challenged the prevailing psychological construct of 

motivation and proposed investment as an alternative perspective that conceives of language 

learners as having a social identity constructed in relation to greater social structures through 

everyday social interactions (Norton, 1995). Investment continues to be an important concept in 

recent LTI research and has been expanded to address the needs of the current globalized era by 

theorizing investment as the intersection of identity, capital, and ideology (Darvin & Norton, 

2015; Norton, 2017).  

Identity research in language teaching and learning began to focus on language teachers 

in the late 1990s and early 2000s (Kayi-Aydar, 2015), with many studies focusing on linguistic 

identities such as how being a non-native speaker teacher, as opposed to native speaker teacher, 

impacted language teachers’ careers (Amin, 1997; Brutt-Grifler & Samimy, 1999; Pavlenko,  
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Table 2 

Definitions of Language Teacher Identity 

Reference Definitions  

Varghese et al. (2005) Three central ideas around identity: 

1. Identity is not unitary, fixed, or coherent. 

2. Identity is embedded in social, cultural, and political context. 

3. Identity is constructed, maintained, and negotiated through 

language. (p. 23) 

 

Norton (2013) “How a person understands his or her relationship to the world, how 

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

person understands possibilities for the future” (p.5). 

 

Pennington & Richards 

(2016) 

“Identity is however more than what can be described by a simple 

listing of specific physical and social characteristics and group 

classifications. It is also a reflection of the context or activity in 

which the individual is situated” (p. 2) 

 

Block (2017) “…being a language teacher is an ongoing, narrated process which 

brings together experiences in the past, present, as well as those 

anticipated in the future. LTIs are constructed via (or emerge from) 

interactions (both face-to-face and electronically mediated) with 

others: fellow teachers, students, supervisors, and any number of 

more distant stakeholders such as parents or companies who might 

be paying tuition fees” (p. 34) 

 

Barkhuizen (2017) “Language teacher identities (LTIs) are cognitive, social, emotional, 

ideological and historical – they are both inside the teacher and 

outside in the social, material and technological world. LTIs are 

being and doing, feeling and imaging, and storying. They are 

struggle and harmony: they are contested and resisted, by self and 

others, and they are also accepted, acknowledged and valued, by self 

and others. They are core and peripheral, personal and professional, 

they are dynamic, multiple, and hybrid, and they are foregrounded 

and backgrounded. And LTIs change, short-term and over time – 

discursively in social interaction with teacher educators, learners, 

teachers, administrators, and the wider community, and in material 

interaction with spaces, places and objects in classrooms, 

institutions, and online” (p. 4). 
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2003; Tang, 1997). This line of research has also continued to play an important role in laying 

the foundation for current studies in reconceptualizing the NS/NNS dichotomy (see “LTI and the 

NS/NNS Dichotomy” section). 

In the 2000s, another significant area of LTI research focused on the sociocultural 

identities of language teachers using sociocultural theory, Lave and Wenger’s (1991) 

communities of practice framework, and Anderson’s (1991) concept of imagined communities 

(Kanno & Norton, 2003; Pavlenko, 2003). These studies (e.g., Ajayi, 2011; Clarke, 2008; 

Pavlenko, 2003; Tsui, 2007; Varghese et al., 2005; Vélez‐Rendón, 2010) examined how LTIs are 

not simply acquired or accumulated, but that they are constructed and negotiated through social 

interaction. Therefore, a sociocultural approach to LTIs emphasizes the need to examine the way 

engaging in social activities affects mental understandings of the self in order to understand the 

development of LTIs, a perspective that will also be looked at in this study (Johnson, 2006). In 

addition, many LTI studies during this period also emphasized the importance of recognizing the 

role intersectional identities (e.g., race, gender, social class, sexual orientation) play in the 

development of LTI (Lin et al., 2004; Menard-Warwick, 2008; Motha, 2006; Simon-Maeda, 

2004). 

The most recent (e.g., Huang & Varghese, 2015; Ishihara & Menard-Warwick, 2018; 

Kayi-Aydar, 2015; Song, 2016; Wolff & De Costa, 2017; Yazan & Rudolph, 2018; Zheng, 2017) 

LTI research has taken on a poststructuralist approach to LTI (Norton & De Costa, 2018), which 

focuses on language teacher identities as complex and multiple and in relation to conflicting 

discourse and ideologies (Kayi-Aydar, 2019). Furthermore, these studies are continuing to 

further LTI research that explores the relationship between LTI and intersectional identities 

while also exploring new areas of LTI research, such as the role of emotions in LTI research 
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(Song, 2016; Wolff & De Costa, 2017) and translingual teacher identity (Ishihara & Menard-

Warwick, 2018; Jain, 2014; Zheng, 2017). 

Significance of LTI for Classroom Teaching and Teacher Education 

Because LTIs deal with the very lives and self-perceptions of language teachers, LTIs 

influence a wide range of aspects in language teaching. Perhaps the most important claim LTI 

research has made is that LTIs shape classroom teaching practices (Kanno & Stuart, 2011; Reis; 

2012; Simon-Maeda, 2004). For example, in a study on two novice ESL teachers, Kanno and 

Stuart (2011) found that while the novice teachers had trouble with teaching because they felt 

they lacked authority, as the novice teachers saw themselves as more legitimate teachers, they 

also improved their teaching practices. From this study, Kanno and Stuart (2011) claim that 

changes in novice L2 teachers’ teaching practices are accounted for through looking at how their 

teacher identities changed over time rather than how their knowledge changed. Kanno and Stuart 

argue that LTIs need to be brought to the forefront of teacher education because the foundation 

of teacher education is less about learning new knowledge and more about developing teacher 

identities. In fact, they argue that acquiring new knowledge is part of developing teacher 

identities. The significance of Kanno and Stuart’s study lies in the innovative conceptual shift 

that asks scholars and practitioners to challenge the way we think about the role of LTI in 

language teaching. In fact, Kanno and Stuart even go as far as to question how teacher education 

coursework might be changed in order to prioritize the development of language teacher identity 

over language teacher knowledge. 

In addition to LTIs impacting classroom teaching practices, scholars have also suggested 

that LTIs play a significant role in LTE (De Costa, 2015; Hawkins & Norton, 2009; Morgan & 

Clarke, 2011; Varghese, 2000). Beauchamp and Thomas (2009) note that a better understanding 
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of teacher identity could improve LTE programs. For example, Varghese (2000) demonstrated 

how understandings of LTI could help researchers better conceptualize LTE through her study of 

the way a group of bilingual teachers in the United States developed their LTIs through a 

professional development program. In interviewing and observing these teachers from the 

theoretical perspective of situated learning and communities of practice, she found that the 

teachers learned through active social participation and engagement. Thus, she found that their 

process of teacher development became a form of membership in the program as a community 

and argued for the strengths of approaching LTE as communities of practice.  

LTI and the NS/NNS Dichotomy 

One particular line of LTI that is relevant to TMLs is research challenging the native 

speaker (NS) and nonnative speaker (NNS) language teacher dichotomy. This is because TMLs 

have had experience teaching more than one language so it is possible, and more common than 

not, for TMLs to have experienced being both a NS and NSS teacher. Studying TMLs who have 

experienced being both NS and NSS teachers can provide unique insights in how TMLs navigate 

their dual and seemingly conflicting identities as both NS and NNS teachers. An increasing 

number of scholars have proposed the need to go beyond the NS/NSS dichotomy because these 

labels have strong and immediate implications for a language teacher’s sense of professional 

legitimacy and confidence, influencing their teaching practices and identities as teachers. While 

my study addresses being a NS/NSS for not only the English language but also other languages 

that TMLs have taught, the literature review will primarily focus on native English speaker 

teachers (NESTs) and nonnative English speaker teachers (NNESTs) because this is what most 

current literature focuses on. This section will approach this topic by first covering current 
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understandings of the NESTs and NNESTs and then demonstrate efforts in LTI research to 

challenge and reconceptualize the NS/NSS dichotomy. 

Current Understandings of NESTs and NNESTs 

At the heart of the problem of the construct of the NS is that SLA theory has perpetuated 

the assumption that the NS must be the ultimate goal of a second language learner and anything 

short of NS norms is deemed as a failure on the part of the second language learner (Cook, 

1997). There is an adjustment that needs to be made – a reconceptualization of what role the NS 

should play, that the NS could be used as a model but not as a measure (Davies, 1991). The 

continued comparison between learner language and NS norms, both in research and teaching, 

unfairly pits the idealized NS against the stereotypically deficient NNS and has serious 

implications for language teachers in particular (Firth & Wagner, 1997; Swales, 1993).  

One of the major implications of the NS/NNS dichotomy in the field of TESOL is the 

assumption that the ideal English teacher is a native speaker of English, or the native speaker 

fallacy (Phillipson 1992). Facing native-speakerism, NNESTs in the TESOL profession face 

discriminatory hiring practices based on a bias for NESTs (Clark & Paran, 2007; Flynn & 

Gulikers, 2001; Mahboob & Golden, 2013; Mahboob et al., 2004; Medgyes, 1992, Selvi, 2010) 

and are treated as second-class citizens in the field of TESOL (Rajagopalan, 2005) and children 

of a lesser English (Mahboob et al., 2004). Internally, native-speakerism can also lead to 

manifestations of NNEST anxieties, such as the I-am-not-a-native-speaker syndrome (Suarez, 

2000) and the imposter syndrome (Bernat, 2008). Even upon securing a job position teaching 

English, NNESTs are confronted with further assumptions about what types of English teaching 

they are probably most suitable for. As highlighted by Selvi (2014), it is not uncommon for 

NNESTs to be positioned as more suitable for teaching reading and grammar while NESTs are 
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perceived to be more suited to teach speaking, listening, and writing skills. Thus, native-

speakerism disempowers NNESTs by limiting the potential identities available to NNESTs 

(Yazan, 2018).  

Efforts to Challenge and Reconceptualize the NS/NSS Dichotomy 

The prevalence of unjust challenges and inequities that NNESTs face in the TESOL 

profession have resulted in scholars calling for the reconceptualization of the NS/NNS 

dichotomy. Efforts to reconceptualise the NS/NNS dichotomy can be categorized into two types: 

1) redefining the conceptual understanding of the NS and NNS, and 2) introducing alternative 

terminology to avoid using the terms NS and NNS (or NEST and NNEST).  

Redefining the conceptual understanding of the NS and NNS involves reframing the 

relationship between the NS and NNS. Yazan (2018) cautions against oversimplifying NESTs 

and NNESTs as two distinct groups of people, emphasizing the need to recognize the 

complexities that such identities may entail. Selvi (2014) makes a similar point by claiming that 

one of the prevailing myths is that “native speakers are from Venus, non-native speakers are 

from Mars” (p. 584). While some NNEST research has focused on making the distinction 

between the skills NESTs and NNESTs have, arguing that NNESTs have assets in language 

teaching that NESTs lack (Medgyes, 1992), Selvi (2014) suggests that NS/NNS studies are 

moving towards exploring translinguistic and transcultural identities. This could be a movement 

towards what some scholars call a post-native era (Blair, 2015; Houghton & Hashimoto, 2018), 

where language users are no longer framed under singular, overly simplistic notions of 

nativeness and rather seen as beyond native (Blair, 2015). Essentially, the NS/NSS dichotomy 

has become unable to account for the complex, multifaceted nature of learners’ and teachers’ 

diverse backgrounds (Faez, 2011). 
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Many scholars who feel strongly about reconceptualising the NS/NNS dichotomy have 

also introduced alternative terms for NS and NNS learners, such as language expert (Rampton, 

1990), English-using fellowship (Kachru, 1992), multicompetent speaker (Cook, 1999), and 

competent language user (Lee, 2005). Alternative terms have also been introduced for the terms 

NEST and NNEST, such as BEST (bilingual English-speaking teacher) (Jenkins, 2003), 

legitimate teacher of English (adapted from legitimate user of English), transnational English 

teacher (Menard-Warwick, 2008), multilingual instructor (Kramsch & Zhang, 2018), MET 

(multilingual English teacher) (Kirkpatrick, 2010), DEST (diverse English-speaking teacher) 

(Selvi, 2014), and translingual English teacher (Motha et al., 2012).  

One might look at the ever-lengthening list of alternative terms and wonder what the 

purpose of these terms are. What are scholars trying to achieve? Jain (2018) argues that these 

terms (i.e., NNEST and alternative terms) are connected to teacher identities, influencing 

language teachers’ self-perceptions, language ownership, speaker legitimacy, and professional 

credibility. Multiple studies (Golombek & Jordan, 2005; Oxford & Jain, 2010; Pavlenko, 2003; 

Reis, 2012) have shown that forming new conceptualizations of LTIs can affect NNESTs 

teaching practices. For example, Pavlenko (2003) demonstrated with preservice teachers that by 

having discussions and readings about multicompetence, bilingualism, and the NS/NSS 

dichotomy through an M.A. TESOL course, the new identity labels they had just learned (i.e., 

being a multicompetent speaker or a multilingual speaker) served to offer more positive self-

perceptions than using the identity label of being a non-native speaker.   

It is important to note that many of these alterative terms (e.g., bilingual, multilingual, 

multicompetent, translingual teacher) do not act as replacements for existing terms; rather they 

redirect one’s perspective away from only focusing on the notion of nativeness and aim to reflect 
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the diverse identities in language teaching and learning (Jain, 2018). This is where I situate the 

role and contribution of my dissertation. Though my dissertation will use the existing terms 

NS/NNS and NST/NNST, I do so to challenge, rather than perpetuate, the underlying 

assumptions of a clear-cut NS/NNS dichotomy. Thus, I introduce and use the term “teachers of 

multiple languages” – not to replace existing terms but to offer more identity options (Jain, 2018) 

that more adequately address the new realities within the ever-changing field of language 

teaching. 

TML Literature Review 

Current few studies that include participants who are TML do exactly just that – that is, 

include them, usually incidentally. There are no studies that are explicitly about TMLs and thus, 

the rare study that happens to feature a TML participant does so usually with the aim of studying 

another facet of the participant (e.g., NNEST identity). Furthermore, such studies that include a 

TML participant usually only mention the fact that the teacher has taught multiple languages as a 

brief descriptor of their background and a taken-for-granted detail of their profile left 

unquestioned and unexplored (e.g., Ruohotie-Lyhty, 2013). These studies also tend to be 

narrative-based case studies, meaning that they use qualitative methods to elicit stories about 

teaching experiences from a small sample of participants, with the exception of Kramsch and 

Zheng (2018). Overall, existing studies that include TMLs can be categorized into two lines of 

research: 1) studies that mention TMLs within the context of LTI, and 2) studies that mention 

TMLs within the context of multilingual teaching.  

TMLs and LTIs 

Studies that mention TMLs within the context of discussing LTI explore the way 

teaching multiple language influences teachers’ professional identities over time. Through 
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eliciting language teacher narratives, De Costa (2015) introduces Natasha, originally a NNST of 

English from South Korea who enrolled in a MA TESOL program in the United States and 

eventually got a job teaching Korean at a reputable language institute in the United States. As a 

TML, Natasha describes the similarities and differences between teaching Korean in the United 

States and English in South Korea. In both teaching contexts, she found that her students did not 

have opportunities to use the target language with native speakers and chose to learn the 

language for instrumental purposes, rather than out of interest. What is more interesting is the 

differences she observes from teaching Korean and English. She notes that in teaching English in 

South Korea, she was also an English-learner so she could foresee what difficulties her students 

might have. On the other hand, in teaching Korean in the United States, she wasn’t able to 

anticipate her students’ difficulties and even felt disadvantaged by her native speaker 

background. Furthermore, Natasha points out that when she had only been a NNST of English in 

South Korea, she thought being a NST would make teaching easier; however, after having taught 

her native language, she realized that “how successful my lesson is has nothing much to do with 

whether I’m teaching my native language or my second language” (De Costa, 2015, p. 145). In 

reflecting on her experience as a TML, Natasha found that her language teaching efficacy did not 

have to be bound by an LTI that followed the NS/NNS dichotomy; rather, she was able to 

reconceptualize her LTI in a more holistic sense that did not depend on whether she was teaching 

her native language or not. 

Also using a narrative approach, Park (2006) describes the life story of Shu-Ming, who 

grew up in Taiwan, immigrated to the United States with her family at the age of 13, went back 

to Taiwan to teach English at the age of 30, enrolled in a TESOL graduate program in the United 

States at the age of 33, and volunteered by teaching ESL at an adult education center during her 
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graduate studies. Though she had not taught another language besides English at the time of 

Park’s study, Shu-Ming explained that after graduating from her graduate TESOL program, she 

originally hoped to teach English in China, but was met with discouraging prospects on 

contacting hiring companies in China. She noted that companies in China preferred Caucasian 

NESTs and would pay her as a local Chinese teacher (rather than an expatriate English teacher) 

since she was ethnically Chinese. She concluded her narrative by saying that she considered 

teaching Chinese at a university in the United States. Even though Shu-Ming never actually 

became a TML, she felt that teaching Chinese in the United States might bring her better job 

prospects than teaching English in China, despite having completed a M.A. TESOL degree. 

Though we don’t know what career trajectory she ultimately ended up choosing, Shu-Ming’s 

narrative shows how the decision to switch from teaching one language to another can involve 

complex factors such as job market prospects, racial identity, and feelings of professional 

legitimacy. Furthermore, Shu-Ming’s narrative also demonstrates how becoming a TML 

included imaging a potential future as well as searching for a professional niche (Park, 2006). In 

spite of the above insight, the broader aim of Park’s (2006) study was to examine the racialized 

and gendered experiences of five East Asian women in TESOL teacher education programs in 

the United States. Thus, exploring Shu-Ming’s imagined TML identity was not the focus of the 

study.  

Similarly, Blair (2012) sought to explore how language teachers perceive their multiple 

identities (e.g., native, non-native, multicultural, multilingual), essentially asking language 

teachers “who do they think they are?” (p. 5). One of Blair’s participants is “T2”, a 31-year-old 

German who taught German and Spanish in Spain and taught English in Thailand and the United 

Kingdom. T2 explains that her interest in becoming a teacher originated from teaching German 
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as a native speaker without any formal training. Now that she is teaching English in the UK, she 

notices that she has a greater sense of professional legitimacy because she has higher education 

degrees in language teaching. Furthermore, in comparing her experience of being a NST of 

German and a NNST of English, she says that she works harder on class preparation as a NNST 

of English and feels like a better role model for her students because she has also been an 

English language learner like her students (Blair, 2012). Even though her TML trajectory is the 

opposite of Natasha’s in De Costa’s (2015) study (i.e., T2 went from teaching her L1 to L2 

whereas Natasha went from teaching her L2 to L1), T2 and Natasha’s observations of being both 

a NST and NNST actually contained overlapping themes. For example, having both experiences 

of being a NST and a NNST heightened their understandings of how their NS/NNS identities 

affected their teaching, such as realizing that being a NST did not equate to language teaching 

being easier. 

Lastly, Kramsch and Zhang (2018) provide an in-depth overview of the professional 

experiences and beliefs of multilingual instructors. Their monograph features 78 multilingual 

instructors from a wide-range of backgrounds, all of whom use more than one language and live 

(or have lived) in more than one culture. Of the 78 instructors in their study, 34 (roughly 39%) 

had taught one or more other languages in their native country or in other countries, and thus, 

were TMLs. Several of the featured participants were TMLs, including Damien (NNS Chinese 

teacher, NS English teacher), Caroline (NS German teacher, NNS Spanish teacher), and Dong 

(NS Vietnamese teacher, NNS English teacher). Perhaps the most prominent TML in this 

monograph is Lihua, one of the authors herself. She transitioned from teaching German in China 

to teaching Chinese in the United States because of the difficulty of becoming a German teacher 

in the United States in the early 1990s as an ethnic Chinese, similar to the difficulties T2 faced in 
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Park’s (2006) study.  On the whole, Kramsch and Zhang (2018) provide a thorough and unique 

curation of multilingual instructors’ identities, beliefs and experiences, featuring several 

multilingual instructors that also happen to be TMLs.  

TMLs and Teacher Education within Multilingual Teaching Contexts 

The second subset of studies that include participants who are TMLs are studies about 

multilingual teacher education and multilingual teaching contexts. More and more people are 

concerned about how they can “become multilingual” (Auer & Li, 2007) and thus, different 

types of multilingual education have been implemented (Table 3). 

It is important to note that there is substantial variation even within the different types of 

bilingual and multilingual education, often depending on the needs of the local context. These 

are certainly not new areas of research and a distinction does need to be made between 

bilingual/multilingual education research from research on TMLs. While it is possible that 

teachers in bilingual/multilingual education have had the experience of teaching multiple 

languages, being a teacher in a bilingual/multilingual education does not mean he/she is a TML, 

the main distinction being that bilingual/multilingual education programs usually use the second 

language(s) for content learning rather than explicitly teaching the second language(s) as a 

subject. Thus, a teacher in bilingual/multilingual education may be multilingual and speak to 

his/her students in different languages as the media of instruction, but he/she may not be teaching 

multiple languages, as TMLs do. 

Krawczyk-Neifar (2017) presents what I have found to be the closest to a TML study 

relating to teacher education, specifically bilingual teacher training. Krawczyk-Neifar conducted 

a study on an extramural three-year B.A. program specializing in teaching English and Spanish 

as foreign languages. The study involved using a questionnaire with ten undergraduate students 
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Table 3 

Types of Multilingual Education 

Format Description 

“strong” forms 

of bilingual 

education 

immersion bilingual education – children are “immersed in a second 

language [emphasis added], and become fluent in that language through 

content learning” (Baker, 2007, p. 132)  

dual language schools – a type of bilingual education often found in the 

United States where “schools teach, for example, the subject curriculum 

through one language on one day, and through a different language the next 

day, in strict alternation” (Baker, 2007, p. 132) 

heritage language education – often pertaining to indigenous language 

minorities, “such children are typically taught in their home (heritage) 

language for at least 50% of curriculum time, often more to begin with” 

(Baker, 2007, p. 132) 

“weak” forms 

of bilingual 

education 

“the mainstreaming of children from minority language communities who 

are not allowed to use their home language in the school after a short adaption 

period” (Baker, 2007, p. 133) 

multilingual 

education 

“educational programmes that use languages other than the L1s as media of 

instruction (although some teach additional languages as school subjects) and 

they aim for communicative proficiency in more than two languages” (Cenoz 

& Genesee, 1998, p. 14). These programs are more common in the European 

context, where “in 1995 it was proposed that EU citizens should be proficient 

in three European languages, their L1 and two other community languages, 

to ensure multilingualism as an essential characteristic feature of European 

identity” (Jessner, 2008, p. 15) 

 

 

and interviews with two instructors in the same program in order to elicit their opinions about the 

efficiency of the bilingual teacher training program. Though the study did not specify whether 

the two instructors were TMLs (one specialized in teaching English and the other Spanish), the 

10 undergraduate students can be seen as pre-service TMLs, being specifically trained to teach 

both English and Spanish (not just teaching in English or in Spanish). The results show that most 

of the students were not interested in becoming foreign language teachers or taking language 
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pedagogy classes. They enrolled in the program with the broader belief that knowing more than 

one foreign language would benefit their job prospects but did not solely focus on pursuing a 

teaching career. From the interviews, the two teachers expressed skepticism at the bilingual 

teacher training program’s effectiveness, particularly because they felt the students did not have 

the appropriate competence in the two foreign languages to be teachers of the languages. 

Krawczyk-Neifar (2017) concluded the study by stating that the program was a failure because 

“you cannot properly educate a teacher of two languages in a 3-year BA extramural course 

where the students are at B2 in the case of the first language and at A1/A2 in the case of the 

second language” (p. 180).  

The above studies show that while studies specifically investigating TMLs have largely 

been overlooked, there are current studies that have indirectly examined TMLs throughout 

incidental inclusion of TMLs from a wide range of backgrounds, demonstrating that TMLs 

certainly do exist among us, and more importantly, as part of existing language teacher studies in 

applied linguistics. Scholars have not yet treated them as a distinct population of language 

teachers to be studied in applied linguistics research. Perhaps the most important observation we 

can take from the studies reviewed above is that the absence of TMLs in applied linguistics 

research is a matter of lacking recognition and attention rather than existence or significance. 

TMLs indeed are an emerging subgroup of language teachers worth examining not only to better 

understand existing areas of language teacher research (i.e., LTI and teacher education), but also 

to interrogate the new multilingual realities (Douglas Fir Group, 2016; Duff, 2019) of the 

language teaching profession and understand who TMLs are as language teachers in their own 

right.   
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Conclusion 

Summary: What Is Known and What Is Not Known  

The current literature review showed that LTI research is a growing topic within applied 

linguistics, and current LTI studies have leaned towards a post-structuralist understanding of 

identity as discursively constructed, dynamic, multiple, and holistic. Studies on LTIs have 

explored different types of LTIs (e.g., NS/NNS), the ways in which languages teachers develop 

LTIs over time during different phases of their career, the ways language teachers negotiate their 

LTIs within varying contexts and spaces, and the ways LTIs impact language teachers’ teaching 

practices in the classroom.  In addition, LTI research has been applied to the DFG framework, 

which situates LTI research within the context of an increasingly globalized and multilingual 

world (Darvin & Norton, 2015). The framework also provides an interpretation of how LTIs 

connected to other aspects of language teacher’s lives, such as their teacher knowledge, 

sociocultural communities, and ideological beliefs.  

The current literature review also introduced existing research relating to multilingual 

teachers and multilingual education because TMLs can be seen as an extension of multilingual 

teachers and a part of the greater field of multilingual education. Research on multilingual 

teachers has focused on language teachers who are multilingual or use multiple languages to 

teach content knowledge, but that does not necessarily mean that they have taught teaching 

multiple languages. Studying TMLs takes it one step further and focuses on teachers who not 

only know or use multiple languages but are actually teaching multiple languages. Research on 

multilingual education has focused on the various types of multilingual education formed in 

different contexts, such as immersion bilingual education or dual language education. These are 

contexts that TMLs might also be teaching in, but no research has explored the extent to which 

 



TEACHERS OF MULTIPLE LANGUAGES                                                                                                            37 

language teachers in multilingual education settings have taught multiple languages. While this 

study does not focus on investigating the extent to which TMLs are teaching in multilingual 

education settings, the field of multilingual education is relevant to TMLs because TMLs can be 

seen as participating in the joint venture of language education in multilingual contexts. In other 

words, language teachers who set out to teach multiple languages are also dealing with issues 

relevant to multilingual education, such as managing different linguistic systems and adapting 

different approaches to language teaching. 

Lastly, the current literature review also introduced existing research that has indirectly 

addressed TMLs, a demographic of language teachers that has not been studied in current applied 

linguistics studies. While there are current studies that include TMLs as participants, all of these 

studies group TMLs with teachers who have taught one language and assume that they are 

qualitatively the same. The fact that they have taught more than one language is either only 

addressed when listing the demographic characteristics of the participants or it is never addressed 

at all. In other words, there are no studies that have focused specifically on investigating TMLs 

as a unique type of language teacher in their own right. Therefore, researchers do not know how 

teaching multiple languages influences language teachers and their approaches to language 

teaching. Furthermore, researchers have yet to explore how teaching multiple languages impacts 

the way a language teacher’s career plays out over the course of their professional development. 

Thus, this study aims to address this research gap as represented through the following research 

questions:  

1. What LTIs are involved in the teaching multiple languages? What is the 

relationship between LTIs and the teaching of multiple languages? 
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2. How do TMLs navigate different approaches to language teaching when teaching 

multiple languages? 

3. How do TMLs navigate the long-term trajectory and development of their career in 

teaching multiple languages? 

4. How do TMLs navigate the multiple LTIs, workplace contexts, and ideologies that 

come from teaching multiple languages over the course of their career? 
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Chapter 3: Methodology 

Narrative Inquiry 

Why Use Narrative Inquiry for LTI Research?  

In applied linguistics, narrative inquiry has been recognized as one of the main 

methodological approaches in past and recent research exploring LTIs (Barkhuizen, 2016; 

Barkhuizen et al., 2014; Benson, 2014; Block, 2015; De Costa & Norton, 2016; Hayes, 2017; 

Kayi-Aydar, 2019; Norton & De Costa, 2018). As a research methodology, there are several 

characteristics of narrative inquiry that make it valuable and necessary for exploring LTI 

research.  

The first characteristic of narrative inquiry that makes it particularly important for LTI 

research pertains to the intimate relationship between narrative inquiry and the research 

participants. In contrast to more positivist approaches to research, narrative inquiry places a 

strong emphasis on the lived experiences of participants and treating them as people whose 

stories represent ways in which they situate themselves in the world. In the words of Barkhuizen 

et al. (2014), “narrative inquiry is the only [emphasis added] methodology that provides access to 

language teaching and learning as lived experiences that take place over long periods of time and 

in multiple settings and contexts” (p. 12). In the same vein, Clandinin and Caine (2008) refer to 

narrative inquiry as an “intimate study” of individual’s experiences (p. 541). Thus, narrative 

inquiry provides the kind of full-bodied exploration of language teachers’ experiences and 

reflective commentary on those experiences needed for LTI research to produce rich and 

complex findings about a concept as abstract as “identity”.  

The second characteristic of narrative inquiry that makes it particularly important for LTI 

research pertains to the relationship between narrative inquiry and the DFG framework. One 
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way to think about the DFG framework is that it is all about connections – connections across 

different elements of language teaching and learning as conveyed through the micro, meso, and 

macro levels of the framework. While it is true that narrative inquiry has a strong focus on 

individual narratives, narrative inquiry also emphasizes making connections between individual 

experiences and social phenomenon (Hayes, 2017). Narrative inquiry is able to reveal these 

connections because stories about language teaching inherently incorporate both aspects of 

teachers’ inner lives (e.g., perspectives, beliefs) and social lives (e.g., community membership, 

social relationships) (Clandinin & Rosiek, 2007; Pomerantz, 2013).   

The third characteristic of narrative inquiry that makes it particularly important for LTI 

research pertains to the relationship between narrative inquiry and the topic of “teacher 

identity”. Stories play a dual role in the development of teacher identities and in helping 

researchers understand teachers’ experience. First, teachers’ telling stories about their lives is a 

core part of how teachers conceptualize, create, and perform their knowledge of teaching and 

their professional identities (Johnson & Golombek, 2002). The process of a teacher telling stories 

about their experiences forces them to communicate their teacher identities (i.e., “Who am I as a 

teacher?”) and the meaning of their role as a teacher (i.e., “Why am I here?”) in relation to the 

social context around them (Atkinson, 2007; Kim & Latta, 2010; Sfard & Prusak, 2005; Taylor, 

2001). In addition, from the perspective of using narrative inquiry as a research methodology, 

stories provide a format to authentically represent how teachers’ see themselves and their 

experiences, which is a core part of teacher identity research (Clandinin & Connelly, 2000). 

Thus, stories are not only a way for teachers to understand and construct their identities and 

experience, but also a way for researchers to access the complexities of teacher identities. Using 
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narrative inquiry for this study means using a methodology that investigates both of these 

elements. 

Defining Narrative Inquiry and Stories 

While the way narrative inquiry is implemented can vary across disciplines and 

professional fields, narrative inquiry can be broadly defined as “an approach to the study of 

human lives conceived as a way of honouring lived experience as a source of important 

knowledge and understanding” (Clandinin, 2016, p. 17). In other words, researchers conducting 

narrative inquiry explore their participants’ lived experience through the stories told through the 

researcher-participant interaction. Narrative inquiry can be seen as the process of participants 

making sense of their past, present, and future selves to the researcher as well as to themselves 

(Barkhuizen, 2019).  

In this study, I use the terms story and narrative interchangeably, following Riessman 

(2008) and Spector-Mersal (2010). While different academic traditions treat the relationship 

between a story and a narrative differently, using the two terms interchangeably is considered 

contemporary conventional practice in the social sciences (Spector-Mersal, 2010). In defining 

what a story is, Barkhuizen (2018), who has published prominently about the use of narrative 

approaches to applied linguistics research, provides a specific yet accessible criterion, which I 

employ in my study: 

1. Stories narrate experiences that have happened in the past or will happen in the 

future (an imagined future). 

2. Stories include the storytellers’ reactions, thoughts, and emotions about the narrated 

experiences. 
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3. Stories have a “temporal dimension” in which “something happens over a period of 

time” (p. 112). 

4. Stories have action. Something happens in a story. 

5. What happens in a story is situated in a social context, characterized by multiple 

levels (micro, meso, macro) of social interaction and institutional context. 

6. Stories make reference to the who (the characters), the when (the time), and the 

where (the place). 

7. Stories “look like stories”; as readers and listeners, “we have a feel for what a story 

is and usually these feelings are right” (p. 121).  

To summarize, Barkhuizen’s criterion for a story detail the foundational elements that build a 

story: temporality, characters, thoughts and emotions, action, and social context. Thus, we can 

see from Barkhuizen’s (2018) criterion that these foundational elements broadly coincide with 

the foundational elements that the DFG framework consists of, making stories a particularly 

suitable form of data.  

Participants 

This study will feature three participants who have taught multiple languages from 

different backgrounds (i.e., language, teaching experience, teaching context, nationality, and 

ethnicity). More specifically, I aimed to recruit participants representative of the target 

population the DFG framework aims to address based on the stated goal of the framework: 

“responding to the pressing needs of additional language users, their education, their multilingual 

and multiliterate development, social integration, and performance across diverse globalized, 

technologized, and transnational contexts [emphasis added]” (Douglas Fir Group, 2016, p. 24). 

The participants recruited for this study were representative of additional language users whose 
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education, multilingual development, and social lives have been shaped by greater forces of 

globalization and technology (e.g., experiences studying to teaching abroad, integrating 

innovative technologies into their teaching, etc.). Originally, I had recruited five participants 

based on the qualitative sampling method of maximum variation sampling, which maximizes 

differences to increase the likelihood of findings that reveal different perspectives (Creswell, 

2013). However, the process of recruiting participants for this study was difficult for two 

reasons. First, recruiting participants for this study was difficult was because of the specific type 

of participant I was interested in researching, namely teachers who had experience teaching 

multiple languages. Second, the study involved completing comprehensive tasks that took a 

substantial amount of time to complete and lasted for several months. Time constraints proved to 

be the reason why two of the five participants were not able to complete the study, even though 

they had initially expressed informal agreement to participate in the study.  The remaining three 

participants completed the study and still proved to fulfill the goal of the study of exploring the 

lived experiences of TMLs from a variety of backgrounds. Table 4 presents the profiles of the 

participants.  

Data Collection 

Collecting Data in Multiple Modes  

A crucial aspect of qualitative research design is incorporating triangulation in order to 

strengthen the validity of the findings and decrease a study’s vulnerability towards bias. One 

form of triangulation is triangulation of qualitative data sources, which requires checking for 

consistency from data collected through different methods and at different times (Patton, 2015). 

Thus, I collected narrative-based data through different sources (i.e., teaching philosophy,  
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Table 4  

Demographic Profile of Participants 

Pseudonym Ann Megan Haruko 

Gender Female Female Female 

Nationality Taiwan The United States Japan 

Age 25 34 33 

First 

Language 

Taught 

Language English English English 

Location Taiwan 
Germany and the 

United States 

The United States 

and Japan 

# of years 7 years 13 years 9 years 

Second 

Language 

Taught 

Language Chinese German Japanese 

Location 
Taiwan and the 

United States 
The United States The United States 

# of years 3.5 years 2 years 1 year 

 

 

 

interviews, photographs). Several factors were taken into consideration that led to the decision to 

collect these three sources of data (see Table for a summary of these factors). 

⚫ Mode of expression: For this study, I have collected narrative-based data in the form 

of verbal, written, and visual data. Creswell (2013) recommends that when 

designing procedures for conducting narrative research, one should consider the 

different mediums through which data collection can be conducted. This is 

important because narratives in everyday communication are often multimodal, or 

conveyed through multiple modes of expression (i.e., written, verbal, visual); thus, 

giving participants access to different modes of expression during data collection 

will help them produce more comprehensive narratives. 
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⚫ Targeted topics/issues: Each data source is designed to target certain topics or issues 

address the research questions and correspond with the different levels of the DFG 

framework. Thus, for example, the teaching philosophy is chosen because this genre 

of text is designed to elicit participants’ beliefs and approaches to language teaching 

and learning. Photographs, however, are better equipped to address different topics, 

particularly things that are more easily visually represented, such as a teachers’ work 

environment and class materials. Each source of data has its advantages in being 

able to elicit different content from participants. 

⚫ Correspondence with the DFG framework: Each data source also corresponds to one 

or more of the levels in the DFG framework. For example, because the teaching 

philosophy was designed to elicit participants’ beliefs and approaches in language 

teaching and learning, it corresponds with the micro level (e.g., teacher knowledge, 

cognitive factors, use of semiotic resources) and the macro level (e.g., ideologies, 

cultural values) 

 

Table 5 

The Role of Each Data Source 

Source of data 
Mode of 

Expression 
Targeted Topics/Issues 

Correspondence with 

the DFG framework 

Teaching 

philosophy 
Written 

Beliefs and approaches in 

language teaching and learning 

Micro 

Macro 

Semi-structured 

Interviews 
Verbal 

Career development covering past, 

present, and future; interpretation 

of teaching experiences 

Micro 

Meso 

Macro 

Photographs Visual 

Visual representations of daily 

routines, teaching materials, 

teaching contexts 

Micro 

Meso 

 

 



46                                                                                           TEACHERS OF MULTIPLE LANGUAGES 

 It is important to note that triangulation by collecting data from different sources and 

modes does not mean that one should expect a single, consistent conclusion in the findings. In 

fact, collecting data from different sources and in different modalities (i.e., written, verbal, 

visual) will likely produce some inconsistencies that are a result of different perspectives and 

angles on the same phenomenon. However, it is the very act of addressing and interrogating 

these inconsistencies that increases the credibility of the researcher’s findings (Gaskell & Bauer, 

2000; Patton, 2015). To summarize, data collection will involve collecting narrative-based 

qualitative data from three different sources in three different modalities (i.e., verbal, written, 

visual): oral narratives through semi-structured interviews, written teacher philosophy statement, 

and participant-produced photo-narratives through photo-elicitation. Table 6 presents a summary 

of the entire data collection process.  

 

Table 6 

A Summary of the Data Collection Process 

Task June July August 

Informed 

Consent 

Issued to and collected 

from participants 
--- --- 

Photo-elicitation 

Task 
Issued to participants --- 

Collected from 

participants 

Teaching 

Philosophy 
Issued to participants --- 

Collected from 

participants 

Oral-only Semi-

structured 

Interview 1 

Conducted with 

participants 
--- --- 

Oral-only Semi-

structured 

Interview 2 

--- 
Conducted with 

participants 
--- 

Photo-elicitation 

Interview 
--- --- 

Conducted with 

participants 
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Semi-structured Interviews  

The primary source of narrative data came from semi-structured interviews that 

specifically focused on asking participants about their teaching experiences in teaching multiple 

languages over the span of their teaching career. The narrative interview questions were inspired 

by McAdams’ (2008) life story interview guide, which focused on pivotal moments in a person’s 

life, such as high, low, and turning points. However, rather than focusing on the participant’s life 

trajectory, I have chosen to focus on their teaching career. However, this did not mean that the 

narrative interview did not contain aspects of their life that are beyond the classroom. Teachers’ 

lived experiences of their own careers are not only confined to the classroom. And certainly, 

events in teachers’ lives that may have happened before they became teachers or after they have 

retired from teaching may certainly influence part of their experience of being a teacher. 

Therefore, the narrative interviews were not only restricted to the period of time when they were 

actually hired as teachers. Again, the primary focus of the narrative interview is to address 

pivotal moments in the teachers’ lives in relation to their teaching career, as guided by the 

interview questions adapted from McAdams’ interview guide (2008) (see Appendix B).  

Interviews were conducted in-person or through Skype and divided into two sessions, one 

session a month with each session lasting roughly 90 minutes each. 90 minutes is the 

recommended length of time for interview protocols in qualitative research in order to ensure 

that there is enough time to go in-depth with participants but not stretch for so long that 

participants lose focus (Seidman, 2006). The two sessions were spaced one month apart in order 

to ensure flexibility in accommodating the participants’ schedules, all of whom were full-time 

teachers at the time interviews were conducted. Seidman (2006) states that while many variations 

in the spacing of interviews exist, what is important is that structure is maintained throughout the 
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process. The first session asked participants to answer questions regarding their past and present 

teaching experiences, and the second session regarding their future plans for their teaching career 

and any follow-up questions to expand on previous points. In the planning stages of my study, I 

estimated that two sessions were necessary for participants to address all the questions I had 

planned as well as any additional follow-up questions in enough depth, though I had also planned 

for a third interview if necessary. All interviews were conducted primarily in English and fully 

transcribed in English (as determined by the participant). The full interview guide used for all 

interview session can be found in Appendix B. 

Written Teaching Philosophy Statement 

Participants were also asked to write a teaching philosophy statement. Like the 

photographs, a teaching philosophy statement is not directly a form of narrative. However, 

within a teaching philosophy statement, the participant may choose to use narratives in order to 

show what their beliefs or teaching philosophies are. Thus, the teaching philosophies can be seen 

as a type of “teacher identity text” in the way that it “provides a forum for the discussion of 

‘self’” (Hallman, 2015, p. 8). Each participant wrote their own teaching philosophy statement 

during their own time. The researcher gave participants a month to complete the teaching 

philosophy to allow participants the time and flexibility for greater reflection, as opposed to 

immediate face-to-face responses as produced from the interviews. Participants were provided 

with a guide as to what topics the written teaching philosophy will cover. Participants were free 

to write as many pages as they would like, as long as they cover all the topics. The main topics 

for the teaching philosophy were (a) the teacher’s beliefs about language learning, (b) the 

teacher’s beliefs about language teaching, and (c) how the teacher’s beliefs are connected to 
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his/her teaching. The specific guidelines provided for participants to follow in writing the 

teaching philosophy can be found in Appendix C. 

Photo-elicitation  

Photo-elicitation can be considered a specific type of visual elicitation using photographs 

in research interviews (Barkhuizen et al., 2014; Harper, 2002). Most photo-elicitation studies 

follow the format of asking participants to take their own photographs, which will be used as the 

subject of discussion during the interview; however, photographs can also be taken by the 

researcher or found from an outside source (Barkhuizen, 2018; Barkhuizen, et al., 2014). For 

photo-elicitation, the role photographs play during research interviews is as a “a trigger to 

‘telling’ whether that is for oneself, in making sense of and remembering experiences past and 

present, or for others, including researchers” (Harrison, 2002, p. 108). In language teaching and 

learning research, photo-elicitation and the use of participant-taken photographs have been 

applied to explore English language learning in formal and informal contexts (Nikula & 

Pitkänen-Huhta, 2008), international students’ perceptions of their educational environment 

(Shaw, 2013), the identities and participation of marginalized language learners in L2 

communities (Giroir, 2014), and international LTIs through narrative inquiry (Cabrera, 2017). 

In narrative inquiry, photographs have been considered to be a rich source of narrative 

data (Harrison, 2002). While photo elicitation is not directly a narrative-form of data collection 

(in the sense that it is not directly asking participants to share stories), it is a method of using 

visual expression (i.e., photographs) to elicit stories about the teachers’ teaching experiences 

brought about through a different mode of thinking. Furthermore, Riessman (2008) explains that 

narrative data is not only limited to verbal data collected from interviews, highlighting the fact 
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that “many kinds of texts can be viewed narratively, including spoken, written and visual 

materials” (p. 4).  

For this study, I have chosen to use photo-elicitation because it has the potential to elicit 

responses from participants that oral-only interviews lack. The following are the four main 

advantages of using photo-elicitation (as opposed to a traditional oral-based interview), as 

summarized by Rose (2016): 

1. Photo-elicitation provides different insights. Scholars argue that discussing 

photographs through an interview can elicit information that researchers otherwise 

may not have thought about addressing or may not have been aware of (Harper, 2002; 

Rose, 2016).  

2. Photo-elicitation prompts different types of talk than other interview methods. 

Scholars argue that photo-elicitation triggers more emotional responses (Harper, 2002; 

Rose, 2016). Also, since the use of images allows for “communicating more 

holistically, and through metaphors, they can enhance empathic understanding, capture 

the ineffable” (Bagnoli, 2009, p. 548). Furthermore, Collier (1957) experimented with 

both verbal-only interviews and verbal interviews with photographs and observed that 

the use of photographs allowed for the participants’ interview responses to be more 

accurate, while traditional oral interviews were less organized and more open-ended. 

Lastly, photo-elicitation can be directly connected to the methodology of narrative 

inquiry in that photographs can be treated as a form of storytelling (Harrison, 2002) 

3. Photo-elicitation helps explore aspects of life that are usually overlooked. Particularly 

when using participant-taken visual materials, Rose (2016) notes that “asking 

[participants] to take photographs of that life, and then to talk about the photos, allows 
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the participants to reflect on their everyday activities in a way that is not usually done; 

it gives them a distance from what they are usually immersed in and allows them to 

articulate thoughts and feelings that usually remain implicit (p. 316). Mannay (2010) 

explains that using photo-elicitation allows for both the researcher and participant to 

discuss things that may have been taken-for-granted, describing this process as 

“making the familiar strange” (p. 91). Harrison (2002) suggests that taking a 

photograph has the special capability of instantly capturing a moment in a format that 

makes it particularly suitable for the narration of experiences, hence the use of 

photographs in narrative inquiry (p. 98).  

4. Photo-elicitation can empower participants. Scholars argue that allowing participants 

to take their own photos and explain what they mean provides them with the 

opportunity to share their expertise in the research process (Rose, 2016).  Mannay 

(2010) has noticed that using participant-taken visual materials gave participants more 

control over the data and more time to reflect on the data with less interference from 

the researcher.  

For this study, participant-taken photo-narratives are collected through photo-elicitation 

procedures. Following Giroir (2014), Langmann and Pick (2018), and Woodley-Baker (2009), 

photo-narratives is the preferred term used to describe the visual photograph-based data 

collected for this study because it most accurately describes the importance of the relationship 

between the image and the narrative as part of the interpretation of the data. Data collection for 

the photo-narratives through photo-elicitation was conducted according the following steps. 

The first step of data collection was describing the photo-elicitation task to each 

participant. The prompt was to take and curate a set of six to twelve photographs that represent 
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their everyday lives as language teachers, defined as people, places, objects, actions, feelings, or 

ideas that appear or play a role in their daily routines as a language teacher. The prompt is 

designed according to common photo-elicitation practices in providing an appropriate balance of 

providing enough direction but also allowing for creative flexibility in what kind of photographs 

they should be taking (Rose, 2016). Furthermore, it is also common practice in photo-elicitation 

procedures to provide participants with a range in the number of photographs they should take 

(Bates et al., 2017; Langmann & Pick, 2018; Rose, 2016). The number of photographs was 

determined by taking into consideration the desired level of depth in the corresponding photo-

elicitation interview. Limiting the number of photographs allows for the researcher to go into 

more depth when discussing individual photographs during the photo-elicitation interview, 

though it limits the creative expression of the participant. Thus, providing a numerical range for 

the number of photographs participants should take balances out the restriction by providing the 

participants with some creative control over what they produce (Bates et al., 2017; Rose, 2016). I 

also gave participants the following specific guidelines to help them better understand the task:  

⚫ Photographs did not necessarily have to be restricted to the classroom, as the everyday 

lives of language teachers may involve situations outside the classroom as well.  

⚫ Photographs did not necessarily have to be restricted to images of teaching, as the 

everyday lives of language teachers often involve activities beyond simply teaching.  

⚫ Photographs could be literal images of their everyday lives as teachers (e.g., a 

photograph of a classroom) or their photographs might be abstract representations of 

their everyday lives as teachers (e.g., a photograph of road traffic as a representation of 

the amount of workload a teacher may be dealing with).  

 



TEACHERS OF MULTIPLE LANGUAGES                                                                                                            53 

⚫ Participants were encouraged to take new photographs, though the use of existing 

photographs was allowed. Two of the three participants included smartphone or 

computer screenshots as their photographs. I had not thought about the inclusion of 

screenshots as a possible type of photographic data the participants might submit. 

After looking through the screenshots and referring to academic literature regarding 

screenshots, I decided to accept the screenshots because screenshots can be considered 

as a form of “virtual photography” (Moore, 2014).  

⚫ Photographs could be taken with any method or device available to the participant 

(e.g., smartphones, digital cameras, disposable cameras, polaroid cameras, etc.). All 

three participants ended up using their smartphones to take their photographs. 

Overall, I encouraged the participants to treat the prompt openly and creatively, so that they 

would be able to take ownership and agency over the medium to produce photo-narratives that 

were meaningful to them. Following ethical research practices in photograph-based research, 

participants were informed that all personal identifying features (i.e., faces, names, etc.) in the 

photographs would be blurred to ensure anonymity and protect the privacy of all individuals 

shown in the photographs (Langmann & Pick, 2018). After I described the photo-elicitation task 

to the participants, the participants were given the option to join the study by signing the written 

informed consent (Appendix A). 

 For the second step of data collection, participants were given two months (June and 

July) to take and curate their photographs. At the end of the two-month period, I collected their 

photographs. Because all of the participants took digital photographs, the photographs were sent 

to me by email or through an online chat program.  

 



54                                                                                           TEACHERS OF MULTIPLE LANGUAGES 

 For the third step of data collection, I arranged individual photo-elicitation interviews 

with each participant. During each interview, I used a prepared interview guide (Appendix B) 

and asked the participant to describe what each photograph they took is depicting, why they took 

the photograph, and how the photograph pertains to their life as a language teacher. Each photo-

elicitation interview lasted 60-90 minutes and were all conducted over an online video chat 

service. It is through the photo-elicitation interview that I am able to combine the photographs 

with the participants’ oral narratives about the photographs to create the photo-narratives.   

Data Analysis  

 Thematic analysis (Alleyne, 2015; Barkhuizen, 2018; Barkhuizen et al., 2014; Block, 

2015; Riessman, 2008) was the primary method of data analysis for this study for all three modes 

of data (i.e., written, verbal, and visual). Thematic analysis has been the most frequently used 

data analysis approach in narrative inquiry (Barkhuizen, 2018; Barkhuizen et al., 2014; 

Riessman, 2008). Thematic analysis in narrative inquiry involves a process of analyzing stories 

for overarching themes (Ellis, 2004). In general, thematic analysis consists of three steps: reading 

through the data multiple times, coding the data for patterns, and categorizing the patterns under 

thematic headings (Barkhuizen et al., 2014). Using thematic analysis for this study allows for not 

only the analysis of prominent themes in individual TML participant’s narratives but also the 

analysis of the recurring themes across all of the TML participants’ narratives. In fact, 

Barkhuizen et al. (2014) claim that “thematic analysis is probably best suited to multiple case 

studies, because it opens up the possibility of comparing the narratives in a data set, of 

establishing shared themes, as well as highlighting individual differences” (p. 77). In order to 

achieve this, I adapted Kanno and Stuart’s (2011) two stage approach of using within-case 
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analysis and cross-case analysis for thematic analysis of all three modes of data. Here is an 

outline of the steps I took for my data analysis: 

1. The first reading consisted of a “within-case analysis” (Kanno & Stuart, 2011), which 

means that I read all of the data collected for one participant as a set, before moving on to 

the data collected for the next participant. These initial readings involved taking notes on 

recurring issues I observed, assigning codes through open coding based on the micro, 

meso, and macro layers of the DFG’s framework, and identifying the greater arch of LTI 

development for each teacher (Kanno & Stuart, 2011). Also, during the first reading, I 

began chronologically tracking each participant’s teacher story as a timeline. After the 

first reading, I created a narrative timeline of their teaching career. I shared with each 

participant their own table and timeline for member checking and verification of data 

(Lincoln & Guba, 1985). According to Creswell and Miller (2000), the process of 

involving participants in negotiating the meaning of their narratives increases the validity 

and trustworthiness of the researcher’s analysis. 

2. The second reading consisted of a “cross-case analysis” (Kanno & Stuart, 2011), which 

means that I compared the three participants’ individual analysis with each other. This 

reading also involved taking notes and assigning codes through open coding but focused 

on grouping the themes from individual participants into collective categories (Kanno & 

Stuart, 2011). Furthermore, the themes identified from individual participant’s narratives 

in the first readings were cross-compared for patterns and common themes. The second 

reading was conducted at least a week after the first reading in order to gain a fresh 

perspective upon looking at the data.  
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 Although I used the within-case and cross-case analysis approach for all three modes of 

data, I had to adopt an additional analytical approach for the analysis of visual data. This was 

crucial because I needed to address how the participants’ photographs should be read and 

interpreted as visual data. Banks and Zeitlyn (2015) suggest two interrelated elements of reading 

photographs: the internal narrative and the external narrative. The internal narrative represents 

the content an image conveys without any knowledge or application of external context. Internal, 

in this sense, refers to the meaning of the photograph contained within its frame. Thus, the 

internal narrative is the surface content of the photograph that can be seen by any reader without 

knowing the intentions or ideas of the photographer. The problem is that the internal narrative is 

incomplete. As Banks and Zeitlyn (2015) point out, what readers can deduce from the internal 

narrative may not be the same as what the photographer intended to portray. Harrison (2002) also 

contends that photographs “only provide an outline of the story” and that “it is events outside the 

frame [emphasis added] which gives them meaning” (p. 105).  

 Thus, in addition to analyzing an image for the internal narrative, it is also crucial to 

analyze the image for the external narrative, or the social context the image is situated in (Banks 

& Zeitlyn, 2015). The external narrative focuses on the surrounding story that cannot be seen by 

simply looking at the photograph itself. Understanding the external narrative requires input and 

storytelling from the photographer to fill in the spaces of information that the photograph does 

not immediate convey. Thus, the external narrative is based on the idea that “what is absent must 

be conjured up” (Harrison, 2002, p.104) through narratives behind, under, around and about the 

photographs. By applying the concept of internal and external narratives when using thematic 

analysis to analyze the participant-taken photographs, the resulting analysis provides insight on 

not only what content the images portray as viewed by an external reader (like myself as the 
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researcher) with no knowledge of context but also the participant’s interpretation of the image 

and the social context within which the image was taken. 

Validation, Trustworthiness, and Verisimilitude 

Validation and Trustworthiness 

Over decades of qualitative research, many perspectives towards validation have 

developed that try to refine what validation means for qualitative research, particularly in relation 

to traditional concepts of validation based on quantitative research. Some qualitative researchers 

have proposed new terms and concepts because the terms used in positivist-oriented research 

cannot be transferred to qualitative research (Ely, Anzul, Friedman, Garner, & Steinmetz, 1991). 

For example, Lincoln and Guba (1985) introduced a set of new language and concepts that more 

appropriately addresses qualitative research working under a constructivist paradigm (as opposed 

to a positivist paradigm). They proposed that naturalistic inquiry should aim to establish 

trustworthiness instead of rigor, which can be achieved through credibility, transferability, 

dependability, and confirmability as opposed to, internal validity, external validity, reliability, 

and objectivity, respectively. How trustworthiness will be ensured in this study will be explained 

in the ensuing paragraphs. Lincoln and Guba’s alternative language for validation have remained 

highly influential and often cited in contemporary qualitative studies. In narrative research, 

Mischler (1990) also proposed using the term trustworthiness to emphasize knowledge as 

socially constructed as opposed to knowledge as objective reality.  

Verisimilitude 

Validation in narrative inquiry studies, in particular, has also been reframed to take into 

consideration the unique nature of what narrative studies focus on. According to Riessman 

(2008), narratives are more than a sequence of factual events in that they are shaped around a 
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specific perspective and they seek to persuade the audience of that perspective. Thus, narrative 

researchers aim not to verify facts but rather to understand the meaning made of those facts by 

participants (Loh, 2013). This is directly tied to focus in narrative inquiry on using stories as data 

and what that data is able to provide narrative researchers in terms of interpretation and findings. 

Polkinghorne (2007) explains that: 

Storied evidence is gathered not to determine if events actually happened but about the 

meaning experienced by people whether or not the events are accurately described …. 

Storied texts serve as evidence for personal meaning, not for the factual occurrence of the 

events reported in the stories. (p. 479) 

Taking into consideration narrative inquiry’s focus on understanding the meaning 

participants make of their experiences, prominent narrative inquiry researchers (Connelly & 

Clandinin, 1990, 2000) have adopted the term verisimilitude from literary studies as an important 

criterion for establishing trustworthiness in narrative inquiry. How verisimilitude will be ensured 

in this study will also be explained in next section. A narrative inquiry study that achieves 

verisimilitude is “believable and realistic, accurately reflecting all the complexities that exist in 

real life and engaging the reader” (Creswell & Poth, 2018, p. 49). Establishing verisimilitude in a 

narrative inquiry study is crucial because it allows readers to understand the complexities 

detailed through the participants’ stories and more clearly see the connection between 

participants’ stories, the thematic findings, and the theoretical implications made as a result of 

the study. In order to establish verisimilitude in a narrative inquiry, member checking is essential 

(Loh, 2013). 

Establishing Trustworthiness and Verisimilitude  
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Creswell and Poth (2018) recommend qualitative researchers engage in at least two of the 

validation strategies they present. For this study, I engage in four validation strategies to ensure 

trustworthiness and verisimilitude: 1) triangulation of multiple data sources, 2) member 

checking, 3) generating rich, thick descriptions, and 4) clarifying researcher positionality through 

reflexivity. I will describe the process I used for all four validation strategies in the following 

sub-sections. I have briefly addressed the first two validation strategies in previous sub-sections. 

Triangulation of Multiple Data Sources. As briefly mentioned in the sub-section 

“Collecting Data in Multiple Modes”, I collected data from multiple sources in multiple 

modalities (i.e., verbal, written, visual), integrating data from multiple sources to address an 

issue (Creswell & Poth, 2018,). This meant that because I had collected data from different 

sources, during the data analysis process, I was able to check and confirm the legitimacy of a 

code or a theme across the sources. For example, I was able to compare what participants wrote 

in their teaching philosophy about their beliefs on teaching multiple languages with stories of 

their teaching experiences they told me during semi-structured interviews and/or photo-

elicitation interviews. From triangulating multiple data sources, I found that photographic data in 

particular offered a unique and valuable source of data that helped ground some of the more 

abstract data (e.g., beliefs, identities) and the oral narratives with something visual. For example, 

when going over each participant-taken photograph with participants during the photo-elicitation 

interview, participants would point to particular people, locations, or actions in the photographs 

and reference a story they had told me during one of our semi-structured interviews.  

It is important to note that triangulation of multiple sources of data does not necessarily 

mean that all sources of data will lead to a single, consistent interpretation. Patton (2015) 

explains that differences will often occur because different sources of data show different 
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perspectives. It is when overall consistency is shown across multiple sources of data or when the 

differences across multiple sources of data can be reasonably addressed that credibility can be 

established.  

Member Checking. As briefly mentioned in the section “Data Analysis”, I conducted 

member checking by showing my participants’ my preliminary analysis of their individual case 

and asking them how accurately it represents their experience. I allowed participants to explain 

any disparities between their personal experience and my preliminary analysis and their feedback 

was taken into consideration. When I asked participants for feedback, I asked them to assess 

accuracy not only on the content of the narratives and analysis but also the word choice and the 

way their stories were phrased. According to Lincoln and Guba (1985), member checking a the 

most crucial way of establishing credibility. This is because the participant is allowed to play an 

important role in determining how accurately the researcher’s interpretations represent their lived 

experiences (Stake, 1995).  

Generating Rich, Thick Descriptions. Rich descriptions in qualitative data are defined 

as providing ample details when describing and presenting data (Stake, 2010). Providing rich, 

thick descriptions is important because it ensures transferability, or the ability for data to provide 

readers with enough information to compare, or transfer, the findings of one case with that of 

other cases (Schwandt, 2007). In order to provide rich, thick descriptions for each participant’s 

narrative, I have provided detailed descriptions as well as direct quotes from the participant data 

whenever I felt it was important to capture their experience in their own words and stay true to 

the participant’s voice. In paying attention to generating rich, thick descriptions during the 

process of writing participants’ narratives, I found I had to go back and contact participants 

individually by e-mail to confirm some contextual details I did not collect from the data. 
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Clarifying Researcher Positionality through Reflexivity. As qualitative researchers, 

another way of establishing trustworthiness is being aware of your own biases and subjectivity 

through reflexivity (Patton, 2015). Reflexivity is key in order for qualitative researchers to 

produce credible and trustworthy research. Hesse-Biber (2007) defines reflexivity as “the process 

through which a researcher recognizes, examines, and understands how his or her own social 

background and assumptions can intervene in the research process” (p. 129). 

For narrative inquiry, part of what reflexivity means is that the researcher must be aware 

of the multi-layered nature of narrative inquiry. One layer of narrative inquiry involves the 

narratives participants share with researchers while another layer involves the narratives 

researchers create from what the participants share with them (Flowerdew & Miller, 2013). This 

has direct implications for how researchers should approach data analysis and reporting narrative 

inquiry studies. Researchers doing narrative inquiry should guard against the risk of interpreting 

narratives as objective and generalizable truths. As Riessman (2008) suggests, it is not the role of 

a researcher in narrative inquiry to find narratives or “the” story, but rather participate in the co-

construction of multi-vocal narratives in a certain context at a certain time. In this way, it was 

important for me to acknowledge that narratives are “socially constructed representations of 

lived experience” rather than objective truth (Hayes, 2013, p. 65).  

Another crucial aspect of exercising reflexivity is interrogating my own positionality as 

the researcher of this study. Essentially, this seeks to address the question: “How does my 

position as the researcher impact this study?” Similar to Hesse-Biber (2007), Park (2006), and 

Rudolph (2012), I position my role as the researcher of this study as both an insider and outsider. 

I was born in Taiwan and immigrated with my Taiwanese family to the United States at a young 

age. At home in the quiet suburbs of Southern California, my parents attempted to maintain a 
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strong ethnic Chinese identity, a habit of using conversational Mandarin, and a familiarity with 

common Taiwanese cuisine and traditions. When I relocated from the United States to Taiwan in 

order to pursue a TESOL career in higher education, the cultural capital my parents had sought 

to retain throughout my upbringing provided me with a partial insider status in Taiwan that other 

American expatriates in Taiwan may not have had, particularly in interacting with the participant 

from Taiwan. On the other hand, for the two other participants from the United States and Japan, 

having Taiwanese heritage may not have granted me any particular insider status. Furthermore, 

my multiple identities as male, openly-gay, Taiwanese American, Western-educated academic, 

multilingual, and “native speaker of English” also unavoidably positioned me as an insider to 

some participants and an outsider to others. Lastly, while my study focused on the experiences of 

TMLs, I personally have no experience of teaching multiple languages myself and thus rely on 

the participants as experts of their own lived experiences. 

In order to exercise reflexivity throughout the data collection and analysis process, I was 

fully transparent with my participants about my background, intentions, and research goals. By 

doing this, I hoped to build trust with my participants (Ellis, 2004). I read literature from 

qualitative studies in not only TESOL but also narrative studies and visual studies in order to 

gain a greater awareness of the impact my decisions and positionality as a researcher may have 

on the data and findings of this study. Using what I have learned from other qualitative 

researchers and qualitative research reference books, I actively engaged with the relationship 

between how my role as the researcher and the data collection procedures I used influenced the 

narratives I collected. I think that my personal interactions and relationships with the participants 

outside of the study made it easier for participants to share their narratives with me, many of 
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which were personal. In preparing for the interviews, I considered how I would phrase questions 

or respond to participants in ways that may prompt or discourage certain responses over others. 

Putting It All Together 

Figure 2 shows the relationship between the conceptual framework, the research 

questions, and the methodology of this study. I describe my rationale for each of these decisions 

below: 

• Methodology  Conceptual Framework: Narrative inquiry treats participants’ stories 

as data. Narrative data tends to be open-ended, including rich details and multiple 

storylines that need to be interpreted with nuance. The multiple layers and concepts of 

the DFG framework provide the tools and perspectives need to organize and take into 

account all the details from the participants’ narratives.  

 

 

Figure 2 

Connecting the DFG Framework, Methodology, and the Research Questions 

Conceptual 
Framework: The 
DFG Framework

Research 
Questions

Methdology: 
Narrative Inquiry
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• Conceptual Framework  Research Questions: The research questions aim to 

investigate how teaching multiple languages impacts various aspects of TMLs lives, 

including their identities, approaches to teaching, their long-term career trajectory, 

and their teaching contexts. The DFG framework theorizes how all these moving 

parts interact and coexist with one another, which is essential in providing a 

systematic approach to addressing the research questions. Table 7 shows how the 

various elements and levels of the DFG framework correspond to address each of the 

research questions.  

 

 

Table 7 

Connecting the DFG Framework with the Research Questions 

Research Question 
Levels in the DFG 

framework 
Focus 

RQ1: What LTIs are involved in the 

teaching multiple languages and how 

are they impacted by the teaching of 

multiple languages? 

Meso 
LTIs (e.g., NS/NNS, cultural identities, 

professional identities) 

RQ2: How does teaching multiple 

languages impact approaches to 

language teaching? 

Micro 

Approaches to language teaching (e.g., 

teacher knowledge, semiotic resources, 

emotions) 

RQ3: How does teaching multiple 

languages impact the long-term 

trajectory and development of a 

language teacher’s career? 

Meso 

Workplace contexts (e.g., position and 

relationships in academic institutions, 

involvement in communities) 

Macro 

Ideological structures (e.g., cultural 

values, native-speakerism, access to the 

global language market) 

RQ4: How do TMLs navigate the 

multiple LTIs, workplace contexts, 

and ideologies that come from 

teaching multiple languages over the 

course of their career? 

Micro 

Meso 

Macro 

The way TMLs connect the 

aforementioned foci 
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• Research Questions  Methodology: As mentioned in the previous bullet point, the 

research questions aim to investigate how teaching multiple languages impacts 

various aspects of TMLs lives. Using narrative inquiry as my methodology focuses 

my data collection and data analysis on stories as told from the perspectives of the 

participants themselves. This provides a type of data that is open-ended and rich in 

description and detail in conveying the lived experiences of the participants. Thus, 

using narrative inquiry allows the researcher to not only address the issues raised in 

the research questions but also experience what it is like to be a TML through their 

stories. 

Introduction to Narrative Chapters 

 Chapters 4 through 6 present the participants’ TML narratives restoried (Creswell, 2008) 

from the interview transcripts, teaching philosophy, and photo-narratives of their lived 

experiences as TMLs. Each chapter consists of four sections: 1) a descriptive timeline of each 

TML’s language teaching career trajectories (presented as stages1), 2) a participant-curated set of 

photographs and narratives (i.e., their photo-narratives), 3) a descriptive explanation of the 

relationship between their LTIs, language teacher emotions, and approaches to teaching multiple 

languages, and 4) a discussion of the participant’s narratives. In particular, the photo-narratives 

in the second section will be presented through “internal narratives” and “external narratives”. 

I fully acknowledge that the process of data collection, data analysis, and the presentation 

of the narrative inevitably involves the researcher as much as it does the participant. However, in 

 
1 Though I used the word “chapters” when conducting the interview with the participants, I have decided to use the 

term “stage” to avoid confusion between the chapters of this dissertation and the chapters of each participant’s 

career, while also retaining the narrative element of the exercise. 
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the following narrative chapters, I aimed to provide readers the ability to “hear” and understand 

each participant’s narratives in a manner that stays true to their voice and perspective before 

offering my analytical interpretation of the narratives in Chapter 7. 
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Chapter 4: Ann – The Ambassador 

Ann’s Language Teaching Career Trajectory 

 Figure 3 presents an overview of the stages of Ann’s language teaching career. Her career 

starts in 2011 and continues on to the time of the interview in 2019. The following sub-sections 

will explain in detail each stage of Ann’s teaching career.  

 

 

Figure 3 

Stages of Ann’s Career Trajectory 

 
 

Stage 1:“The Budding Stage"
(Fall 2011-Spring 2013, 1.5 yrs.)

Stage 2: “A Small Tree”
(Spring 2013-Fall 2014, 1.5 yrs.)

Stage 3: “Two Stems Tangled Together”
(Fall 2014-Summer 2015, 9 mos.)

Stage 4: “Branching Out to India”
(Summer 2015, 3 mos.) 

Stage 5: “Two Trees: English Teaching Tree Grows Slowly, Chinese Teaching 
Tree Grows Rapidly”

(Summer 2015-Winter 2016, 1.25 yrs.)

Stage 6: “Growing Both Trees, the English Teaching Tree Growing Faster”
(Winter 2016-Summer 2018, 1.5 yrs.)

Stage 7: “Branching Out to America”

(Summer 2018-Summer 2019, 1 yr.)
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Stage 1: “The Budding Stage” (Fall 2011–Spring 2013) 

Ann’s narrative of her teaching career began when she was admitted into an 

undergraduate English LTE program at North University (pseudonym) in Taiwan in 2011. This 

LTE program is known to specialize in preparing undergraduate students to become elementary 

school English teachers in Taiwan. When Ann was in high school, “all [she] wanted was to be 

admitted to a good university” so when she was admitted into North University, she was “super 

excited” and her parents “were all excited for [her]” (Interview 1, June 13, 2019). Upon getting 

accepted into the TEP, she “knew [she] would be a teacher” (Interview 1, June 13, 2019). Ann 

was admitted into North University through early admissions, thus giving her “the advantage of 

several months before [she] actually started university” (Interview 1, June 13, 2019). With her 

spare time, Ann decided to try and look for a tutoring job because “before that, [she] didn’t 

actually have any real teaching experience” (Interview 1, June 13, 2019). She described her first 

tutoring job in the following excerpt: 

Excerpt 1: 

So I got the advantage of several months before I actually get into the university, so I 

have a lot of time, and at that time I tried to look for some tutor jobs, but before that, I 

didn’t actually have any real teaching experience. So I found a student to teach, but not 

only English, because sometimes the students will ask me about other subjects, I also 

answered, but it wasn’t so professional and it was my first tutoring job and my tutoring 

fee was so cheap and sometimes I just stayed there and accompanied her and if she had 

some questions she would ask me, that kind of tutoring. (Interview 1, June 13, 2019) 

Ann did find a student to teach but the tutoring sessions did not focus exclusively on tutoring 

English “because sometimes the student will ask me about other subjects” (Interview 1, June 13, 
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2019). Even though Ann felt this “wasn’t so professional”, she still tried to answer the student’s 

questions because it was “[her] first tutoring job and [her] tutoring fee was so cheap” (Interview 

1, June 13, 2019). Ann recalled that “sometimes [she] just stayed there and accompanied [the 

student] and if he had some questions, he would ask me” (Interview 1, June 13, 2019). Ann 

considered her first tutoring job to be “that kind of tutoring” (Interview 1, June 13, 2019), 

implying a certain stigma towards the lack of professionalism that might be associated with 

individual tutoring sessions. Furthermore, there also seemed to be a lack of agency when Ann 

tolerated aspects of her first tutoring job that she did not necessarily feel comfortable with, such 

as teaching subjects other than English and sometimes simply accompanying the student.  

 Overall, Ann viewed Stage 1 as a time in her career when she was still “accumulating 

experience” (Interview 1, June 13, 2019). Once the undergraduate LTE program began, she 

started her freshmen courses, involving a mix of English-related survey courses (e.g., 

Introduction to Western Literature, Introduction to Linguistics, Freshmen Academic writing) as 

well as general education courses (e.g., Chinese, math, education). Ann’s goal during her first 

year was “to get good grades in all [her] subjects because [she] heard that if [she] got lower 

grades or failed, then [she] couldn’t enroll in the teacher education courses” (Interview 1, June 

13, 2019). She continued working as a tutor and despite feeling a lack of professionalism, she 

mentions that she “got fond of it”. Stage 1 ended after the first semester of her second year of the 

LTE program when she left Taiwan for one semester to study abroad in Shanghai. 

Stage 2: “A Small Tree” (Spring 2013-Fall 2014) 

Stage 2 began during the second semester of her second year in the LTE program and 

ended once she finished her third year in the LTE program.  During this period, Ann spent the 

second semester of her second year in the LTE program studying abroad in Shanghai. For Ann, 
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this study abroad trip marked her first time living abroad for an extended period of time. When 

she returned to Taipei from Shanghai, she felt conflicted between her interest in becoming an 

elementary school teacher in Taiwan and her newly found desire to explore teaching 

opportunities abroad. However, Ann continued to work on her LTE coursework and stay 

involved in the department’s TESOL-oriented activities. In particular, Ann indicated that doing 

English storytelling at elementary schools was a “big moment” (Interview 1, June 13, 2019) in 

her teaching career.  

Excerpt 2: 

Our department always holds the English storytelling contest. So I won and then I went to 

the elementary school across from our university and I also performed in our university 

auditorium in front of a lot of elementary school students and they laughed. When they 

laughed I thought all of the practice was worth it. I’m a person who likes kids and I felt 

satisfied. Though it’s not directly related to my teaching job, but I mean it’s still related 

slightly because as a good teacher, when you teach kids, you should be a good storyteller. 

(Interview 1, June 13, 2019) 

This experience was important to Ann not only because she felt like she was successful at 

English storytelling but also because she was able to gain greater access to the people and places 

associated with being an elementary school teacher. Furthermore, she gained acclaim and 

approval not only from the students who enjoyed her storytelling but also from her department. 

It’s important to note that this was an event officially organized and sanctioned by her own 

department. In winning the contest and doing well during her performances, Ann felt like she 

was on the track to possibly be the “good teacher” that she had been imagining, as judged by not 

just herself but others in her community. 
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Stage 2 ended at the end of her third year in the LTE program. Stage 2 was a time when 

she began participating in both locally-situated activities specifically relating to becoming an 

elementary school English teacher in Taiwan as well as globally-situated activities that 

introduced to her the idea of pursuing a teaching career abroad. At Stage 2, these two paths were 

not yet clearly differentiated; at this point, Ann had not yet described a divergence in her career 

pursuits. It is not until Stage 3 when Ann began to feel the need to choose one path over the 

other. 

Stage 3: “Two Stems Tangled Together” (Fall 2014-Summer 2015) 

Stage 3 began during the first semester of her fourth (and final) year in the undergraduate 

LTE program. During Stage 3, Ann began to seriously consider what career path she would 

pursue in terms of becoming an elementary school English teacher in Taiwan or teaching 

Chinese as a second language (TCSL) abroad. Stage 3 was a pivotal time for her and required her 

to make decisions that would influence what career opportunities would be available to her in the 

future. Ann was aware that if she wanted to become an elementary school English teacher in 

Taiwan, this was the time when she had to start preparing for the national teacher certification 

exam. However, she was also aware that if she wanted to teach Chinese abroad, this was the time 

when she had to start applying for graduate school in TCSL. In trying to figure out which career 

path to prepare for, Ann described the dilemma she faced by characterizing Stage 3 as being 

“two stems tangled together”.  

Before making any final decisions, she continued to pursue both possibilities. In terms of 

preparing to become an elementary school English teacher, Ann completed a three-week EFL 

teaching practicum at an elementary school. Ann considered this another “big moment” in her 

teaching career because of its length (a full three-weeks positioned within the same classroom) as 
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well as the experience gained from the practicum. Ann described her experience in the following 

excerpt: 

Excerpt 3: 

I was assigned to the first grade classroom and then we need to go to the classroom for 

three weeks and then we need to teach. Because three weeks is much longer than English 

camp stuff, that’s not so impressive compared to the three-week internship because you 

are really a teacher for them. At first, they are very scared to talk to you because they 

don’t know you but they will find that you’re very kind, because they are first graders and 

they are very innocent and scared of you at first and timid. And then they start to want to 

know things about you, and every break will swarm around your seat and want to talk to 

you during the three weeks. When I left, I felt really sad, but I know I can handle it, so I 

think that was a big moment, and it was during the beginning of senior year. (Interview 1, 

June 13, 2019) 

From the excerpt, we can see that Ann completed the three-week EFL teaching practicum feeling 

like she was “really a teacher for them”. Furthermore, she experienced the arch of students 

feeling shy around her but later getting to know her as part of the classroom. Perhaps what really 

anchors the three-week practicum as a “big moment” for Ann was the sadness she felt at the end 

of the practicum. Her positive experience with the three-week practicum likely made the 

dilemma of choosing between two different career paths more difficult. If she decided to become 

an elementary school English teacher, she would have had to start preparing for the national 

teacher certification exam and complete a half-year teaching practicum after finishing her LTE 

program. 
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Also, during her final year in the LTE program, Ann began investing in a possible career 

in TCSL by enrolling in a TCSL certification program run by a cram school separate from her 

university. She spent weekday nights and weekends taking TCSL courses and eventually 

obtained a TCSL certificate. She decided to get a TCSL certificate because she wanted to 

“acquire some knowledge about Chinese teaching” and she was “thinking about applying for 

graduate school of teaching Chinese” (Interview 1, June 13, 2019). Furthermore, the TCSL 

certificate allowed her to teach Chinese part-time at a cram school. Eventually, she did submit 

applications various graduate program specializing in TCSL. The “two stems” of Ann’s teaching 

career eventually converged during her final year in the LTE program when she was admitted 

into a Master’s degree program in TCSL. It was at this time that she decided to dedicate her time 

and resources towards getting a higher degree in TCSL. 

Ann made the decision to pursue a higher degree in TCSL because she wanted a career 

that would provide her more opportunities working and traveling abroad. She explained: 

Excerpt 4: 

For me, I just think I love teaching but it depends like, what I teach and the students. 

Here, I don’t have the chance to explore the outside world because I just stay in Taipei. 

So, I just think that maybe I should change my job to become another teacher. Maybe I 

can teach Chinese because that can help me go abroad to different countries. (Interview 1, 

June 13, 2019) 

From the excerpt, one can see that Ann perceived teaching TCSL as a way to gain access to a 

career abroad, a pathway that she believed would not be available to her if she stuck with 

teaching English to elementary school students. She explained that as a native speaker of 

Chinese, “if you are a Chinese teacher, most of the teachers will go abroad to teach, and you are 
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the symbol of your country” (Interview 1, June 13, 2019). Despite making the clear decision to 

invest time and resources into pursuing a higher degree in TCSL, this did not mean that Ann 

would never teach English again. In fact, Ann presented a very nuanced explanation of how she 

views herself as a teacher on a broader level: 

Excerpt 5: 

It’s very complicated. Because I think teaching English is fun and teaching elementary 

school children, they are so cute. Like I think being a teacher, you need to inspire others, 

but I think the important phase to inspire others is in elementary school… So that’s why I 

think if I can graduate from this masters, and my dream is to go a lot of countries to 

teach, and after I get old, or even I got married, I will come back to Taiwan, so maybe I 

will go back to teach English. (Interview 1, June 13, 2019) 

From this excerpt, we can see a certain level of flexibility when it came to Ann’s view of who 

she is as a teacher. Her career trajectory as a language teacher was very much tied to her life 

circumstances – to put it simply, if she wanted to travel, she should teach Chinese, and when she 

wanted to return to Taiwan, she could teach English. It seemed the primary motivating factor for 

Ann to pursue degrees and experience in both TESOL and TCSL was to have the flexibility in 

her later life to continue language teaching (whether in English or Chinese) in any of the life 

circumstances she imagined herself being in in the future (whether traveling abroad, getting 

married, returning to Taiwan).  

 Stage 3 ended once Ann accepted her admissions offer into the graduate program in 

TCSL and graduated from her undergraduate LTE program with a Bachelor’s degree in English 

Instruction. 
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Stage 4: “Branching Out to India” (Summer 2015) 

Stage 4 took place during the summer vacation period after Ann had graduated from her 

undergraduate LTE program and before her graduate program had begun its first semester during 

September. During the summer, she participated in a volunteer program teaching Chinese as a 

second language (CSL) to children in India. While she had taught some Chinese classes at a 

cram school after getting her TCSL certificate, teaching CSL in India was the first time Ann had 

ever taught abroad. According to Ann, “though it was short compared to the other stages but 

[teaching in India] had a big influence on [her] so that’s why it has its own stage” (Interview 1, 

June 13, 2019). Ann said that “just the chance to go abroad was a big moment” so “[she] felt 

very excited]” and she chose India because she felt that “when you go to some new country, 

you’ll feel a totally different feeling” (Interview 1, June 13, 2019).  

Overall, she had a very positive experience teaching CSL in India. She “felt touched” 

because the students “were very nice to [her]” and “they studied so hard” (Interview 1, June 13, 

2019). One particular moment stood out in Ann’s memory: 

Excerpt 6: 

So the most impressive thing was when I taught “ni hao” (你好) to several classes. For 

the whole school, I’m their first Chinese teacher and I’m only one person so I cannot 

teach every class but the class I taught, when they saw me, they would use everything 

they learned in my class. And then the other students, they really want to know me 

because I’m a foreigner, so they learned from the other students, so at the end, the whole 

school learned how to say “ni hao” (你好) in Chinese, like the whole school, I’m not 

exaggerating. So, I felt overwhelmed and I was so touched because they know I’m 

Chinese, my native language is Chinese, so during the break, they would say “ni hao, ni 
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hao, ni hao” (你好), like everyone, when I go anywhere. It was so touching. (Interview 1, 

June 13, 2019) 

As her first experience teaching abroad, Ann’s positive experience teaching “ni hao” (你好 or 

“hello” in Chinese) to children in India showed both similarities and differences to previous 

positive teaching-related experiences she has had, such as her performing English storytelling 

and teaching during her 3-week practicum. Ann’s experience in India was similar to her previous 

experiences in that her recollection and evaluation of success was student-centered; that is, when 

she described her positive experiences relating to teaching, much of it was evaluated based on 

the reactions and behaviors of her students. One major difference between the way she described 

her teaching experience in India was the relevance of her role as a “foreigner” and “native 

speaker of Chinese” (Interview 1, June 13, 2019). When teaching in India, these identities 

became enhanced, and at least from Ann’s perspective, played a big role in why the students 

reacted positively to her teaching of “ni hao” (你好). In particular, she described the Indian 

students as being aware that she was a foreigner and native speaker of Chinese and that aspect of 

her presence at their school as being a novelty. Furthermore, she even described her presence at 

the Indian school as “a very precious resource for a native speaker to teach them Chinese” 

(Interview 1, June 13, 2019). After completing her volunteer program in India, she returned to 

Taiwan feeling an increased motivation to teach CSL, like “no matter how hard it’s going to be, 

[she] will learn and become a Chinese teacher” (Interview 1, June 13, 2019).  

Stage 4 ended with Ann feeling certain that she had chosen the right path in deciding to 

pursue TCSL and preparing to the start the first semester of her graduate program in TCSL. She 

recalled that her experience in India “recharged [her], like 100% energy, ready to embrace any 
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obstacles from graduate school” (Interview 1, June 13, 2019). It was with this mindset that Ann 

started her graduate studies in TCSL. 

Stage 5: “Two Trees: English Teaching Tree Grows Slowly, Chinese Teaching Tree Grows 

Rapidly” (Summer 2015-Winter 2016) 

Stage 5 took place mainly during her first year of graduate school in a TCSL program. 

The title of Stage 5 continues to use the tree metaphor and conveys an acceleration in her 

“Chinese teaching tree” and a stagnation in her “English teaching tree.” In comparison to Stage 3 

in which Ann’s two career trajectories were compared to “two stems tangled together”, now it 

seemed that Ann’s two career paths were more clearly differentiated and coexisted parallel to 

one another, rather than being tangled together. Ann explained that in Stage 5, her “main focus is 

on Chinese teaching” (Interview 1, June 13, 2019). During this time, she took on a Chinese 

tutoring job. Furthermore, from her graduate coursework, she “learned some philosophy and 

teaching skills about Chinese teaching, not English teaching” (Interview 1, June 13, 2019). For 

example, she learned the importance of taking into consideration the linguistic differences 

between learning English and learning Chinese when designing class activities. 

Excerpt 7: 

 When you teach students English, you may want to build up students’ phonemic 

awareness at the beginning, so after that they can differentiate the sounds. And, to help 

students memorize the vocabulary, some teachers will play a very basic and common 

game: hang man. I actually play it whenever I have two or three minutes left in my class. 

But, can you play it when teaching Chinese? No. And, just like what I mentioned above 

that for English learners, we will help them build phonemic awareness, but for Chinese 

learners, after they learn Pinyin system, and they know to mingle sound with Pinyin and 
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can say it correctly, the next part is Tone. So we might go through a lot of practice about 

differentiating the tones, which doesn’t even exist in English. So, my main teaching ways 

for English and Chinese are similar, but it is not exactly the same because they are two 

distinct language systems, so due to this, my goals in class change, and so do activities. 

(Teaching philosophy, June 20, 2019) 

In this excerpt, Ann showed that in having gone through formal coursework in teaching 

English and Chinese, she had a pedagogical awareness of how the linguistic differences between 

the two languages impacted the types of activities she designed for each class. More importantly, 

this excerpt showed that for Ann, despite the fact that she described her English teaching as 

“growing slowly”, her acquisition of new pedagogical knowledge, experience, and skills in 

TCSL was very actively engaging in her previous knowledge, experience, and skills in TESOL. 

Because Ann went into the graduate TCSL program with an undergraduate background in EFL 

teaching, what she was learning about TCSL through her coursework and teaching experience 

was being compared with and contextualized in her previous language teaching experience in 

TESOL. This was certainly not necessarily the case for the other graduate students in the TCSL 

cohort studying alongside Ann. The previous excerpt is a good example of Ann’s early 

development as a TML instructor, analyzing, comparing, and coming to certain conclusions 

about what gaining the knowledge and experience of teaching multiple languages meant for her 

language teaching on a very practical level. 

Stage 5 ended in the middle of the first semester of her second year in the graduate TCSL 

program when she got a new job teaching EFL at a cram school. 
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Stage 6: “Growing Both Trees, the English Teaching Tree Growing Faster” (Winter 2016-

Summer 2018) 

Stage 6 marked a major change during Ann’s graduate studies; namely, she got hired at a 

well-known cram school with a good salary and simultaneously taught EFL while continuing her 

graduate studies in TCSL. This is why Ann described Stage 6 as “growing both trees.” Though 

this new job had nothing to do with TCSL, Ann still considered this to be a major milestone in 

her teaching career. She described her motivation to get this teaching job in the following 

excerpt: 

Excerpt 8: 

Because I want to make a lot of money, so I started to find some teaching jobs and then 

opportunities. I was admitted into one English cram school and they paid me very well. I 

could earn lots of money and it’s kind of a big cram school. Some of my classes, I have 

like 50 students in one classroom. I have my own microphone and my own teaching 

assistant who always helped me erase the blackboard. Now, my focus was shifting 

because due to money. (Interview 1, June 13, 2019) 

For Ann, this was the most formal teaching position she had taken on so far in her teaching 

career. Ann pointed out several aspects of this position that made her consider this job as a major 

upgrade from previous teaching jobs she had had, such as the size of the cram school, the size of 

the classes, how much she was getting paid, and the equipment and resources provided for her. 

Despite the fact that it was not a TCSL position, Ann did not view this teaching job as in conflict 

with or a tangent from her pursuit of a TCSL career at the time 

In fact, Ann’s decision to seek a new EFL teaching job signaled, once again, a 

willingness to take advantage of opportunities and use both her TESOL and TCSL experience 
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and skills when needed. In this particular case, by taking on this new EFL teaching job, “[she] 

didn’t need to worry about [her] financial situation, and [she] knew [she] was accumulating 

English teaching experience too” (Interview 1, June 13, 2019). Because Ann wanted to gain 

better financial security during her graduate studies, she tapped into her TESOL expertise, which 

she arguably had a more established foundation in considering her EFL teaching experience. 

Activating her TESOL expertise for this particular purpose was not in conflict with her greater 

pursuit of a career in TCSL that would allow her to travel abroad; in fact, one might argue that 

her TESOL expertise helped her, financially, to complete her TCSL studies. In this way, Ann’s 

TML career was characterized by a certain degree of mobility between TESOL and TCSL, 

having the ability to traverse the two domains easily as well as occupy them comfortably. This 

was an ongoing relationship Ann had built between her two career goals in language teaching 

and so far, it seemed that she had been able to navigate them to her benefit. 

 Stage 6 ended at the end of her third year in graduate school when she decided to 

participate in an internship program allowing her to teach Chinese at an American university for 

two semesters.  

Stage 7: “Branching Out to America” (Summer 2018-Summer 2019) 

Stage 7 began during Ann’s third year in graduate school when she applied and was 

accepted as a participant for a government-sponsored internship program. This internship 

program gave her the opportunity to be a teaching assistant for a Chinese language course at an 

American university for two semesters. Although this program was labeled as an internship, Ann 

saw it differently:  

Excerpt 9: 
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So that is my internship, so I would say it’s a kind of job and it’s a lot heavier, and I am 

well paid so it’s like a formal job to me. It is like my first formal job, I would say, 

because the others are like Chinese tutoring, summer camp, the duration is very short, or 

some are intensive Chinese teaching, like two or three months, so this one is like my very 

first formal job of Chinese teaching and then it’s in America and it’s very long, like two 

semesters, so 9 months or 10 months. (Interview 1, June 13, 2019) 

Again, similar to Stage 6, Ann saw this as an upgrade in her career trajectory, in both the subject 

she was teaching (i.e., now she gets to teach CSL) and the sense of legitimacy and 

professionalism she gained from this job, specifically in regards to the length of teaching, how 

much she was being paid, and the educational context of her teaching. However, Ann had not 

successfully gotten the internship right away. In fact, she was not accepted the first time she had 

applied. When she asked the committee members why she was rejected, they had told her that it 

was mainly because she did not have enough of a “neutral, formal Chinese accent” suitable for 

CSL. What the committee members were referring to was that Ann spoke Chinese with a 

Taiwanese Mandarin or Guoyu (國語) accent rather than a Putonghua (普通話) accent, which is 

“the standard variety of Chinese” based on the Beijing dialect. Therefore, when she applied the 

second time, she adjusted her accent to fit the committee members’ preferences and was offered 

the position. 

Stage 7 ended upon Ann completing the two semester-long internship program and 

returning to Taiwan to finish her graduate studies in TCSL.  
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Epilogue: Possible Future Stages 

Ann described several possibilities for future stages in her TML career trajectory. She 

categorized them into three goals: 1) graduate from her M.A. TCSL program, 2) “learn 

something new”, and 3) “go abroad again” (Interview 2, July 27, 2019).  

First, Ann “need[ed] to make sure [she] can graduate this year, otherwise [she] can’t 

apply for any jobs abroad” (Interview 2, July 27, 2019). Second, Ann elaborated on the idea of 

learning something new by explaining that this was something she wanted to do after she had 

completed her master’s degree but before she went abroad for another teaching job, or her “gap 

month” as she called it (Interview 2, July 27, 2019). 

Excerpt 10: 

Because I want to stay in Taiwan for a few months to accompany my friends and family. 

And meanwhile, I want to learn a lot of things I wanted to learn when I was little but I 

didn’t have money. (Interview 2, July 27, 2019) 

Specifically, Ann wanted to learn how to play the piano, scuba dive, ice skate, and paint. Ann 

explained that she “really wanted to learn a lot of things, but [she] just didn’t have time when 

[she] was little” (Interview 2, July 27, 2019). Furthermore, “[her] parents didn’t let [her] learn a 

lot of extracurriculars” (Interview 2, July 27, 2019). These were all extracurricular activities that 

“[her] parents didn’t let [her] learn.” Finally, during her gap month learning new extracurricular 

activities, Ann planned to apply for jobs abroad. Ann explained her specific plan in the following 

excerpt: 

Excerpt 11: 

I’ve been to America and Asia so I have like four continents left. I want to find some 

good jobs to teach Chinese, first in Europe, because I haven’t visited Europe in my life. 
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Second is South America, I haven’t visited South America. Third, is Australia, the same 

reason. Fourth, is Africa. After, if I have 4 jobs, in the four continents, I’m done and I can 

just go back to Taiwan, find a job teaching English or Chinese, live a very stable life, and 

maybe get married or something. After I explore the whole world, then I’m satisfied. 

(Interview 2, July 27, 2019) 

Here, Ann clearly mapped out her plan to travel the world through teaching CSL. It’s notable 

that she was not simply envisioning traveling the world through money she would earn from 

teaching CSL; rather, she envisioned traveling the world by getting TCSL jobs abroad. In fact, 

Ann emphasized her utilitarian view of what motivates her to be a teacher: 

Excerpt 12: 

Some people they want to teach because they want to spread knowledge and help poor 

kids. Those are very high-level dreams. Not like me, I just want to explore the world. I 

don’t have any holy reasons. (Interview 2, July 27, 2019) 

Perhaps what is most interesting about Ann’s description of possible future stages in her teaching 

career is the sense of stoic pragmatism that characterizes plans for her imagined future teaching 

career, which is in stark contrast to her more inspiration and emotion-based descriptions of early 

teaching experiences in the beginning stages of her teaching career. Perhaps that is simply 

difference between the nostalgic nature of recollecting past experiences and the practical nature 

of planning into the future. Another possible explanation is that it was only in the later stages of 

Ann’s teaching career that she realized the opportunities a career in TCSL provided her, and thus 

those benefits of potentially giving her access to a globally-mobile, cosmopolitan lifestyle of 

traveling the world were emphasized in her future career plans. 
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Ann’s Photo-narratives 

These are visual representations of Ann’s recent everyday life as a language teacher. At 

the time of data collection, Ann was in America only teaching Chinese so all of the images are 

related to her life as a Chinese teacher. Each photograph is paired with an internal narrative, or 

what is able to be interpreted within the frame of the photograph, as well as an external narrative, 

or the contextual information informing the photograph that is beyond what is observable within 

the frame and informed by the participant’s explanations.  

Image 1: An Email from Ann’s Student 

The internal narrative of Image 1 (see Figure 4) is a screenshot of a student email from 

Ann’s Chinese class. In the email, the student is thanking Ann for “being a really great teacher” 

and helping her understand the course content. The student uses some Chinese terms, such as “Ni 

Hao” (你好) and “Xie Xie Laoshi” (謝謝老師). The student also informs Ann that she “studied a 

lot tonight”, implying that Ann’s teaching had a positive impact on her ability to study on her 

own. The student also expresses a positive outlook his/her performance in class the next day.  

In terms of the external narrative of Image 1, Ann chose this photograph as something 

that keeps her motivated to be a language teacher. She described this photo as a screenshot of an 

email sent to her by a student. However, in order to maintain the student’s anonymity, she 

pixelated the student’s name and email address. Ann explained that she chose this photo because: 

Excerpt 13: 

I want the photo to be anonymous because it was written by my student. So this is like, I 

want to express that students’ gratitude for me is my greatest motivation. Not the other 

things. When they say that “what you taught me was so efficient and I really love your  
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Figure 4 

Image 1: A Email from Ann’s Student 

 

 

 

teaching style and teaching methods” and then I feel very, I got the sense of fulfilment. So that’s 

really important motivation for me. (Interview 3, August, 12, 2019) 

Image 2: Ann’s Students Doing Chinese Calligraphy 

The internal narrative of Image 2 (see Figure 5) is a group photograph of six students in 

Ann’s Chinese class. They are standing in the classroom, looking at the camera, and each 

holding up finished handwritten pieces of Chinese calligraphy of the word “chun” (春) on red, 

square pieces of paper.  
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Figure 5 

Image 2: Ann’s Students Doing Chinese Calligraphy 

 
 

In terms of the external narrative of Image 2, Ann chose this photograph for its focus on 

what she believes to be the most challenging skill in learning Chinese, which is writing. She  

explained that to help increase students’ motivation for writing Chinese characters and introduce 

students to Chinese culture, she has designed an activity in class where students get to do 

Chinese calligraphy. Ann described the context for the photograph in the following excerpt: 

Excerpt 14: 

I think the biggest challenge to learn Chinese is probably writing the complicated 

Chinese characters. But when we did calligraphy, they were very happy to write the 

characters at that time. Like, they’ll ask for more papers, like “oh, can you give me more, 

can you give me one more?” So I think it’s a good interaction between the culture and 

their learning because at first they are resistant to write those characters, and they don’t 

want to write the characters anymore. But when they write calligraphy, and then, I think 
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they know that it’s a cultural thing and they think it’s cool, like they are really actually 

writing something they learned from their character book. (Interview 3, August, 12, 

2019) 

Image 3: Ann’s Students Practicing for a Skit 

The internal narrative of Image 3 (see Figure 6) is a photograph of three students in 

Ann’s Chinese class. They are sitting at their desks in what looks like a small group formation 

and smiling at the camera. One student has her smartphone on the table while another student is 

holding her smartphone up facing the camera and has a laptop opened on her table.  

In terms of the external narrative of Image 3, Ann chose this photograph as an example of 

classwork in her Chinese class. The students were practicing a skit they were scheduled to  

 

Figure 6 

Image 3: Ann’s Students Practicing for a Skit 
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perform the next day. Alice described the interaction taking place in the photograph in the 

following excerpt: 

Excerpt 15: 

One of the students was not there because we had a long break and then, it’s the first 

class right after the break and she was absent. She told me first, so I let her use Facetime 

to practice their script. One of the students was holding a cell phone, and then she 

Facetimed with us. And then like, they’re doing a skit, you now, a skit. The topic of their 

skit is a Chinese folk tale, so actually at first, they think it’s very hard to put the whole 

story as a simple skit, so they are a little bit, I don’t think they are rejecting it, but they 

are definitely not voluntarily doing it. So a little bit resistant, maybe, because it’s a skit 

that they need to perform the skit from a Chinese folktale, and it’s harder than the 

previous project because before we also did one skit but they can create the script of the 

skit. But this script needs to be based on the folktale. It’s not that easy, because they have 

to rewrite it into script. They are resistant because they also need to memorize the script 

and perform it. Memorizing is hard. The activity was designed by a professor. I’m the 

one who helped them practice, so I can understand how they felt because they would 

whine “Oh gosh, how can I memorize those words!” (Interview 3, August, 12, 2019) 

Image 4: Textbook Used in Ann’s Chinese Class 

The internal narrative of Image 4 (see Figure 7) is a photograph of a page from an opened 

Chinese textbook. The page features a conversation dialogue labeled as “Part B” and some of the 

vocabulary used in the conversation dialogue. Two versions of the dialogue are presented: the 

version on the left features a combination of simplified Chinese characters and pinyin, while the 

version on the right features simplified Chinese characters only. The vocabulary is presented in  
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Figure 7 

Image 4: Textbook Used in Ann’s Chinese Class 

 

 
 

 

five parts: 1) the pinyin spelling for the word, 2) the English definition of the Chinese word, 3) 

the part of speech (written in English) of the Chinese word, 4) the simplified Chinese character, 

and 5) the traditional Chinese character. 

In terms of the external narrative of Image 4, Ann chose this photograph to show the 

textbook she had been using to teach Chinese at an American university. She particularly liked 

this textbook because it was different from traditional Chinese textbooks she had used before and 

she thought it was more effective.  
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Excerpt 16: 

It’s a picture of the textbook they use. I’ll explain the textbook and how it works. At first, 

students only learn pinyin. But like, you can see Part B, “shi dian zhong” (十點鐘), so 

when “dian zhong” (點鐘) appears the second time, then it becomes a character. And 

then, they need to learn how to write it. So the first time in the lesson “dian zhong” (點

鐘) appears as pinyin, but next lesson “dian zhong” (點鐘) becomes a character. Most 

other textbooks wouldn’t do it like this. I think for me, the system is very useful for them. 

Students will pick up Chinese conversation very quickly when they don’t have the 

interference of Chinese characters. They can say “ni hao ma” (你好嗎), “wo hen hao” (我

很好), “ni ji sui” (你幾歲), “wo wu sui” (我五歲). They learn the conversation very 

quickly. And then, when they learn how to speak and listen, I mean, speaking and 

listening is more important than writing for me, so they do it very quickly, and next time 

they see it, they wouldn’t be so afraid. They can totally focus on writing the characters 

because they already know about how the pattern goes so what they need to do is to just 

memorize the character sheet. But other textbooks, it’s like, for “ni hao ma” (你好嗎), 

“wo hen hao” (我很好), “ni ji sui” (你幾歲), “wo wu sui” (我五歲), students need to 

memorize the characters and learn the patterns at the same time. Sometimes it’s 

overwhelming.” (Interview 3, August, 12, 2019) 

Image 5: A Gift from Ann’s Student 

The internal narrative of Image 5 (see Figure 8) is a photograph of Ann and her student. 

Ann is holding up an item that looks like a card. From the artwork on the item, it looks like it 

might be influenced or inspired by Asian culture. Both Ann and her student are looking into the  
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Figure 8 

Image 5: A Gift from Ann’s Student 

 

 
 

 

camera smiling. The background of the photograph looks like a classroom, perhaps Ann’s 

classroom. It looks like the item might be a gift to or from Ann. 

In terms of the external narrative for Image 5, Ann chose this picture as an example of 

witnessing her students not only learn Chinese but actually seeing how learning Chinese has an 

impact on their lives. She described this particular student’s story in the following excerpt: 
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Excerpt 17: 

I took a selfie with a student. I’m holding a bookmark of a woman in traditional Chinese 

clothing. The student was learning Chinese and went to see a Chinese play in America. I 

think this was a big change for him because he started to have the interest to acquire the 

culture itself. He only understood 10% of the play, but he still learned something, like 

how the ancient characters behave and talk and how they dressed. He didn’t understand 

what they said but at least he got something. He went to the show and he said he thought 

of me and got this as a gift. He said, “Oh when I see the people on stage, I think they are 

like you and I thought of you.” He’s never attended Chinese play before but when he 

started learning Chinese, he paid for a ticket, even though he didn’t understand a lot of 

Chinese.” (Interview 3, August, 12, 2019) 

Image 6: A Chinese New Year Event 

The internal narrative of Image 6 (see Figure 9) is a photograph of a room with a group of 

people in the background and a female speaker holding a microphone and standing at the center 

of the room. It likes like the people are gathered for an event. Some people look like they are 

helping set up the event. Some people look like they are waiting. The room looks like a multi-

purpose room used for events because it has a projector and a screen, some speakers, a clock, 

some chairs that people are sitting on, a large paper notepad, and no chairs or tables. 

In terms of the external narrative of Image 6, Ann chose this photograph as an example of 

an activity she was involved in that was related to but outside of her Chinese class. Ann 

described the event in the following excerpt:  

Excerpt 18: 
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The department has a Chinese club and this is the biggest event of the year. For club 

events, we want to convey culture. For example, we have the Moon Festival event that 

was held by the club, and this one is the biggest one. It’s for Chinese New Year, and so 

there are more than a hundred students there. It’s a very big room, so I mean, I chose this 

photo because it’s a very big community. We bonded together because we are learning 

and discussing Chinese. This is our department chair holding the microphone, and she is 

introducing some Chinese stuff, like what we will eat and zodiac signs. We serve Chinese 

food, so they can eat, they can learn. And we have different grades who do different 

performances so they can also enjoy the performances. So it’s like a very interactive 

learning environment and a very interesting one. For the event, I help guide students 

because they are going to perform and I help them film the video.” (Interview 3, August, 

12, 2019) 

 

Figure 9 

Image 6: A Chinese New Year Event 
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Ann as a TML 

Language Teacher Emotions 

Being able to empathize with the learner’s perspective was also a major factor that 

differentiated Ann’s experience of teaching English from teaching Chinese. In the following 

excerpt, Ann described the transition from teaching English to teaching Chinese: 

Excerpt 19: 

I think it was a big transition because I knew nothing about Chinese grammar so I needed 

to learn that grammar. Chinese is my native language so sometimes I don’t understand 

why students can’t understand this, why students will make those mistakes. But when I 

was teaching English, I totally understand that “oh, this grammar, when students learn 

this, they often make this kind of mistake” because I’m also a learner. But when it comes 

to Chinese, it’s totally different because I was born to speak this language so I don’t even 

know why I don’t understand it. And some questions, I haven’t ever thought about it 

before. So sometimes, we need to figure it out and sometimes, that’s just the way we say 

it. Nobody knows the answer, there are no regular rules, so I think it’s harder to teach 

Chinese. (Interview 2, July 27, 2019) 

For Ann, learning to teach Chinese was more difficult than learning to teach English because 

Ann had already experienced the process of learning English as an academic subject so when she 

taught, she was able to tap into her personal experience as an English learner to help inform her 

English teaching. However, for Chinese, she had only ever experienced the language from the 

perspective of a native speaker, and so she was not able to draw from her own experience as a 

learner and had to depend on pedagogical knowledge learned from coursework and teaching 
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experiences. From this perspective, having the experience of being a language learner of the 

language she was teaching helped her more than being a native speaker.  

Approaches to Teaching Multiple Languages 

Ann’s ability to empathize with her EFL students through her personal experience as an 

EFL learner also had a real impact on her teaching. Ann noticed that when she teaches English, 

she might have had to “prepare for 1 hour or less than one hour” but when it came to teaching 

Chinese, she might have had to “prepare for like 3 hours” (Interview 2, July 27, 2019). Ann also 

explained that the extra time spent on lesson preparation is actually a much broader issue:  

Excerpt 20: 

I think because when I teach Chinese, I have a lot of preparation work, but it doesn’t 

come from preparing this specific lesson. It comes from even when I got into my MA, I 

need to study Chinese grammar, so that’s a long, long process. (Interview 2, July 27, 

2019) 

One factor that influenced the time she spent on lesson preparation was also the expectations of 

the local education context in which she was teaching English and Chinese. When teaching 

English at cram schools in Taiwan, she was able to explain English grammar using Chinese. 

However, when teaching Chinese in at an American university, she was discouraged from using 

English to teach Chinese. Ann explained that she “would use Chinese to teach, even though the 

students don’t understand Chinese” (Interview 2, July 27, 2019). That meant that Ann had to 

incorporate other methods of helping her students understand her lessons, such as “visual aids, 

actions, and way to get them to understand, just not using English” (Interview 2, July 27, 2019). 

In this way, she found teaching Chinese in America more difficult than teaching English in 

Taiwan. 
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Another contributing factor influencing Ann’s different approaches to teaching English 

and Chinese was Ann’s knowledge of the linguistic differences between the two languages. Ann 

broadly described the relationship between her approach to teaching English and teaching 

Chinese as using the same teaching method but with different activities. She explained that in 

both teaching English and Chinese, she used communicative and task-based methods; however, 

she would design different activities because the linguistic characteristics of English and Chinese 

are different from one another. For example, Ann described using the common spelling game 

“hangman” when teaching English. “Hangman” requires students to guess a word that their 

teacher has chosen letter by letter; each incorrect guess leads to a specific body part to be 

“hanged” and thus, too many incorrect guesses lead to a complete man being hanged. Ann 

explained that although she commonly uses this game in her English classes, she cannot use 

“hangman” in her Chinese classes because Chinese is an ideographic language, not an alphabetic 

one. 

From a big picture point of view, Ann felt that teaching both English and Chinese has 

helped her as a teacher. Broadly speaking, simply from teaching abroad in a completely new 

context and in a position that required more teaching hours from her, Ann learned general 

teaching skills from teaching Chinese in America, such as “how to connect and communicate 

with students, how to be more familiar and close to them, and how to have good time 

management” (Interview 2, July 27, 2019). Furthermore, Ann discovered that having taught 

multiple languages has made her a more “persuasive” and “charismatic” teacher: 

Excerpt 21: 

When I teach English, a lot of students will ask me some dumb questions about “Why? 

Why is English like this?” and I will use a lot of Chinese descriptions to explain it. So, I 
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can be more persuasive because I will give them Chinese examples, like even in Chinese, 

we have this this and this, and that means the same thing. Also, I want to mention that 

some students, I mean sometimes, if you experience more things, it will add points to 

your personality. Like, when they know you taught in a lot of countries, and when they 

want to know more about you, you have charisma. Sometimes, that’s more persuasive 

because you know, like, the culture in America, because when they want to learn English, 

they want to know what is happening in America right now, but if you haven’t been to the 

country, maybe they wouldn’t ask you a lot of things. So it adds points to your teaching. 

(Interview 2, July 27, 2019) 

For Ann, knowledge and experience in teaching multiple languages contributes not only to her 

expertise in terms of being able to provide cross-linguistic comparisons for her students but also 

in becoming a more persuasive and charismatic teacher by being able to share her experiences 

teaching abroad and present herself as a kind of expert of a foreign culture. 

Language Teacher Identities 

While Ann considered teaching any language to be first and foremost “a job” to her, she 

also reflected on how she felt her role as an English teacher was different from her role as a 

Chinese teacher. In fact, she had a much deeper personal connection to the latter. In the 

following excerpt, she described her views on being a Chinese teacher: 

Excerpt 22: 

If you are a Chinese teacher, most of the teachers will go abroad to teach, and you are the 

symbol of your country so you cannot do anything bad and if you’re friendly and people 

like you, they will like your country as well. Yeah, it’s very important. I think it can be a 

tool for diplomacy. (Interview 2, July 27, 2019) 
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In contrast, Ann described being an English teacher quite differently: 

Excerpt 23: 

I think being an English teacher, you are the key to open the world to children. Because 

people live in Taiwan, I think before I learned English, I didn’t know what the Western 

world would be like, even I don’t know some culture. They are not like us, so I think 

teaching English, you can also teach culture. (Ann, Interview 2, July 27, 2019) 

While Ann viewed being a Chinese teacher as akin to taking on the role of a cultural ambassador 

in sharing her country and culture with the outside world, she viewed being an English teacher as 

akin to taking on the role of a museum tour guide in bringing the outside world to Taiwanese 

children. Her LTIs are rooted in an ideology connecting a given language to the socio-cultural 

context in which it is used, which more often than not manifest in a simple one to one 

combination. Furthermore, LTIs connect her national and cultural identity with her self-

perceived and socially assigned positions as a language teacher in both Taiwan and America. As 

a Chinese teacher, Ann felt her responsibilities went beyond just teaching to also include 

appropriately representing a culture she felt an ownership and duty to. In contrast, as an English 

teacher, her sense of responsibility and duty was with providing Taiwanese children access to a 

foreign culture as part of their foreign language education.  

Discussion 

The Micro Level of the DFG Framework 

At the micro level of the DFG framework, one can observe connections between three 

foundational internal mechanisms activated in Ann’s process of becoming and being a TML, 

namely the development of Ann’s teacher knowledge, implementation of semiotic resources, and 

experience of multiple emotions.  
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 Teacher Knowledge. Ann’s development of teacher knowledge can be considered as the 

primary internal mechanism underlying the process of becoming a TML. The development of 

teacher knowledge was a longitudinal process that occurred over the different stages of her TML 

trajectory, from when she began her undergraduate English LTE program to her various English 

and Chinese teaching jobs to her graduate coursework in TCSL. Specifically, the development of 

teacher knowledge involved learning the differences between the multiple language systems she 

was teaching, understanding how those differences impacted her teaching, and gaining a greater 

awareness for where the different sources of her teacher knowledge come from. 

Primarily, Ann’s teacher knowledge involved learning and comparing the different 

language systems and their respective teaching methodologies necessary for her to be able to 

teach multiple languages. In other words, Ann’s teacher knowledge as a TML required 

understanding how the differences between the linguistic systems of English and Chinese would 

impact her language teaching. For example, in Excerpt 7, Ann described learning to use the game 

“hang man” in her EFL teaching in order to help her beginning learners build phonemic 

awareness and expand their vocabulary. She found the game to be useful, especially when there 

was extra time to spare at the end of class. When Ann began teaching Chinese, she found that 

this game was not applicable because for Chinese learners, her priority with beginning learners 

was to learn the Pinyin system and learn to differentiate tones, which do not exist in English, as 

she remarked. This is an example of Ann expanding her teacher knowledge from understanding 

the linguistic differences between English and Chinese and how she had to adapt her teaching 

methods in accordance with those differences.  

In addition to learning linguistic differences and their teaching implications, the 

development of Ann’s teacher knowledge also involved acquiring an awareness of the different 
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sources of her teacher knowledge and how that impacted her teaching. For example, in Excerpt 

19, Ann notes that learning to teach Chinese was a big transition from teaching English because, 

as a native speaker, she lacked explicit grammatical knowledge of Chinese. In fact, she found it 

easier to teach English because she was able to use her experience as an English learner to 

answer her students’ questions about English. This is an example of Ann gaining a more 

complex understanding of how her own experiences as a Chinese native speaker and an EFL 

learner led to different types of teacher knowledge and an awareness that particularly because 

she was a native speaker of Chinese, she needed to explicitly learn Chinese grammar from a 

pedagogical perspective in order to successfully be a Chinese teacher. 

Semiotic Resources. In connection with the development of teacher knowledge, the 

necessity of having to manage two different language systems as a TML also expanded the role 

and range of semiotic resources she had to apply in her teaching, much of which she had to adapt 

depending on the local expectations of the specific teaching context she was in. First, Ann had to 

change the role of “English” and “Chinese” as linguistically-based semiotic resources used in her 

teaching. Namely, when teaching EFL in Taiwan, “English” as a visual and auditory semiotic 

resource was treated as the target language of instruction while “Chinese” was applied as the 

medium of instruction. The roles assigned to these two language systems as semiotic resources 

changed when Ann transitioned into teaching Chinese. One example of this is from Excerpt 20, 

in which Ann described that she had more preparation work to do when teaching Chinese at the 

American university than when she taught English or Chinese in Taiwan because the American 

university required her to use Chinese to teach Chinese, even at beginning levels. In order to do 

this successfully, she had to prepare bilingual (Chinese and English) visual aids to help her 

students understand her lessons. Thus, when teaching Chinese at the American university, she 
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had to apply “Chinese” as both the target language of instruction as well as the medium of 

instruction through teacher talk and visual aids, while “English” was applied in a supportive role 

through visual aids. What this example shows is how the transition from teaching English to 

teaching Chinese required Ann to juggle and manage the roles that “English” and “Chinese” 

played in her teaching both as the target language and the medium of instruction applied in 

verbal and visual forms.  

Another example of this can be seen in Image 4 in which Ann portrayed a completely 

new type of CSL textbook and a new methodology of teaching Chinese used by the American 

university that she had not learned from her CSL graduate coursework in Taiwan. Specifically, in 

this case, the textbook began by introducing new Chinese vocabulary using the Romanized 

Pinyin system of writing and gradually transitioned into exposing beginning CSL students to 

Chinese characters (see Excerpt 16). Again, in order to transition into using not only this 

bilingual textbook but also this new method of CSL teaching, Ann had to reassign the ways in 

which “English” and “Chinese” would be employed in her language teaching. 

 Lastly, semiotic resources also played a role in the wide range of ways that Ann 

experienced “language teaching” and “language learning” over the course of her TML career. 

These semiotic resources act as cultural artifacts of language teaching that mediate what 

language teaching and learning look and feel like as she is learning to become a language 

teacher. While some of these cultural artifacts appear as physical objects, others are experienced 

as embodied experiences engaging with a more holistic sense of Ann’s TML self. For example, 

some of the artifactual experiences that stood out to her were doing English storytelling with 

children (Excerpt 2), hearing her students in India collectively saying “ni hao” (你好) to her 

(Excerpt 6), getting a teaching position that provided her with own microphone, a teaching 
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assistant, and good pay (Excerpt 8), teaching students to do Chinese calligraphy (Image 2, 

Excerpt 14), getting a souvenir from a student who went to his first Chinese play (Image 5, 

Excerpt 17), and leading a Chinese New Year event (Image 6, Excerpt 18). These are all 

examples of how the cultural artifacts tied to language teaching and learning manifest as the 

semiotic resources that mediate Ann’s experience of teaching multiple languages across different 

contexts. 

Emotions. The previous sub-sections have shown how the development of teacher 

knowledge and the role of semiotic resources as internal mechanisms are crucial to the process of 

teaching multiple languages. Emotions also play a similar role. Under the subheading “Ann as a 

TML”, I provided a description of the language teacher emotions Ann experienced in teaching 

English and Chinese. In this section, I explain how her language teacher emotions relate to the 

development of teacher knowledge and the use of semiotic resources, the two other internal 

mechanisms that impact Ann as a TML. 

To summarize from the sub-section “language teacher emotions”, Ann found it easier to 

teach EFL than CSL because when teaching EFL, she could more easily empathize with the 

learner’s perspective, as she had once been an EFL learner too. However, she seemed to have a 

much more personal connection to teaching CSL because she considers Chinese her native 

language so she felt “touched” when her students successfully learned it (Excerpt 6). These 

emotions that Ann experienced were happening alongside the development of her teacher 

knowledge in different language systems. For example, when Ann was learning the linguistic 

differences between English and Chinese and how those differences would impact her teaching, 

she was simultaneously experiencing the differences in her ability to empathize with the 
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difficulties her EFL and CSL students were facing. That is, Ann was cognitively and emotionally 

developing her teacher knowledge of multiple languages.  

Furthermore, this cognitive and emotional development is mediated by the 

implementation of a range of semiotic resources, from managing the use of linguistic resources 

in visual aids for her lesson to using Chinese calligraphy as a motivating cultural activity for her 

students. The manifestation of these semiotic resources, such as hearing a collective “ni hao” (你

好) from her students in India, trigger not only cognitive responses but also emotional responses 

from Ann that contribute to the development of her teacher knowledge as well as teacher identity 

as a TML. 

The Meso Level of the DFG Framework 

The meso level of the DFG framework focuses on the ways in which Ann’s participation 

and membership in certain sociocultural institutions and communities shape the internal 

mechanisms discussed at the micro level. In this respect, what was particularly salient for Ann 

was her ability to navigate various LTE programs as well as immerse herself in various 

communities in relation to the multiple languages she taught in order to achieve her language 

teaching career goals. 

Navigating LTE Programs of Multiple Languages. For Ann, participating in LTE 

programs provided her with the basic resources and training to develop teacher knowledge and 

apply various semiotic resources for multiple languages. Ann received formal LTE in Taiwan in 

both TESOL from her bachelor’s degree and TCSL from her master’s degree, which meant that 

she received academic coursework in language teaching methodology, pedagogical theory, and 

linguistics for both English and Chinese. For example, in Excerpt 20, Ann mentioned that 

acquiring this teacher knowledge through formal coursework was particularly important for 
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teaching Chinese because she was a native speaker of Chinese and had never learned Chinese 

grammar from a second language pedagogical perspective prior to her graduate TCSL 

coursework. 

Navigating the different LTE systems meant that Ann had to consider which programs 

would provide the academic knowledge and credentials that would help her achieve her career 

goals. During her undergraduate EFL teacher education program, Ann completed various 

requirements that would have qualified her to become an elementary school English teacher, 

including a teaching practicum at an elementary school. However, when it eventually came time 

to take the national teacher certification exams, Ann made the conscious decision to enroll in a 

master’s program in TCSL instead. For Ann, this was not a decision to give up English teaching 

as she did continue to teach English at cram schools even after entering the graduate TCSL 

program. Rather, she decided to enroll in the graduate TCSL program in order to gain the 

educational qualifications necessary to apply for Chinese teaching jobs abroad. Thus, the way 

Ann navigated which language education programs to invest time and money in was conducted 

through job-crafting (Haneda & Sherman, 2016), or conscious, informed decisions with her 

future career aspirations and opportunities in mind. 

Immersion in Teaching Contexts Abroad. In addition to navigating different LTE 

programs, Ann also took advantage of opportunities to travel abroad and do language in other 

cultural contexts. She did this twice: once when going to India to teach Chinese over the summer 

before starting her graduate program and a second time when going to the United States to teach 

Chinese at a university for a year. While the LTE programs Ann attended provided her with 

explicit training, resources, and academic credentials, these opportunities to teach CSL abroad 

provided her with intensive field experience of teaching Chinese while fully immersed in a 
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foreign language context. But beyond providing her with intensive teaching experiences, these 

opportunities also enhanced her language teacher identity. 

When Ann taught CSL in India and the United States, she remarked in both scenarios that 

she felt like a cultural ambassador or as she put it, “a symbol of your country” and “a tool of 

diplomacy” (Excerpt 22) as a CSL instructor. For her, teaching Chinese was an act of sharing a 

part of her own culture and native language to foreign learners. In contrast, when teaching EFL 

in Taiwan, she felt like she was sharing “the Western world” to Taiwanese children who may not 

be familiar with that culture (Excerpt 23). In this sense, her identity as an EFL instructor was 

more akin to being a tour guide rather than a cultural ambassador. For Ann, her experiences of 

teaching CSL abroad refined her awareness of these differences in her language teacher identities 

by being able to experience them not only in Taiwan but also in new, culturally immersive 

teaching contexts abroad.  

While these were indeed enriching experiences for Ann’s development as a TML, taking 

on the identity of a cultural ambassador of the Chinese language also meant that Ann had to 

conform to decisions in her CSL teaching shaped by greater socio-political ideologies outside of 

her immediate control. For example, in order for her to have the chance to teach CSL in the 

United States, Ann applied through a program sponsored by the Taiwanese government. As 

described in Stage 7 of Ann’s language teaching career trajectory, she was not accepted the first 

time she applied to the program. She later found out that she was rejected because she did not 

speak with the proper Chinese accent, which meant speaking with a Putonghua (普通話) accent 

based on the Beijing dialect. Essentially, this meant that Ann had to learn to speak with a 

completely different accent that is affiliated with mainland China in order to successfully get this 

opportunity to teach abroad. Although it conflicted with her identity and everyday use of Chinese 

 



106                                                                                           TEACHERS OF MULTIPLE LANGUAGES 

as a Taiwanese person, she managed to learn to speak Putonghua and passed the second time she 

applied. When she started teaching in the United States, she also had to conform to teaching CSL 

using Putonghua, which she did not have to do when teaching CSL in Taiwan or India.  

What this shows is that the socio-political ideologies that shape the communities and 

identities associated with the language of instruction also impact the expectations of what kind of 

teacher Ann will be and how she will teach. One might say that Ann had little teacher agency in 

this situation, that she was a puppet controlled by a China-centric view of Chinese learning. 

However, another way to view her situation was that she made the practical decisions that 

granted her access to the opportunities she wanted. In order to gain access to the opportunity to 

teach CSL in the United States, she made the practical compromise to conform to using and 

teaching the Beijing-based dialect of Chinese in her teaching. 

The Macro Level of the DFG Framework.  

The macro level of the DFG framework focuses on the ways in which large-scale, 

societal ideologies influence the micro and meso levels of Ann’s development as a TML. The 

two ideologies that are particularly salient for Ann are the NS/NNS dichotomy and the concept 

of a global language market.  

The NS/NNS Dichotomy. The NS/NNS dichotomy guided much of the way Ann thought 

about her relationship to the languages she taught. Like the other participants in this study, Ann 

was a particular type of TML that had done language teaching both from the perspective of a NS 

teacher and NNS teacher. Her reflections from having been both a NS and NNS teacher show 

some consistencies with Natasha’s observations in De Costa (2015) (see sub-section “TMLs and 

LTIs”). Specifically, both Ann and Natasha shared that they found teaching English as NNS was 
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easier than teaching their own native language in the United States (Chinese for Ann, Korean for 

Natasha) because it was easier for them to empathize with EFL learners’ difficulties.  

Despite describing her NNS teaching experience as easier than her NS teaching 

experience, Ann still felt more ownership over her NS teaching experience, likely a testament to 

how strong and resilient the native speaker ideology can be. Based on the fact that Ann found 

teaching EFL to be easier than teaching CSL and that when teaching CSL in the United States, 

Ann was required to take on the China-based Putonghua accent, one might think that Ann may 

have found teaching CSL frustrating and undesirable. However, the opposite was true. In fact, 

Ann found teaching CSL in the United States to be a very gratifying and fulfilling experience. 

This sentiment is also echoed in her experience of teaching CSL in India. One probable 

explanation for why Ann found teaching CSL to be a rewarding experience is because of the 

ownership over the language she felt in being a native speaker teacher. This is evident in the way 

she describes her role as a Chinese teacher as “a symbol of your country” and “a tool of 

diplomacy” (Excerpt 22) as explained in the previous sub-section “Immersion in Teaching 

Contexts Abroad”. This shows that for Ann’s language teacher identity in teaching CSL is 

formed by combining a sense of nationalism and cultural duty with the native speaker ideology; 

in other words, she felt that as a native speaker of Chinese, she carried the responsibility to 

represent not only the Chinese language but also Taiwan as a country and culture in a positive 

and diplomatic light. The sense of fulfillment that came from achieving this goal through her 

CSL teaching is likely what left her feeling impassioned about continuing to teach CSL abroad in 

the future.  

Tapping into the Global Language Market. The other large-scale ideology that guided 

Ann’s experience of being a TML is the concept of a global language market (Park & Wee, 
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2012). According to Park and Wee (2012), the global language market is a neoliberal concept 

that frames language skills as a commodity with negotiated market value in the global job 

market. For example, the idea of a global language market is often what drives the belief that 

governments should implement English language education policies so its population will be 

equipped with proficient English skills in order to become more competitive and marketable for 

jobs around the world. For Ann, her situation did not completely fit the narrative of using 

English as a way of accessing jobs abroad. 

While Ann certainly recognized English as “global” when it came to culture and 

communication, she also saw English as “local” when it came to her language teaching career as 

a Taiwanese teacher. Ann did not think it would be possible for her to teach English abroad and 

thus turned to teaching Chinese as her strategy to getting a teaching job abroad. In other words, 

Ann felt that her Chinese teaching skills as a native Chinese speaker had greater market value in 

the global language market than her English teaching skills as a non-native English speaker. 

However, Ann never abandoned English teaching; in fact, she perceived English teaching as a 

stable job option she could continue to do after she finished traveling abroad and returned to 

Taiwan.  

Ann’s primary goal in becoming a Chinese teacher was to be able to travel around the 

world through teaching Chinese in various countries. At the time of her interview, Ann had 

already been to the United States and India through Chinese teaching opportunities and that was 

before she even officially completed her master’s degree. She expected that after completing her 

master’s degree, she would be able to travel to other parts of the world through Chinese teaching. 

Thus, even though Chinese is “local” for Ann in the sense that Chinese is the primary language 

of Taiwan and also her mother tongue, Chinese teaching is also a “global” pursuit for Ann in the 
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sense that she felt being a NS teacher of Chinese had greater market value than being a NNS of 

English. Her perception of Chinese teaching as global was also based on her awareness of the 

increasing influence of the People’s Republic of China impacting the increasing demand for 

Chinese learning both within Taiwan from visiting foreigners and beyond Taiwan. Ann sought to 

take advantage of the trend towards learning Chinese and her linguistic capital as a NS teacher of 

Chinese as her way of achieving her dream to travel around the world. Thus, Ann saw teaching 

Chinese and English as granting her the mobility and flexibility to move back and forth from life 

in Taiwan and life abroad. 

It is important to note that while the increasing demand for Chinese learning provided 

Ann with an opportunity expand her language teaching career abroad, there were also difficulties 

and challenges to pursuing a career in teaching Chinese abroad. At first, this might seem 

unexpected considering that Ann is a native speaker of Chinese; however, for Ann, it was 

actually more difficult for her to qualify as a Chinese teacher abroad than an English teacher in 

Taiwan. First, the educational qualifications to teach Chinese abroad were higher (i.e., a master’s 

degree) than that of teaching English in Taiwan (i.e., bachelor’s degree). Also, because Ann’s 

goal was to teach Chinese abroad (as opposed to teaching Chinese in Taiwan), being a native 

speaker of Taiwanese Chinese did not work entirely in her favor. In fact, in order for her to 

qualify to participate in the Taiwanese government’s program for Taiwanese teachers to teach 

Chinese in America, Ann had to change the way she spoke Chinese and learn a new linguistic 

repertoire based on the Chinese used in the People’s Republic of China (i.e., reading and writing 

simplified Chinese characters, using Chinese vocabulary and sayings from the People’s Republic 

of China, speaking with the “Beijing accent”) in order to qualify to teach Chinese abroad. This is 

because when teaching Chinese in America, she would be expected to teach the variety of 
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Chinese used in the People’s Republic of China, not Taiwan. Yet, Ann did not seem to consider 

changing her own Chinese usage to be a major difficulty. In fact, Ann seemed to feel greater 

frustration over what she described as a “plateau” in her English proficiency or a feeling of not 

being able to improve no matter how she tried, even though this did not have an impact on her 

English teaching opportunities in Taiwan. Ultimately, Ann was able to overcome the difficulties 

that did have a substantial impact on her teaching career, which were for Chinese teaching 

abroad, and continue to pursue her aspiration for global and local mobility. 

Ann the Ambassador 

 I characterize Ann using the archetype of an “ambassador”, or someone who acts as a 

representative of their government, nation, or culture and mediates relationships with other 

governments, nations, and cultures. First and foremost, Ann has described herself using the idea 

of an ambassador during her interview when asked about her experience teaching Chinese in 

India. She was proud of being able to represent Taiwan and the greater ethnic Chinese culture 

through teaching Chinese, something that she did not experience while teaching English. In other 

words, language teaching for Ann is not simply about teaching language, but it also doubles as a 

relationship-building, cultural-sharing endeavor, a position that she is proud to take on. Ann’s 

role as a cultural ambassador is further seen when she teaches Chinese in the United States.

 Another way in which Ann embodies the role of an ambassador, particularly in relation to 

her as a TML, is the way in which treats her skills and experience in teaching English and 

Chinese. Ann has described herself as being able to embody both positions simultaneously and 

speaks about both positions with confidence and pride, moving with ease between the two roles. 

Ann has also described using her experience in teaching one language to help her seem more 

persuasive when teaching the other language. For her, teaching English and teaching Chinese are 
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different but not at odds with each other. One might describe her as having established a 

diplomatic personal relationship between her two roles and identities as English and Chinese 

teacher. In this way, Ann not only seeks to use her ability to teach multiple languages to be a 

cultural ambassador abroad, but also treats her multiple roles as a TML through an ambassador-

like approach.  
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Chapter 5: Megan – The Fighter 

Megan’s Language Teaching Career Trajectory 

Figure 10 presents an overview of the stages of Megan’s language teaching career. Her 

career starts in 2006 and continues on to the time of the interview in 2019. The following sub-

sections will explain in detail each stage of Megan’s teaching career. 

Stage 1: “Teaching Before I Knew What I Was Doing” (2006-2009) 

Megan began her TML career trajectory during the junior year of her undergraduate 

education pursuing a business degree at an international university in Germany. The reason why 

Megan was going to college in Germany in the first place has much to do with where she grew 

up. Megan had grown up in a small rural community in Northern California that she described as 

“one of the most economically depressed areas of California” with “a lot of drug use there, 

 

Figure 10 

Stages of Megan’s Career Trajectory 

 

 

Stage 1:“Teaching Before I Knew What I Was Doing” 

(2006-2009, 3 yrs.)

Stage 2: “Novice Teaching During my Masters” 

(2009-2012, 3 yrs.)

Stage 3: “New Professional”

(2012-2015)

Stage 4: “I Sort of Know What I’m Doing Now” (2015-2019)
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especially meth” (Interview 1, June 16, 2019). Megan had always had a passion for reading and 

found herself “reading about all these places where things were happening somewhere in the 

world” (Interview 1, June 16, 2019). This led her to be “really into this idea of moving to another 

country or just getting out of [her] little community” (Interview 1, June 16, 2019). When Megan 

was in high school, she befriended an exchange student from Germany in her French class and 

when she was seventeen, Megan ended up visiting Germany during the summer. She “fell in 

love” with Germany, applied to an international university in the German town she wanted to 

live in, and relocated to Germany to attend that university (Interview 1, June 16, 2019). 

Although she was not enrolled in a teacher education program, she began teaching EFL 

in Germany during college in order to make some extra money. She describes her early mindset 

as an EFL teacher in this way:  

Excerpt 1: 

So I have this skill, which is speaking English, that I was able to use to make some extra 

money. Tutor, teach. I didn't really think much about it. I was given like a real, quick 

training session at Berlitz, and I just followed the guidelines in the book and I enjoyed it, 

but I wouldn't say ever thought very deeply about what I was doing, or why I was doing, 

or the purpose of anything was. And then I came up with tricks and methods. I shouldn't 

make it sound like you know, I've gained no skills. I totally did, but they weren't rooted in 

any sort of researcher knowledge of pedagogy. (Interview 1, June 16, 2019) 

In recollecting the beginnings of her teaching career, Megan described her teaching as lacking 

professionalism – as something she did not think too deeply about, disconnected from research 

and pedagogy, and primarily motivated by earning some extra money. Describing her early 

teaching experiences in this way not only shows what her early teaching experiences were like, 
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but also reveals ideologies she has adopted over time about what she expects from proper 

teaching.   

Megan proceeded to teach EFL in Germany for about three years until 2009 “because the 

2008 recession occurred and I couldn't find a job in the United States” (Interview 1, June 16, 

2019). Stage 1 ends when Megan moved back to the United States in 2009. 

Stage 2: “Novice Teaching During my Masters” (2009-2012) 

Megan returned to the United States and enrolled in a master’s degree program in TESOL 

at an American university. Initially, she decided to pursue an M.A. TESOL degree for practical 

reasons relating to her future job prospects: 

Excerpt 2: 

I wouldn't say I was someone who is very prepared for graduate school, or understood 

even what pedagogy is or what it means. I thought of the masters is more of a means to an 

end, which is to be qualified for better jobs. So, you know, where I was in Germany, I 

was able to work at some of these language schools with no qualifications, and I saw a lot 

of jobs are required qualifications, and I thought, well, you know, I could go get this 

masters, and then I could move anywhere in the world, and I'd be able to be able to teach 

officially as a real teacher. So that was my intention. It was more a means to an end. 

(Interview 1, June 16, 2019) 

Megan not only saw the graduate degree as a way for her to be qualified for better jobs, but also 

to achieve a certain level of professionalism, or “to teach officially as a real teacher” as she put 

it. However, her actual experience of the graduate program provided her more than just the right 

degree to secure the jobs she wanted. During her graduate program, Megan took coursework on 

TESOL research and pedagogy as well as taught English at an intensive English program on 
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campus, which provided her with hands-on teacher training and mentorship from a community of 

teachers.  In the following excerpt, Maree recalled memorable interactions with a mentor during 

her graduate studies: 

Excerpt 3: 

I have a lot of memories of having epiphany, of having learned something useful or 

having had an experience that stood out. So, I just remember during my internship and 

first semester as a teacher, I had the great fortune of being matched up with Sharon 

(pseudonym) and having pre and post teaching conversations with her, where I felt like I 

wasn't just talking about future and about life. I was talking about perspectives. Those 

conversations just helped me so much. There might have been something really, really 

small that we talked about that had a huge impact. Like, I remember the time Sharon told 

me, you know, if you put a bunch of, like a big chart on the board, or you have twenty 

questions on worksheet, you don't have to talk about every single thing on the list. Just 

because they are numbered in the list doesn't mean they all carried equal weight. You 

don't have to treat them equally. And I remembered at the time thinking, "Oh, my God, of 

course, why did I think otherwise?" Just because they're taking an equal space on a piece 

of paper doesn't mean they're equally important. And so I suppose that's what I learned to 

kind of pay more attention to, just to think more critically about the material. So I had 

some really great small moments like that one, little epiphanies, usually, through 

conversations with mentors and then resulted in a better outcome. (Interview 2, July 22, 

2019) 
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Though Megan went into the graduate program as a “means to an end”, the actual experience of 

the graduate program involved a process of development through teaching in the classroom as 

well as reflecting on her teaching with a mentor, Sharon.  

 Stage 2 ends when Megan graduated from graduate school with a M.A. TESOL degree. 

Stage 3: “New Professional” (2012-2015) 

After graduating from the M.A. TESOL program, over a period of three years, Megan 

took on a series of various English teaching jobs at five different universities in the United 

States. She began with teaching ESL but soon found the particular type of teaching required of 

ESL classes to be “weighing on her personally” and “exhausting” (Interview 2, July 22, 2019). 

She explained the complex emotions she felt about teaching ESL in the following excerpt: 

Excerpt 4: 

One is for my sanity, I just felt like in ESL, I found myself constantly repeating myself 

because students don't necessarily understand, or they're not listening actively… But I 

just found it bleeding over into my life, where I just felt like I repeated myself all the 

time, and I didn’t mean to and I felt like nobody listened to me. I felt like a broken record. 

It was just really...I don't know, weighing on me personally. Just having to be so patient 

and that repetition of saying things over and over again. (Interview 2, July 22, 2019) 

Megan’s frustration with having to repeat herself over and over again was also connected to 

frustration over the lack of internal motivation to learn English from her students and her own 

feelings of hopelessness as an ESL teacher. She expressed these frustrations in the following 

excerpt: 
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Excerpt 5: 

And then at some point, it just feels like we're all pretending here. I mean, what is your 

motivation for being here in the first place? I mean, I've talked to so many of those 

students that said, "Well, my parents like made me come here.” You know, I can imagine 

learning Chinese and moving to China and sitting in a Chinese university like that must 

be so terrifying. I mean, so many of the students I've talked to are deeply depressed and 

they'll just never know that. And I have it like, endless empathy for them. It's just a hard 

job. It's hard. It's exhausting. (Interview 2, July 22, 2019) 

Because of her frustrations with teaching ESL, Megan eventually transitioned from teaching ESL 

to teaching first-year English composition (FYC) courses. At first, she taught a mix of a few ESL 

classes and a few FYC courses and eventually, she only taught the latter. 

However, even in teaching freshmen composition classes, she still expressed that she 

often felt like “[she] totally did not know what [she] was doing at all” (Interview 2, July 22, 

2019). Several factors influenced her feelings of self-doubt and confusion. One factor was 

simply the lack of experience Megan had at the time as a recent graduate entering the adjunct 

teaching job market, or as the title of this stage suggests, as a “new professional”. Despite having 

completed graduate TESOL coursework and received training and mentorship on classroom 

teaching, Megan still experienced a period of learning and adjustment when it came to 

navigating the job market and the administrative. In the following excerpt, Megan described 

some of the difficulties she faced: 

Excerpt 6: 

I didn't feel comfortable. Like, I walked into this job at University A (pseudonym) with 

the title of the class, that was all I was given. “You’re teaching written composition one 
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in the rhetoric and language department. Here's a list of textbooks you could use if you 

want. Here's a syllabus that somebody else made. Have a nice semester.” And I just felt 

like how can I be expected to build an entire curriculum, assignments, readings, etc., off 

of nothing? I was so used to being handed curriculums, and putting my own spin on a 

preexisting curriculum and in a lot of places like University B (pseudonym), I was given 

a curriculum and I felt like I required a lot of hand-holding. There was a lot of me going 

to supervisors and asking, “How would you do this? How would you approach this? How 

should I do this? Is it okay if I do this?" So there was a lot of me deferring to superiors at 

this point where I didn't feel at all prepared to do much more than just teach their 

curriculums. And I would say that was a few years of that. (Interview 1, June 16, 2019) 

In her first few years out of graduate school, Megan had a difficult time figuring out how to 

teach courses as an adjunct faculty member when she was given few instructions and guidance 

about what she should actually teach. Rather than seeing that as the lack of structure or 

organization from the administration, she directed the feelings of incompetency and confusion 

towards herself, doubting her knowledge and expertise.  

Even though Megan seemed to have a difficult time navigating the chaotic waters of 

adjunct teaching, she was still very engaged in her career as an academic and language teacher; 

in fact, at one point, she was close to becoming the department chair at one of the universities 

she taught at: 

Excerpt 7: 

I came close to becoming the chair at University C (pseudonym), and if I had become the 

chair, I would have totally implemented, like a curriculum across the levels in the classes, 

because otherwise, you know, if there's no uniformity, I mean, how do you determine 
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when, what's supposed to be learned and how it's going to be taught, etc. (Interview 1, 

June 16, 2019) 

Megan ended up not taking the position as chair because there were plans for the department to 

split and she felt she could not handle “all the intricacies” of that kind of administrative change 

(Interview 1, June 16, 2019). However, it was clear from this excerpt that Megan was trying to 

work through feeling lost and confused over new adjunct teaching positions and ready to take on 

leadership positions that may have provided the opportunity for her to improve the way course 

are structured and assigned to new instructors.  

In fact, one of the primary reasons why Megan wanted to take on the position as 

department chair was because she felt “pigeonholed” as a certain type of instructor and lacked 

the leadership and administrative experience to expand towards other job markets. In the 

following excerpts, she explained her motivations for wanting to take on the role of department 

chair: 

Excerpt 8: 

I feel like as a FYC instructor, I've pigeonholed myself where I'm only qualified to do 

exactly what I'm doing now, and I've looked at jobs in other industries, not teaching. I'm 

doing instructional design, working in training and tech, whatever, just looking, and 

there's always like all these requirements are on leadership and management, etc. I mean, 

I just don't have any experience in anything. I mean, I don't particularly want to sell out 

and work in a tech company, but sometimes I just get so exhausted with what I'm doing. 

(Interview 1, June 16, 2019). 

Considering Megan’s feelings of frustration and confusion at taking on adjunct classes without 

and “handholding”, she had certainly come a long way in a just a few years. After having been a 
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FYC instructor for three years, Megan felt constrained in the job opportunities available to her, 

especially because even after several years after getting her graduate degree, she was still stuck 

with getting adjunct positions. This led her to feel “pigeonholed” and to start looking for jobs in 

other industries, such as the tech industry. However, upon job searching, she discovered a further 

lack of qualifications in leadership and management experience as well as an internalized guilt of 

equating a job at a tech company as “selling out” (Interview 1, June 16, 2019). Stage 3 ends with 

Megan having gained more teaching experience as an adjunct instructor of ESL and FYC, but 

also keeping an eye out for other opportunities in academic leadership and/or other industries. 

Stage 4: “I Sort of Know What I’m Doing Now” (2015-2019) 

By 2015, Megan had gained enough experience to feel more confident about her 

teaching. Her higher level of self-confidence came from having more experience with 

independently designing and teaching classes without much instruction or guidance. Megan 

described her newly gained experience in this way: 

Excerpt 9: 

I guess I, at this point, as of a couple of years ago, feel comfortable being told, “Here is 

the name of the class. Here's kind of what we want you to do,” and then I can walk away 

and feel confident that I can come up with a curriculum on my own. I can adapt a 

curriculum. I don't need any help. I mean, I love collaborating. Don't get me wrong, and 

I'm always happy to collaborate and learn, but I at least feel at this point like I'm able to 

put a course together and not go into a full panic and need tons and tons of support from 

supervisors or already made curriculums. (Interview 1, June 16, 2019) 

Megan described a kind of teacher development based on versatility and resilience, specifically 

being able to not only adapt and create a curriculum from pre-existing materials or completely 
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from scratch, but also do so on her own without help. She noted that while she was not averse to 

cooperating with colleagues, learning to work independently was certainly a survival skill she 

had to learn as an adjunct instructor. Furthermore, Megan was able to take these skills and apply 

them to teaching German. 

During 2018, Megan taught a German class for the first time while simultaneously 

teaching FYC as an adjunct instructor. She taught German for a German-based company located 

in Northern California. The class mainly served as an optional extracurricular course provided by 

the company for employees who may have wanted to learn German in order to communicate 

when traveling to Germany for work. Megan described the course in the following excerpt: 

Excerpt 10: 

So I started teaching a German class for the first time a year ago. They kind of told me 

what they had in mind, and I felt pretty okay with making that happen. Without pressing 

the panic button and thinking, ''Oh, my God, how do I do this? Who do I talk to?" You 

know, I was able to sort of independently plan… So, I teach, well, the class started a year 

ago. They speak zero words of German. It was a group of people from a company based 

in Berlin. (Interview 1, June 16, 2019)  

When preparing to teach this German class, Megan was very aware of the fact that the kind of 

class and the language learning goals of the students may be different from the English classes 

she had been teaching as an adjunct instructor. When teaching English composition courses, she 

was teaching English for academic purposes and part of a higher education, academic institution. 

The courses were mostly required and part of a degree program. Megan’s German classes, 

however, were voluntary, non-academic courses focusing more on daily, conversation language 

use and were not part of a larger degree program. Megan took these differences into 
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consideration when deciding what teaching method to use when German. In the following 

excerpt, she described her thought process in planning her German course: 

Excerpt 11: 

So it's a voluntary class, and they came in without a word. And so I kind of, you know, I 

asked several questions about what the goals were, what the objectives were, they're 

looking for. And they, you know, they didn't want it to be highly academic, and so I 

decided to use the natural method or the direct method of teaching. So on day one, it was 

a just a little introductory conversation in German, where we learn how to say "What's 

your name? My name is this. Where are you from? I'm from this place. Nice to meet 

you." And so, you know, the first day of class, they were asking and answering questions. 

I mean, a very limited number of questions, but were speaking German and I, you know, I 

really made the case for, why this isn't a grammar translation class. We're not going to be 

looking at verb charts and talking about the language. You're going to be using the 

language. (Interview 1, June 16, 2019) 

From the excerpt, Megan chose to use the natural method or the direct method to teacher German 

because she felt it was most appropriate to help them achieve their learning goals. In turn, she 

avoided teaching based on grammar translation, such as “looking at verb charts and talking about 

the language” (Interview 1, June 16, 2019). Her awareness of student learning goals also 

impacted the type of coursework, assignments, and activities she designed for this class. In the 

following excerpt, Megan described her rationale for the way she conducted an exam for her 

German course: 
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Excerpt 12: 

We did an exam, which are written and oral exam, and I brought in a friend of mine from 

Germany who they had to speak to for ten minutes and just carry on a conversation. We 

made a joke that it was like a blind date for each of them with her. (Interview 1, June 16, 

2019) 

By the end of Stage 4, Megan was continuing to simultaneously teach FYC courses and the 

German class for the German-based company. In addition, she had also begun studying in a 

doctoral program in TESOL. 

At the time of the interview, during mid-2019, Megan had become increasingly frustrated 

with being an adjunct instructor and a certain degree of disillusionment and hopelessness had 

already influenced her mindset about the current state of her career and what direction she 

wanted to take her career into. Megan’s frustration with being an adjunct instructor comes the 

lack of financial and job stability and the overall treatment of adjunct faculty by the departments 

she has worked under. One way in which Megan has described her experience as an adjunct 

instructor is through the metaphor of being “eggs in an egg carton”: 

Excerpt 13: 

Adjuncts are like eggs in an egg carton like, we're all there, but we're all like separated in 

our own little compartment. Just, it's very isolating. There's no compensation for 

collaboration. I mean, we're encouraged to collaborate, but nothing about the institution 

actually supports this. There's no communal workspace, there's no opportunities given to 

us to like to get together meet. There's no money involved. (Interview 3, August 29, 

2019) 
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 Megan recalled a specific example of collaborating with her colleagues to adapt educational 

technology and incorporating multi-modal projects in her classes. While she found benefits to 

participating in these projects that help improve her teaching, she also expressed that “[her] 

biggest issue with it is just the learning curve involved, and also the amount of time it takes, and 

not being compensated for that time” (Interview 2, July 22, 2019).  

 In addition to feeling like she was not able to be appropriately compensated for her time 

and effort as an adjunct instructor, Megan also felt “undervalued” and “invisible” as an adjunct 

instructor. She recalled an incident in which one of her colleagues left an adjunct position she 

had been teaching at for roughly seven years for a full-time position, and when her colleague left, 

“[she] didn’t even get a goodbye card or a, like a thank you, nothing. They were just sort of like 

bye, see ya, and her feelings were really hurt” (Interview 2, July 22, 2019). This incident had a 

major impact on Megan highlighted her feelings of being “invisible” as an adjunct instructor: 

Excerpt 14: 

It just sort of made me think about how, I don't know, how undervalued adjuncts are, and 

how I'll get emails about, you know, the full-time professor of such and such whose 

mother passed away, and you know condolences, and you know money, memorial funds, 

and I remember thinking, like, God you know, if I died, I don't think there would be any 

email that would go out. Like, I just feel like when you're an adjunct, it's made so clear 

that you don't matter, that we come and go, and we just disappear and appear. There's no 

kind of, I don't know, commemoration. (Interview 2, July 22, 2019) 

The combined feelings of being undervalued financially and socially left Megan feeling 

“invisible”. It comes as no surprise that at the time of the interview, Megan shared that she was 

considering an alternative career path to her current position as an adjunct instructor.  
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Epilogue: Possible Future Stages 

Megan described a three-step plan for possible future stages in her career that she had 

been considering: 1) “going corporate”, or 2) moving back or staying out of teaching, and 3) 

eventually going back to becoming an adjunct (Interview 3, August 29, 2019). As mentioned in 

the previous section, the main reasons she had been considering an alternative plan for her career 

is because of the lack of proper compensation for her work and the lack of social recognition as 

part of an academic community. What Megan imagined for her future career was very much 

shaped by these factors:  

Excerpt 15: 

I'm kind of at the moment looking at not teaching anymore, because of pretty much all 

the reasons I've told you already, about lack of compensation, feeling like the egg in the 

egg carton, you know. So what I've been looking at doing is, so next chapter of my life is, 

I guess, going corporate is looking at being an instructional designer in a corporate 

setting. So, you know the instructional designer is? An instructional designer is a learning 

expert, who meets with a subject-matter expert, say, like, an engineer in a company, and 

helps them plan workshops and trainings for their employees. Very corporatey. So, I 

would like to do that for a few couple years, and I could see myself moving around a bit, 

if I don't feel like the place that I land in the right fit for me, if it’s too corporatey. 

(Interview 3, August 29, 2019) 

Megan’s interest in changing her job from an adjunct instructor in higher education to an 

instructional designer at a company stemmed from her positive experience teaching German for 

a large corporation Megan and her colleague’s experience in working at a company as an 
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instructional designer. She saw “going corporate” as a way of finding the financial stability and 

social recognition that being an adjunct instructor lacked.  

It is notable that Megan felt like this was an option she had “resorted to” because of the 

frustrations she felt as an adjunct instructor. In many ways, Megan wished she could continue 

her career in academia because being a teacher had become so intertwined with her identity. 

Megan shared a story about her friend who works for a conservation organization as a biologist. 

While her friend is passionate about job, she was recently diagnosed with breast cancer and 

found herself in a difficult financial situation. Because she didn’t earn much as a biologist, she 

was considering going to nursing school to become a nurse, which would have provided her with 

a better salary. Her friend’s dilemma really resonated with Megan. Megan explained:  

Excerpt 16: 

But what she's struggling with, which so resonated with me, is the identity aspect of it, 

where she's like, I could kind of pride myself on being an academic, of being a biologist 

and doing something that people go: “Oh, wow, that's cool. Like, that's such a neat thing 

that you do.” And to go from that to having a job where people are like: “Okay, cool, 

whatever”. There's some like ego wrapped up in it, and I feel the same way, like, I want 

to be the person who gets to say, smugly, that I'm a teacher, and not the person who says, 

oh I work at Google, cuz fuck that person, right? I’m like, yeah, there's so much of our 

egos and identity wrapped up in these professions, and it's hard to say, I'm gonna give up 

this huge part of my identity that's defined me for so many years, and I'm just doing 

something different. It's hard, you know? (Interview 3, August 29, 2019) 

For Megan, while “going corporate” seemed to provide better financial compensation and social 

recognition, she recognized that it also meant a loss of her identity as an academic (as opposed to 

 



TEACHERS OF MULTIPLE LANGUAGES                                                                                                            127 

a corporate employee) that also gave her a sense of worth, purpose, and status. She recognized 

that the process of leaving that identity behind would be difficult but it seemed to be a sacrifice 

she was willing to make.  

Megan’s plan of getting a corporate job was still tentative and many of her plans were 

still tenuous, “maybe, moving back into teaching, or staying out of teaching, depending on how 

this goes” (Interview 3, August 29, 2019). Furthermore, Megan was not sure whether or not she 

would continue teaching German. Although she described her overall experience of teaching 

German at that company as something she “really enjoyed”, “always walk[ing] out of there 

happier than when [she] walked in”, she was also concerned that her future corporate job might 

make it difficult to commute and maintain her part-time German teaching job (Interview 3, 

August 29, 2019). In such a scenario, she would need to make the practical decision of ending 

her German teaching position at that company. However, she still maintained that “eventually, 

when I'm older, [she] would like to go back to doing what [she had been] doing now, once [she 

had] created more of a stable life for [herself] financially (Interview 3, August 29, 2019). 

Megan’s Photo-narratives 

These are visual representations of Megan’s recent everyday life as a language teacher. 

At the time of data collection, Megan was in the United States teaching FYC courses at a 

university and German at a company. 

Image 1: A Gift from Megan’s Student 

The internal narrative of Image 1 (see Figure 11) is a photograph of a piece of cloth with 

a brightly colored, cartoon-like image printed on it. The image mainly consists of a large unicorn 

at the center, surrounded by trees, parrots, rainbows, and other unicorns.  
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Figure 11 

Image 1: A Gift from Megan’s Student 

 

 

In terms of the external narrative of Image 1, Megan chose this photograph because it 

was a gift from a student whom she felt she had a positive impact on as his teacher. The gift is a 

silk scarf from China. The student, named Jay (pseudonym), was taking Megan’s FYC class, 

which is typically for native speakers of English. In the first semester of this course, Megan had 

failed multiple students for plagiarizing their essays by paying other people to write them. 

However, Megan saw that Jay had worked very hard that semester on his essays, trying to make 

improvements in incorporating academic writing skills from one draft to the next, even though 

he still had difficulties with using English. However, at the end of the semester, he did not 

submit his final paper. Megan emailed him and asked to talk to him during her office hours. This 

is how Megan described their interaction:  
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Excerpt 17: 

He came to my office hours and then just started bawling, crying. And I shut the door, got 

him some tissues, and said, “Don't be embarrassed, you can cry. Don't worry. I won't tell 

anyone about this or, ask any questions just when you feel ready to talk.” And then he 

started telling me just how overwhelmed he is. He's a computer science major, he’s in 

over his head. His family is not that wealthy. I mean they’re obviously somewhat 

wealthy. But he just felt like he was failing them, and he felt like, he embarrassed himself 

in my course because he hadn't turned in the essay, and he failed me and just a lot of 

emotions, especially in regards to how he's seen by other people. (Interview 2, July 22, 

2019) 

At this time, Megan “put on [her] psychologist hat and asked him questions”, trying to help him 

sort through his emotions.  

Excerpt 18: 

So, I was just asking questions and kind of coming around to like, “Did you want to 

know what I think of you? Do you want to know about your writing?” you know, and of 

course, I told him, “I don't think any of us think badly of you, and I actually have a lot of 

empathy for you, and I think you're a great writer.” And then he just started crying his 

eyes out when I told him he was a great writer. And I was like, “I'm just telling the truth.” 

And I said, “You know, I'm going to work with you on this, and we'll find it. We'll make 

an alternative deadline for your paper. I want you to tell me what you think the deadline 

should be.” (Interview 2, July 22, 2019) 
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Jay finished his final paper and Megan gave him an A in the class, even though Jay felt like he 

didn’t deserve it. But Megan emphasized that she felt he deserved the A because he truly 

understood the purpose of the course. 

 A year later, Jay visited Megan and gave her a gift, the unicorn silk scarf in the 

photograph. Even though Megan said that she would never wear the scarf, the scarf reminded her 

of what motivates her to be a teacher. She described it the following way: 

Excerpt 19: 

I think that's why I like being a teacher because I come across students like Jay. And I 

have the opportunity to maybe offer them a little bit, some sort of wisdom about writing 

or maybe even life, and that they can move forward with and have a positive impact on 

their lives. And in this case, he gave me a present which I, you know, will always keep in 

the shelf. Again, I will never wear it. But being able to make a difference for students is 

motivating. (Interview 2, July 22, 2019) 

Image 2: Using an Alternative Type of Assessment 

The internal narrative of Image 2 (see Figure 12) is a photograph of four people standing 

in front of a television screen, holding up colorful button-like buzzers and smiling at the camera. 

Displayed on the television screen is an image of the popular American game show “Jeopardy” 

and its game show host.  

In terms of the external narrative of Image 2, Megan chose this photograph one of the 

activities she has done in the German class she teaches at the German company. The four people 

in the photograph are students who just completed a Jeopardy game activity that Megan designed 

in place of an exam. The content of the game was based on what they had learned in the past four 

months and the company paid for gift card prizes for the winner. For Megan, using a low-stakes  
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Figure 12 

Image 2: Using an Alternative Type of Assessment 

 

 

 

competition like the Jeopardy game in place of a traditional exam was more motivating and fun 

for the students. Megan wanted to create “a fun, interactive way of testing their knowledge and 

motivating them, and getting them to interact with each other” (Interview 2, July 22, 2019). 

Image 3: Megan’s Students Doing Groupwork 

The internal narrative of Image 3 (see Figure 12) is a photograph of two women and a 

man sitting at a table together. One woman seems to be looking down at something on the table. 

Another woman is smiling at the camera and holding up a book with a laptop positioned in front 

of her on the table. And the man also has a laptop positioned in front of him; he is looking at his 

laptop computer screen. There are also other objects on the table: two water bottles and a take-

out box. The photograph seems to be taken by a fourth person sitting with the three people, since 

the corner of the photographer’s laptop can be seen in the photograph.  
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Figure 13 

Image 3: Megan’s Students Doing Groupwork 

 

 
 

 

In terms of the external narrative of Image 3, Megan chose this photograph because this 

was an activity she designed for her FYC class. For this activity, students formed book groups 

and were given the task of creating a podcast together based on a key question based on 

the book they read. Megan thought the students in this photograph in particular did a good job 

and described their success in the following way:  

Excerpt 20: 

I just really appreciated their interactions and how they sort of formed a bond or a 

relationship and actually got their work done with all of their personalities coming into 

play. So, I like to do these sorts of group activities, and it always just sort of, shocks me, 

surprises me, endlessly interesting to me how good dynamics play out based on 

personalities. (Interview 2, July 22, 2019) 
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Image 4: Celebration with Megan’s Colleagues 

The internal narrative of Image 4 (see Figure 14) is a photograph of two women holding up 

coffee mugs and smiling at the camera. They are sitting at a table with various items on the table: 

a card, a smartphone, and a water bottle. They are sitting in a room where behind them, there is 

another table with a laptop, a bag, and possibly a jacket. 

In terms of the external narrative of Image 4, Megan chose this photograph because it 

represents the mistreatment of adjunct instructors she notices in academic institutions. In the 

photograph are two of Megan’s colleagues, Katy and Cynthia (pseudonyms), who are fellow 

community college ESL teachers. Cynthia had already left her adjunct position for a full-time  

 

Figure 14 

Image 4: Celebration with Megan’s Colleagues 
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position at another community college. She had been an adjunct instructor for six or seven years 

at that community college but when she left, she did not get a goodbye card or a thank you from 

the department and her feelings were hurt. Therefore, when Katy was about to leave her adjunct 

position for a Ph.D. program, Megan decided to do something special for the both of them to 

recognize and celebrate their contribution to the community college. Megan bought them gift 

cards and coffee mugs from the community college as pictured in the photograph. Megan 

described what motivated her to do this for her colleagues: 

Excerpt 21: 

I remember thinking, oh the same thing is gonna happen again, nobody's gonna do 

anything for Katy (pseudonym). And it just sort of made me think about how, I don't 

know, how undervalued adjuncts are, and how I'll get emails about, you know, the full-

time professor of such and such’s mother passed away, and you know condolences, and 

you know money, memorial funds. And I remember thinking, like, God you know, if I 

died, I don't think there would be any email that would go out, like, I just feel like when 

you're an adjunct, it's made so clear that you don't matter. That we come and go, and we 

just disappear and appear, there's no kind of, I don't know, commemoration. So, anyway, 

so, like, I roped in a few people, so we need to do like a something for Katy, and then 

why don't we do something for Cynthia (pseudonym)? We'll get Cynthia to come to 

Katy’s like little goodbye, our final semester meeting, and that way we can honor Cynthia 

as well… And, I don’t know. I just like resisting this system of invisible adjuncts, and 

saying no, we matter, we exist. (Interview 2, July 22, 2019) 
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Image 5: A Hybrid Car 

The internal narrative of Image 5 (see Figure 15) is a photograph of a dark gray car with 

the label “Hybrid” on the car. 

In terms of the external narrative of Image 5, the photograph features Megan’s car, which 

is a hybrid, or a car that is powered by both gasoline and electricity. Megan chose this 

photograph as an abstract representation of having to adapt to new educational technology such 

as teaching hybrid classes, flipped learning, and asynchronous. She has also had to learn how to 

incorporate multimodal projects in her classes, such as assignments that involve podcasting or 

websites. In general, Megan thought that having to keep up with these new technology-based 

forms of teaching has been a positive change for her classes. However, her main problem with 

trying to adapt these new technology-based changes in her classes was the amount of time it took  

 

 

Figure 15 

Image 5: A Hybrid Car 
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to learn the new classroom technologies or teaching methods and the fact that she wasn’t 

compensated for that time. One example she cited is the time she spent every semester setting up 

her online learning platform site. She has found the technology useful but time-consuming. 

Image 6: Collaborating with Colleagues 

The internal narrative of Image 6 (see Figure 16) is a photograph of four people looking 

and smiling at the camera, one of whom is Megan. The four people have their arms on each 

other’s shoulders, showing a team-like relationship. Behind the four of them is what looks like a 

television or computer screen. 

In terms of the external narrative of Image 6, Megan chose this photograph to show a 

FYC professional development project she was part of. The team consisted of four people, two 

adjunct and two full-time instructors, and they had to create a new unit that fulfilled a new 

 

 

Figure 16 

Image 6: Collaborating with Colleagues 
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student learning outcome as mandated by the university department. The new student learning 

outcome was to incorporate an aspect of oral communication into their FYC classes. The goal 

was for students to see the relationship between spoken and written communication. As a team, 

they collaborate by meeting once every few weeks and contributing to a running Google 

document. At the end of the semester, they presented their findings. Overall, Megan thought this 

was “a great professional development activity and also helped [them] innovate [their] classes to 

meet the new learning objective” (Interview 2, July 22, 2019). However, she did have a few 

concerns. One concern was that she wasn’t getting paid extra for doing this project. Another 

concern was that while she worked well the two of the members of the team, one member of the 

team did not contribute anything to the project and this team member was one of the full-time 

instructors. Megan was frustrated with that team member and felt that it was unfair. 

Image 7: Chairs from Megan’s Classroom 

The internal narrative of Image 7 (see Figure 17) is a photograph of five chairs with 

wheels and small tables attached to them. They look like chairs that would be particularly 

suitable for groupwork because it looks like the wheels make them easily mobile. The chairs in 

the photograph are set up in a circle format, as if ready for a small group discussion.  

In terms of the external narrative of Image 7, Megan chose this photograph because every 

semester, she thinks about how the physical arrangement of her classroom influences students’ 

learning. She explained that at the beginning of each semester, she considers how she wants 

students to be seated in groups or a large circle but she never ends up doing it. She described the 

conundrum she faces with classroom seating arrangement: 
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Figure 17 

Image 7: Chairs form Megan’s Classroom 

 

 

Excerpt 22: 

Every semester I think about how I need to maybe seat students and put them in groups, 

or put everyone in a big circle, and how I just don't do it, because I get, I don't know, I get 

nervous, and I think everyone wants to sit facing forward. I'm gonna let them sit that way, 

I'm gonna try to put people with different partners every day, but then people start like 

moaning and groaning. And then I go, oh well you guys can pick your own partners then 

and then they end up working with the same people. And how I wanna be more 

innovative and keep them on their toes, but as soon as I feel any sort of resistance, I don't 

know, that I just don't do it. (Interview 2, July 22, 2019) 

Image 8: Students from Megan’s German Class 

The internal narrative of Image 8 (see Figure 18) is a photograph of three people working 

at a large table. The three people are laughing and they seem to be having fun. On the large table, 
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there are stacks of paper, a laptop, books, and water bottles. They look like they are in a small 

conference room rather than a typical classroom. Behind the three people are glass windows 

showing what looks like an office. 

In terms of the external narrative of Image 8, Megan chose this photograph to represent 

what she perceived as a positive learning atmosphere. The photograph features students from the 

German class she taught at a German company. Megan wanted to show through this photograph 

how much fun they have together while learning German. Her German students’ genuine 

enjoyment of her German class reminded her of how “a positive learning environment just makes 

the learning objectives more attainable, makes the time go by quickly, makes people want to 

come back, makes its it fun” (Interview 2, July 22, 2019). 

 

Figure 18 

Image 8: Students from Megan’s German Class 
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Image 9: A Birthday Celebration for Megan 

The internal narrative of Image 9 (see Figure 19) is a photograph of what looks like a 

front desk area for an office space. The photograph centers on a front desk counter with a small 

white board saying “Happy Birthday Megan!” Also, a balloon tied to a bouquet of flowers and a 

couple jars of treats are placed at the front desk counter. The front desk counter space looks 

modern and minimalist, using mainly wood paneling to decorate the counter and the walls.  

In terms of the external narrative of Image 9, Megan chose this photograph because it 

represented a stark contrast between the way the German company treated her as a part-time 

German teacher and the way many university academic departments treated her as an adjunct 

English instructor. This photograph features the German company celebrating her birthday with 

a “Happy Birthday” sign, a balloon, flowers, and some cake. Megan was shocked because it was 

a complete surprise. Moreover, her birthday had never been recognized at a workplace before. 

She described her feelings upon having her birthday celebrated: 

Excerpt 23: 

I almost cried because I thought my birthday's never ever been acknowledged anywhere 

I've worked. Working as an adjunct especially, you know, I'm not gonna tell my students, 

oh it's my birthday, and I always end up teaching on my birthday, you know unless it’s a 

weekend, because it's right at the beginning of the semester. So, I don't mention it, and, I 

don't know, I've just never had it acknowledged at work, and because this is like a small 

community where I teach, it's a small company, and we've built community, and I like 

them, they like me, that that they got about doing something like this, like really meant 

something to me. It made me think about how, what it is people want out of work, their 

work life, and their work environment, and I guess on some level to me, I was like, oh, 
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Figure 19 

Image 9: A Birthday Celebration for Megan 

 

 

 

being acknowledged matters. Like, this didn't really cost them, okay maybe they bought 

me some flowers and some cake and balloon and probably cost them 20 dollars or 30 

dollars, but it wasn't that. It was that I was acknowledged that my existence was 

validated. That I was shown that I matter, and that happens so rarely in my other 

workplaces, especially, yeah, where I teach English like, no, my existence is never 

validated. (Interview 2, July 22, 2019) 
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Image 10: A Strong Sense of Community 

The internal narrative of Image 10 (see Figure 20) is a photograph of a large group of 

roughly thirteen people sitting at a table in what looks like a restaurant, looking and smiling at 

the camera. On the table, there are various beverages. There seems to be a television screen in 

the back of the room behind the group. 

In terms of the external narrative of Image 10, Megan chose this photograph because it 

featured a particular group of students from her community college ESL class that were very 

diverse and built a strong sense of community. The students were not only fellow classmates but 

they also became friends, even though everyone was from a different background. For example, 

in this group, there were individuals from Tibet, Thailand, Peru, Mexico, Brazil, Germany, and 

India. Megan had never had such a diverse class with so many countries represented. The 

photograph features their last day of class when they all went out for a beer. 

 

Figure 20 

Image 10: A Strong Sense of Community 
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Image 11: Students from Megan’s FYC Class 

The internal narrative of Image 11 (see Figure 21) is a photograph of four people sitting 

at a large table, looking and smiling at the camera. On the table are two laptops and a book. It 

looks like they might be in the middle of groupwork. 

In terms of the external narrative of Image 11, Megan chose this photograph because she 

felt like it represented the great potential a writing class could have in creating a greater positive 

impact in society. The photograph features a group of students from her FYC class. They were 

assigned to read a book and make a podcast based on the book (the same assignment as Image 

3). This group decided to read about the housing crisis in America and for their podcast, they 

wanted to interview a homeless person who was evicted. One of the students had been involved 

of a food recovery student group in which they hand out food that had not been used from the 

university cafeteria to the homeless. He invited the rest of the group to participate in a food 

 

Figure 21 

Image 11: Students from Megan’s FYC Class 
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recovery night in which they go to a neighborhood to hand out food. Though the rest of the 

group was nervous to go at first, they decided to go and came back glad that they did so because 

it gave them a different perspective on homelessness. They were surprised to meet several 

homeless people that were very eloquent in answering their questions and also homeless people 

who, in their eyes, were just like them. Megan felt that the student involved with the food 

recovery group really played a major role in making her assignment a meaningful experience for 

the other students. She described how she viewed the potential impact of her writing assignments 

in this way: 

Excerpt 24: 

The opportunity was created for him to share. I mean, we're supposed to create writing 

opportunities that respond to social and ethical issues. And, so, I try to do as much of that 

as I can, where we talk about real issues that exist. I mean, I try not to get too 

controversial, like, I don't do gun control, I don't do abortion, but everything else is okay. 

I mean, I like to create nuanced opportunities. You talk about issues and create 

opportunities to chat about and write about those things. (Interview 2, July 22, 2019) 

Megan as a TML 

Megan generally viewed teaching English (both EFL and FYC) as a very different 

experience from teaching German. Most of these differences were attributed to the fact that she 

was a native speaker of English and a second language learner of German. Her experience of 

teaching multiple languages was mainly categorized into three overarching themes: her language 

teacher emotions, her approaches to language teaching, and her LTIs. 
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Language Teacher Emotions 

In teaching both English and German, Megan experienced language teaching from both 

the perspective of a native speaker teacher (NST) and a non-native speaker teacher (NNST). 

Megan expressed feeling very different language teacher emotions in these two roles. Megan felt 

“[her] confidence in teaching English was just so much higher than German” (Interview 1, June 

16, 2019). This confidence has impacted her teaching because “[she] can feel if something’s 

right or wrong” without having to do prior research on the topic or look it up after class. In 

contrast, when it came to teaching German, she described feeling “more nervous” and “terrified 

[she’d] be labeled a fraud” (Teaching philosophy, June 9, 2019). These negative emotions were 

particularly prominent in instances when she was afraid she would forget a word or when her 

grammar would be incorrect. She specifically recalled an incident when a student asked her how 

to say the word “bicycle” in German and she forgot. She “was nervous” and “panicked” at the 

moment, but then looked up the word on her smartphone during class and answered the student’s 

question. Though her students responded light-heartedly and laughed with her about forgetting 

the word “bicycle” (Interview 1, June 16, 2019), her overall fear of making mistakes and not 

being able to answer student questions still affected her German teaching career in that she felt 

“only comfortable teaching basic German” (Teaching philosophy, June 9, 2019). However, not 

all of her emotions from teaching German were negative. In fact, because she was able to 

overcome some of the difficulties of teaching German as a NNST, Megan mentioned that she felt 

“a sense of accomplishment” from being able to achieve something she did not know she could 

do (Interview 1, June 16, 2019). 

Megan’s experience of teaching multiple languages is also characterized by the 

differences in how much she could empathize with her students, which was connected to her 
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identity as a NST or NNST. When teaching English as a NST, Megan had a more difficult time 

relating to students’ experience of learning English. She described that “because English is [her] 

native language, sometimes it’s hard to predict or even have any empathy for the difficulties” 

(Interview 1, June 16, 2019). In addition, she has noticed that as a NST teaching English, “[she 

was] slightly less perceptive of the students’ experience in the classroom” (Teaching philosophy, 

June 9, 2019). In contrast, Megan was more easily able to relate with her students when teaching 

German as a NNST. Megan noted that “because [she] started learning German as an adult, 

[she’s] more aware of what the experience is like to learn as an adult” (Teaching philosophy, 

June 9, 2019). Furthermore, in addition to having more empathy for her students as second 

language learners of German, Megan has also expressed having “a lot more empathy for non-

native English speaker teachers” as well. She felt a certain solidarity with non-native English 

speaker teachers after having taught German as a NNST. 

Approaches to Teaching Multiple Languages 

The differences in Megan’s emotions and empathy for students when teaching English 

and German impacted her respective approaches to language teaching. Megan commented her 

emotions and empathy impacted her teacher talk. When teaching English as a NST, because she 

felt like she has a more difficult time empathizing with students’ English learning experience, 

Megan explained that she was “less aware of how quickly [she] speak[s]” or “whether [she’s] 

used a far too advanced expression or unknown vocabulary and/or grammatical expression to 

explain a simple concept to a frustrated lower level student” (Teaching philosophy, June 9, 

2019). In contrast, when teaching German, Megan was “much more careful about how [she] 

expressed [herself]” by “speaking less and more simply” (Teaching philosophy, June 9, 2019). 

For example, she described that “in English, [she] might know eight synonyms for a word” but 
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“in German, [she] might know one or zero” (Teaching philosophy, June 9, 2019). One strategy 

she relied on to help her with teacher talk when teaching German is that “[she’d] express 

[herself] the same way every time in German, mostly because [she didn’t] know other ways or 

[she had] found a way that has been successful for [her] in the past” (Teaching philosophy, June 

9, 2019). Furthermore, Megan has observed that when teaching German, she was “less attached 

to meaning and more attached to accuracy”, while when teaching English, she “rarely [thought] 

about accuracy as it was [her] native language” (Teaching philosophy, June 9, 2019). Lastly, 

when teaching German, Megan felt like “a lot less of an expert”. So, after having taught German 

for a while, she “felt more comfortable not being in complete control of the content” and 

“admitting [her] mistakes” (Interview 1, June 16, 2019). Learning to be “more okay with making 

mistakes” is a lesson that Megan learned from teaching German but she was also able to apply it 

more broadly to teaching English as well. 

Language Teacher Identities 

Megan’s LTIs in teaching English and German were not based on the specific languages 

taught; instead, her LTIs were based on the perceived treatment and status she felt from the 

respective teaching positions she held in teaching English and German. When teaching English, 

Megan had been employed as a part-time adjunct instructor teaching EFL and FYC at 

community colleges and universities. As part of the adjunct faculty, she felt like adjunct faculty 

were poorly compensated for the work expected of them, isolated from one another (Excerpt 13), 

and “invisible” and “undervalued” by the academic institutions they worked for (Interview 2, 

July 22, 2019). From Excerpt 14 in Megan’s TML career trajectory, she recalled a particular 

incident of receiving a department email notifying her that a full-time professor’s mother had 

passed away. She described her response to that email in the following excerpt: 
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Excerpt 25: 

I remember thinking, like, God you know, if I died, I don't think there would be any email 

that would go out. Like, I just feel like when you're an adjunct, it's made so clear that you 

don't matter, that we come and go, and we just disappear and appear. There's no kind of, I 

don't know, commemoration. (Interview 2, July 22, 2019) 

Megan’s identity as an English teacher was strongly impacted by the specific position she held 

within the institutional hierarchy of academia. Despite her experience in being an adjunct 

instructor seemed to have been mostly negative, Megan had continued to be actively engaged in 

her adjunct identity. Specifically, she had been involved in academic conferences focused on 

providing adjunct faculty opportunities for professional development and academic recognition. 

In this way, it seemed that Megan had experienced negative treatment as an adjunct but was also 

simultaneously trying to take that language teacher identity and make a positive change for other 

adjunct instructors.  

The feeling of being unappreciated as an adjunct instructor became even more 

pronounced when Megan began teaching German in a corporate setting for a German company. 

Megan’s experience as a German instructor at a corporation was vastly different from that of an 

adjunct English instructor. While she also taught as a part-time instructor, she felt that her skills 

and teaching were valued at the German company because the purpose of the classes were to 

provide extracurricular language learning for company employees. Megan interpreted this as 

“employee retention” in that “they don’t want people to leave so they provide these fun activities 

for [the employees]” (Interview 2, July 22, 2019). Furthermore, even beyond simply working as 

“employee retention”, Megan also felt valued and appreciate in some of the small gestures that 

happened at workplace that did not necessarily have anything to do with her German teaching. 
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For example, she remembered one time in which she showed up at work and found that the 

company had prepared a “happy birthday” sign, a birthday balloon, and flowers. Megan was 

surprised that they remembered her birthday and put effort into celebrating it because as an 

adjunct instructor of English, her birthday had never been recognized by any department. In the 

following excerpt, Megan described how this incident made her feel:  

Excerpt 26: 

It made me think about how, what it is people want out of work, their work life, and their 

work environment, and I guess on some level to me, I was like oh it's being 

acknowledged that matters. Like, this didn't really cost them much. Okay maybe they 

bought me some flowers and some cake and balloons and it probably cost them 20 or 30 

dollars, but it wasn't that. It was that I was acknowledged, that my existence was 

validated. That I was shown that I matter, and that happens so rarely in my other 

workplaces, especially, yeah, where I teach English like, no my existence is never 

validated. (Interview 2, July 22, 2019) 

For Megan, celebrating her birthday was symbolic for feeling acknowledge and validated; the 

fact that her birthday had never been celebrated as an adjunct English instructor made her feel 

like she did not matter in that workplace setting.  

 It is clear that in both her LTIs as a teacher of English and German, neither identity is 

strongly based on the actual languages she was teaching. Instead, what most strongly impacted 

her teacher identity was the way she was treated overall as a teacher working and contributing to 

the workplace. What she wanted to be recognized for was not necessarily her teaching of English 

or German but her presence and contribution as a fellow colleague or employee. 

 



150                                                                                           TEACHERS OF MULTIPLE LANGUAGES 

Discussion 

The Micro Level of the DFG Framework 

The micro level of the DFG framework focuses on the main internal mechanisms that 

build the foundation of Megan’s experience of becoming and being a TML. Like Ann, the three 

main internal mechanisms from Megan’s narratives are the development of teacher knowledge, 

the application of a range of semiotic resources, and engagement with multiple emotions.  

Teacher Knowledge. One of the important internal mechanisms that impacted Megan’s 

experience of teaching English and German was managing the linguistic differences and 

similarities between the two languages. Like Ann, teacher knowledge in this respect involved her 

own language proficiency in the languages she taught. However, her situation was different from 

Ann’s in that Megan started out her language teaching career teaching her native language, 

English, and then transitioned into teaching a foreign language, German. Thus, unlike Ann, 

language proficiency was not an immediate concern to her until later in her career when she 

started teaching German. Even then, Megan’s understanding of the linguistic differences 

between English and German did not seem to have as much of an impact as Ann’s understanding 

of the linguistic differences between English and Chinese had on their respective teaching 

practices. In other words, Megan felt that she was able to use similar general teaching methods 

when teaching both English and German, though the specific curriculum and lesson activities she 

used differed based on the class context. Thus, while Ann felt like she had to acquire new teacher 

knowledge to transition from teaching EFL to CSL, hence getting a master’s degree in TCSL, 

Megan transitioned from teaching ESL to German without feeling the need to take additional 

LTE coursework in teaching German. This might be because of the greater linguistic similarities 
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between English and German as well as the different job qualification requirements that Megan 

and Ann faced, which will be explained in more detail in the “meso level” section. 

While Ann described developing strategies for adjusting her EFL teaching to CSL 

teaching, Megan described developing strategies for monitoring her use of German in the 

classroom when teaching German at a level comfortable for her proficiency level. For example, 

she controlled the vocabulary she would use during teacher talk when teaching German by using 

the same words to express herself in German every time, whereas in teaching English, she could 

more freely use different ways of expressing the same thought. However, even in applying such 

strategies, she did experience moments in the classroom where she was not able to answer a 

student’s question in class. She recalled a time when she forgot the German word for “bicycle” 

and had to look it up on her smartphone. Despite wanting to exercise greater control of her 

German teacher talk, in reflecting on her experience of teaching German for roughly two years, 

Megan felt that over time she did learn to let go of feeling the need to be a complete expert in 

German. Thus, for Megan, the development of teacher knowledge involved not only learning 

how to manage the differences in her English and German language proficiency and how that 

would affect her teaching, but also learning to accept those differences and not let them hinder 

her teaching.  

Semiotic Resources. Again, while many of the semiotic resources mentioned from Ann’s 

narratives were related to the linguistic differences between English and Chinese, the semiotic 

resources relevant to Megan’s narratives were not as language-specific. Rather, one of the main 

semiotic resources Megan mentioned in both her ESL, FYC, and German teaching was the 

integration of technology in her teaching. For example, this is evident in Megan’s use of a 

podcasting assignment in her FYC class (Image 3), the use of online learning platform sites in 
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her FYC classes (Image 5), and the use of a digital Jeopardy game as an alternative assessment 

method for her German class (Image 2).  

The need to keep up with the latest educational technology and work with colleagues to 

integrate them into her curriculum was both a source of both frustration and fulfillment. 

Particularly when teaching FYC, Megan felt frustrated because she found herself spending too 

much unpaid time doing extra tasks such as setting her required online learning platform site and 

having meetings with colleagues on incorporating a digital multimodal project into their 

curriculum. However, Megan also found technology helpful in creating dynamic and motivating 

assignments (Image 3) as well as creating alternative assessment methods more suitable for 

teaching less academically-oriented language classes, as with teaching German (Image 2). 

Furthermore, at the time of the interview, Megan expressed feeling disillusioned about language 

teaching in higher education institutions and expressed interest in finding an education-based job 

in the corporate sector. Specifically, she was seeking opportunities in “instructional design”, 

which involve designing both digital and non-digital instructional materials for companies. Thus, 

“technology” can be seen as a broad semiotic resource mediating the development of Megan’s 

teacher knowledge as both teaching methodology and a teacher skillset. In other words, 

“technology” plays an important role in influencing how Megan’s language teaching manifests 

(e.g., on digital platforms and websites), what language teaching consists of (e.g., podcasting, 

alternative assessment methods), and what language teaching career opportunities Megan 

foresees as possibilities in her future.  

Emotions. Megan experienced three main themes regarding her emotions towards 

teaching English and German: feeling anxious over teaching German as a NNS, not being able to 

empathize with her ESL students’ difficulties as a NS of English, and frustration over being 
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mistreated as adjunct faculty. The first two themes are intertwined in that they both have to do 

with Megan’s NS/NNS identities. Megan’s anxiety over teaching German as a NNS was 

discussed in the “Teacher knowledge” part of this section. Part of why she felt anxious was that 

she did not feel like an expert of German and was afraid of making mistakes or not being able to 

address students’ questions. As a NST of English, she was more confident on the subject content, 

seeing herself as an expert in English. Her expertise felt natural as she often relied on her 

instincts, which led her to being less aware and less cautious of her teacher talk. She also felt a 

greater distance with her EFL students, as she felt like she was less able to empathize with her 

EFL students’ difficulties in English learning.  

In contrast, as a NNST and foreign language learner of German, she was more uncertain 

on the subject content, sometimes having to confront making mistakes in class or not being able 

to answer students’ questions about German. Thus, when teaching German, she had to relinquish 

the need to be the expert and relinquish the sense of control she had when she was teaching 

English. Megan was also highly aware of being a NNS, as she was upfront with her students 

about not being a NS of the language and constantly aware and selective in her teacher talk. 

Megan was also able to establish a closer relationship with students from her German classes 

because it was easier for her to empathize with students’ difficulties in German learning as she is 

also a German learner. Therefore, although being a NST of English allowed her feel a stronger 

sense of expertise and confidence in teaching, it also made it more difficult for her to relate to 

her students; as a NNST of German, it was the opposite. 

The third theme relating to emotions has to do with her feeling frustrated and 

disillusioned over the mistreatment of adjunct faculty. Due to having taught at multiple higher 

education institutions for nearly ten years as an adjunct English instructor, Megan strongly 
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identified with the challenges and plight of being an adjunct instructor. She described her 

experience of being an adjunct instructor as being “eggs in an egg carton” where adjunct 

instructors were all present at the university but they were isolated from each other with no sense 

of community or collaboration (Excerpt 13). Although Megan did not use this term herself, one 

might describe her as experiencing “teacher burnout”. She became increasingly disillusioned 

about the sustainability of continuing to pursue a career in TESOL in the United States because 

of factors such as job stability in terms of opportunities for acquiring a full-time position, heavy 

workload coupled with low compensation, and feeling invisible and unacknowledged as an 

adjunct instructor.  

The Meso Level of the DFG Framework 

The meso level of the DFG framework focuses on the ways in which Megan’s 

participation and membership in certain sociocultural institutions and communities shape the 

internal mechanisms discussed at the micro level. While Ann went through undergraduate and 

graduate LTE programs and taught in multiple foreign language contexts, Megan only went 

through a master’s program in TESOL and taught mainly in the United States. Neither of these 

social contexts seemed to be salient factors in her narratives. Instead, the kinds of sociocultural 

institutions and communities that Megan highlighted dealt with different instructional positions 

within higher education and then an expansion beyond higher education. For Megan, this shift in 

moving from teaching within higher education to the corporate sector paralleled the shift from 

teaching English to teaching German. 

Teaching within Higher Education. Megan spent over ten years teaching English as an 

adjunct instructor in higher education. During this time, she gradually shifted from teaching ESL 

to FYC because she found some of her habits and mannerisms in communicating with ESL 
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learners, such as simplifying one’s language or repeating teacher talk, affecting her personal life 

and causing her frustration (Excerpt 4). When teaching FYC, most of her students were NSs of 

English so she could communicate with them naturally and focus her efforts on teaching other 

skills such as rhetoric and critical thinking. However, after having taught FYC for a while, she 

then felt that she was pigeonholed into only teaching FYC which would make it more difficult 

for Megan to branch out into other types of education-related careers (Excerpt 8). Furthermore, 

Megan simultaneously felt frustrated at the mistreatment of adjunct instructors and hopeless 

about the limited prospects of actually acquiring a full-time position teaching English in higher 

education. Thus, it was Megan’s disillusionment with the subject matter of teaching ESL and 

FYC coupled with the position of being an adjunct instructor that motivated her to seek other 

career opportunities beyond teaching English within higher education.  

Teaching in the Corporate Sector. As mentioned in the previous sub-section 

“Emotions”, Megan had spent many years working as an adjunct faculty teaching English in 

various higher education institutions. Over time, Megan began feeling increasingly frustrated by 

the lack of opportunities for full-time positions and considered education-related jobs beyond 

higher education. At the same time, Megan began teaching German as a part-time teacher at a 

German company and her experience there was thoroughly positive, specifically in terms of the 

feeling of acknowledgment and validation from the company she worked for (Image 9, Excerpt 

23). Her positive experience pushed her to question what path she might have taken in going 

forth with her teaching career; this was evident when Megan discussed the possibility of “going 

corporate” by getting a job in instructional design, a career option her colleague had taken also in 

frustration with the higher education institutions (Excerpt 15).  
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At the time of the interview, Megan had only introduced the slight possibility of working 

in the corporate sector; in fact, she felt very conflicted about leaving higher education. She felt a 

certain sense of pride and honor in the identity associated with working at an academic 

institution and felt averse to the stereotype of working within a corporation (Excerpt 16). 

Interestingly, Megan did not interpret her positive experience teaching German as pushing her 

towards a career in teaching German; rather, her comparatively positive and negative 

experiences in teaching English and German, respectively, were more based on workplace 

conditions rather than difference in the teaching of different languages itself. Thus, Megan felt 

most conflicted about her position as an adjunct instructor versus her position as an employee of 

a company, rather than teaching English versus teaching German. One might conclude that she 

more strongly identified with her workplace position as an adjunct instructor rather than the 

language she taught. 

The Macro Level of the DFG Framework 

The macro level of the DFG framework focuses on the ways in which large-scale, 

societal ideologies influence the micro and meso levels of Megan’s development as a TML. The 

two ideologies that are particularly salient for Megan are the NS/NNS dichotomy and 

social/economic inequality. 

The NS/NNS Dichotomy. So far, Megan’s NST and NNST has been mentioned multiple 

times and played several roles in Megan’s career as a TML. To summarize, as a NST of English, 

Megan felt more confident as an expert in her own native language. However, this also meant 

that she had a more difficult time understanding the difficulties of her EFL and ESL students 

because Megan had not been an English learner herself. This gradually caused greater frustration 

for her because she found that the type of communication skills and teacher talk necessary for 
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her to help her ESL student learn began to affect the way she communicated in her personal life 

(Excerpt 4). As a NNST of German, Megan felt more anxious and often feared being seen as a 

fraud because of her proficient but non-instinctual grasp of the German language. This led to 

Megan using certain coping mechanisms, such as restricting the vocabulary she used in her 

teacher talk and only teaching beginning German classes. However, she found that her 

experience a NNST of German helped her learn to accept making mistakes in her teaching. Also, 

she had closer relationships with students in her German class because Megan could empathize 

better with their learning difficulties, as she was once a German learner herself. 

Like Ann, Megan’s reflections of her NS/NNS LTIs in her narratives show that the 

experience of teaching multiple language served to complicate Megan’s conceptualization of 

what being a NST/NNST meant. Megan’s understanding of her NS/NNS LTIs did not fit into 

simple, black and white dichotomies of good versus bad, easy versus hard, natural versus 

unnatural, or novice versus expert. Rather, Megan expressed having both positive and negative 

experiences in both positions of being a NST and a NNST. However, also like Ann, Megan’s 

narratives did not show that she was able to go beyond the NS/NNS dichotomy. Her narratives 

show that she understood her teaching experiences, identities, and students in terms of the 

NS/NNS structure. What changed for Megan over time from teaching multiple languages was 

that the NS/NNS structure was no longer as black and white and more complexity was 

expressed.  

Awareness of Social and Economic Inequalities. Megan consistently conveyed in her 

narratives an awareness of how her experiences in teaching English and German were part of a 

greater system of inequality and struggle, particularly in educational institutions, which informed 
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how she perceived her role as a language teacher towards her students and colleagues as well as 

how she could use her teaching to have a positive impact on her students. 

Perhaps the most salient example of Megan’s awareness of how the greater system of 

inequalities in academic institutions is in the way Megan reacted to her perception of how 

adjunct instructors were treated. As an adjunct instructor herself, Megan felt they were 

underappreciated, undercompensated, and invisible to the academic departments to which they 

worked for. An example of how invisible Megan felt as an adjunct was when she received an e-

mail from her department about a full-time professor in the department whose mother had passed 

away and realized that the department would probably have never sent an e-mail like that if she 

had passed away because she was only an adjunct instructor (Excerpt 25). Furthermore, Megan 

also felt that adjunct faculty had little bargaining power because, as she claimed, there was a 

surplus of language teachers available to replace her. Thus, Megan did not attempt to make any 

major structural changes or confront the issue in large-scale ways (e.g., petitions, protests, etc.) 

to avoid any risk to her job security. Rather, she resisted the vicious cycle of mistreatment in her 

own small-scale approaches, such as arranging a farewell party for her co-workers who were 

leaving the department, a party that the department itself had not and would never have arranged 

for adjunct instructors (Image 4, Excerpt 21).  

While she was successful in resisting adjunct mistreatment at the individual level, the 

hopelessness for real, large-scale change in terms of better treatment of adjunct instructors 

caused Megan to feel like she had no future career in academia. She noted that even if a full-time 

position opened up at the department she worked for, she would never be hired because she was 

a white woman and most of the department faculty were already white women; based on her 

prediction, the department most likely going to hire based on the need for a more diverse faculty 
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representative of the student body, in particular hiring faculty of color. Megan’s awareness of the 

need for diversity in higher education faculty and her position in relation to that motivated her to 

consider career opportunities beyond academia, such as doing instructional design for a 

corporation.  

Megan, however, did not feel resentment towards the decrease her job opportunities 

because of diversity hiring needs. In fact, she respected diversity hiring as a positive approach to 

improving higher education because of her awareness of the greater systems of inequalities in 

higher education. This awareness also impacted her teaching, particularly in her FYC when she 

encouraged students to choose topics relating to social inequalities such as urban homelessness 

(Image 11, Excerpt 24) and valued the sense of community built in her classes amongst students 

of different backgrounds (Image 10). Finally, her awareness of greater systems of inequality also 

impacted her empathy for difficult situations students might be going through in their personal 

lives and how that might be affecting their behavior in class. Megan had great empathy for 

students dealing with a range of issues, such as coming out to their parents, dealing with family 

pressure to excel academically (Excerpt 17), adjusting to life in the United States as an 

international student (Excerpt 5), and coping with the death of a loved one. Megan’s awareness 

of each student being situated within greater systems of inequality and struggle helped her 

approach students facing difficulties outside of her classroom with sensitivity and empathy. 

Megan the Fighter 

I characterize Megan using the archetype of a “fighter”, someone who has had to engage 

in struggle, resistance, and conflict in order to survive and persevere. Primarily, Megan’s 

narrative presents herself as a fighter in battling what she perceived as the unfair treatment of 

adjunct instructors in the American higher education system. Though her enemy was not a single 
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person or entity, she felt like she had to struggle against the greater system of inequality in higher 

education, such as the lack of job stability, proper compensation, respect, and opportunities for 

job growth. Megan’s continuous battle in being an adjunct instructor was emotionally draining 

because she felt like she had no future if she continued to teach in higher education.  

Megan was also a fighter in that she saw herself as part of a collective battle with her 

adjunct colleagues as well as her students. As a language teacher, she viewed her support of 

fellow adjunct instructors and her students as a form of resistance against an unfair system. For 

example, when her adjunct colleague decided to leave her long-time adjunct teaching position 

and receive no appreciation or recognition for her time there, Megan took it upon herself to 

arrange her own celebration for her colleague as a form of resistance against the anti-adjunct 

system. Furthermore, when her students expressed difficulties in completing assignments or 

dealing with the pressure of high academic expectations, she expressed compassion towards their 

struggle, reflecting upon the difficulties she faced as a student. In many ways, Megan saw her 

colleagues and students as fellow fighters too and as a teacher, she was side-by-side in the battle 

trenches with them.  

However, Megan grew increasingly wearisome after many years of being an adjunct 

professor with no sign of being able to obtain a tenure-track position in sight. She was also when 

she experienced the benefits of language teaching at a corporate setting through teaching German 

at a private company. Megan considered switching from teaching in higher education to the 

corporate sector, a choice that she described as “selling out”. It seemed as though Megan felt like 

switching into a career in the corporate sector was akin to defecting or switching sides during a 

war. There seemed to be an assumption that she would not face the struggles and difficulties she 

faced in higher education if she switched into the corporate sector. This challenged her sense of 
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allegiance towards her own professional identity as an academic as well as her compatriot 

colleagues who continue to work as adjuncts in higher education. 
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Chapter 6: Haruko – The Performer 

Haruko’s Language Teaching Career Trajectory 

Figure 22 presents an overview of the stages of Haruko’s language teaching career. Her 

career starts in 2010 and continues on to the time of the interview in 2019. The following sub-

sections will explain in detail each stage of Haruko’s teaching career. 

Stage 1: “Chick Stage” (2010-2011) 

Haruko described her language teaching career trajectory using terms relating to the 

development stages of a bird as a metaphor. She began her language teaching career trajectory 

during her first year of teaching during 2010. At the time, Haruko was still in the middle of 

studying in a Master’s in TESOL graduate program at a university in the United States. During 

her graduate program in 2010, she was hired to be a part-time English for Academic Purposes 

instructor at an intensive English program affiliated with the graduate program. The intensive 

English program offers one year of training and mentorship to new teachers and that year of 

training is what Haruko considered to be the “chick stage.” Haruko started the “chick stage” with 

 

 

 

Figure 22  

Stages of Haruko’s Career Trajectory 
 

 

Stage 1:“Chick Stage” 

(2010-2011, 1 yr.)

Stage 2: “Juvenile Bird Stage” 

(2011-2016, 5 yrs.)

Stage 3: “Adult Bird Stage"
(2016-2019, 3 yrs)
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 “no experience in teaching” so she spent most of the year “trying to learn from observing other 

teachers and trying to do a lot of things with help from other teachers” (Interview 1, June 3, 

2019). More specifically, the teacher training consisted of being paired with a mentor teacher, 

observing the mentor teacher’s classes, and gradually working towards teaching a full class 

session under the mentor teacher’s supervision. 

Stage 2: “Juvenile Bird Stage” (2011-2016) 

After finishing one year of training, Haruko began teaching her own classes as part of the 

intensive English program. This marked the beginning of the “juvenile bird stage”. Haruko 

named this stage the “juvenile bird stage” because it represents the stage of bird development 

between a chick and an adult. During this stage, Haruko was no longer under her mentor 

teacher’s supervision. Instead, she taught her own classes. She explained that during this stage, 

she “had more experience in teaching instead of just learning from others” and she “also tried to 

do something new by incorporating new things” (Interview 1, June 3, 2019). Furthermore, she 

described her teaching during this time as “trying to see what worked for [her] and what didn’t 

work for [her] as a teacher” (Interview 1, June 3, 2019). 

In a sense, this stage can be seen as a time of experimentation and exploration for Haruko 

not only because it was her first-year teaching as a full-fledged teacher but also because of the 

diversity of teaching experiences she took on. In total, Haruko’s “juvenile bird stage” lasted five 

years and during this time, she took on three different teaching positions. This included teaching 

ESL at the intensive English program for three years (2010-2013), teaching Japanese at a local 

community temple for one year (2012-2013), and relocating to Japan to teach EFL at a Japanese 

university for three years (2013-2016).  
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Stage 3: “Adult Bird Stage” (2016-2019) 

Stage 3 began after Haruko had returned to Japan teaching EFL at the university level for 

three years. After having gained enough experience teaching in various contexts, Haruko felt like 

she had become an experienced teacher through changes in her teaching. She “felt more relaxed 

in teaching” and “could be more flexible in teaching” (Interview 1, June 3, 2019). This meant 

that she often “didn’t need to write lesson plans anymore” and was able to “change as the classes 

go” (Interview 1, June 3, 2019). Because she no longer felt nervous about teaching and no longer 

had to worry about the minute details of teaching, Haruko’s “adult bird stage” consisted of 

refining the edges of her university teaching, such as trying out new ways of eliciting 

participation and feedback from students or implementing a new extensive reading program in 

her classes. 

Epilogue: Possible Future Stages 

Haruko described several possible future stages in her language teaching career: 1) 

teaching more new classes, 2) getting involved with training teachers, 3) writing her own 

textbook or curriculum materials, and 4) starting her own English and/or Japanese language 

school in Japan or the United States, respectively.  

The first idea of wanting to teach new classes was the most probable out of all the 

possible future stages. At the time of the interview, Haruko had been teaching the Test of English 

as a Foreign Language (TOEFL) and reading classes for nearly five years at the Japanese 

university so she wanted to venture into new course subjects, such as teaching TOEIC or 

listening/speaking classes. Haruko noted that teaching TOEIC would be a likely possibility for 

her in the near future, but teaching speaking and listening classes was “almost impossible” 

because of “an unwritten rule” in her department that speaking classes are only taught by native 
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English-speaking teachers (Interview 2, July 10, 2019). This was unfortunate because prior to 

returning to Japan, Haruko had already been teaching ESL listening/ speaking courses for several 

years at the intensive English program. Even though she was an experienced, qualified candidate, 

she felt that she could only “follow the rules” and that she “couldn’t really say anything” 

(Interview 2, July 10, 2019). This led her to feeling certain that the underlying native-speakerism 

in her department would not allow her to teach any EFL listening/speaking classes. 

Haruko also considered her second idea, to be involved in training teachers, to be very 

unlikely to happen, though it was an opportunity she hoped she would have. She noted that she 

had a coworker who had been leading a teacher training seminar for students who want to 

become teachers. Haruko wanted to lead those type of seminars. However, when asked to 

estimate when in the future this might happen for her, she thought it might take another ten years 

or so in order for her to get the opportunity to train teachers. 

Haruko’s third idea for a possible future stage in her language teaching career has to do 

with filling what she perceives to be a gap in the instructional materials she is required to use 

when teaching EFL at her university. Currently, her university department has required textbooks 

and a set curriculum that Haruko must teach. While this enforces uniformity and consistency in 

course content, it also leaves little room for Haruko to teach using the material she wants. Thus, 

one project she hoped to be able to do in the future is write her own EFL textbook or create her 

own EFL course materials for Japanese students. Haruko specified that her intention would be 

primarily to create more suitable instructional materials use in her classroom, but she was open 

to eventually publishing materials for other teachers to use as well. One reason why Haruko was 

not already writing her own textbook at the time of the interview was because she was simply 

too busy teaching classes. Also, she was gathering observations and getting feedback from 
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students about what kind of course materials would be more helpful to them than the textbook 

they already used.  

Lastly, Haruko’s final idea for a possible future stage of her language teaching career is 

opening her own English language school in Japan or her own English and/or Japanese language 

school in the United States, respectively. If she opened up an English language school in Japan, 

Haruko imagined her school to be geared towards young children, like a nursery school or a 

daycare with language lessons because working with children has always been “[her] other 

dream” besides teaching at a university, (Interview 2, July 10, 2019). If she opened up a Japanese 

language school in the United States, it would be geared towards children and adults who want to 

learn Japanese for conversation purposes, mostly likely for Japanese Americans or non-Japanese 

people. She imagined her Japanese language school as “not very academic” and “more informal, 

kind of a fun place to learn Japanese and Japanese culture” (Interview 2, July 10, 2019). Haruko 

noted that her language school in the United States might even be bilingual, that is, offering both 

Japanese and English language classes, but she would not start an English-only language school 

in the United States geared towards international students, for example. She explains her 

reasoning in the following excerpt: 

Excerpt 1: 

I feel like nobody wants to come to an English school owned by a Japanese person, right? 

I feel like if I go back to the U.S., I should probably take advantage of being Japanese so I 

should open a Japanese school. It’s probably more popular that way. (Interview 2, July 

10, 2019)  

Haruko drew her inspiration for owning a Japanese school in the United States from her prior 

experience working at a private Japanese/English language tutoring center in the United States. 
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Haruko’s experience at the private language school also sparked other ideas and considerations 

in terms of opening her own language school, such as location. She described how she took 

location into consideration in the following excerpt:  

Excerpt 2: 

I’m thinking if I opened the school up in an area where Japanese people live, probably it 

will be popular, because the school I mentioned before, the Japanese lady opened a 

school in a Japanese community area where a lot of Japanese people stayed there for four 

years for work, so her students were all Japanese students from Japan who wanted to 

learn English while they are staying in America. And also, I think there are also lots of 

Americans in that area who live in the Japanese community because they are either 

Japanese American or they like Japanese culture so if I open a school in that kind of area, 

it might be popular. (Interview 2, July 10, 2019) 

 Haruko mentioned that she wanted to not only own a language school but also teach both 

English and Japanese at her own future language school. In some ways, the underlying desire for 

owning and teaching at her own language school is linked to her motivation to write her own 

textbook, that is, wanting to have more independence and creative control over her own teaching. 

She described her motivation to open her own language school in the following way: 

 Excerpt 3: 

I think but the most important thing for me is if I open my own school, I can just do 

anything I want, however I want to teach. So, for example, I can make my own rules to 

follow or I can choose my own teaching and I can decide my own materials or textbooks 

or syllabus, anything. I can decide everything. (Interview 2, July 10, 2019) 
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However, Haruko felt that if she were to teach Japanese, she would need to “study more” 

and possibly “go to school again” to learn how to teach Japanese. She compared this to her 

experience of going to a TESOL graduate program to learn how to teach English. In particular, 

she wanted to learn more about teaching grammar and Japanese culture. Even though Haruko is a 

native speaker of Japanese who was born and raised in Japan, she felt that she only had a surface 

level of knowledge about Japanese culture. She described this in the following way: 

 Excerpt 4: 

 I know some Japanese culture, like the holidays and Japanese tea ceremony, that kind of 

stuff. But lot of times, when foreigners study Japanese, they already know a lot about 

Japan so they want to know details, like history, how something happened… I’m not 

really good at Japanese history. (Interview 2, July 10, 2019) 

Finally, Haruko was aware that of the four possible future projects she might take on in 

her language teaching career, opening up her own language school would be the most difficult to 

achieve in a practical sense. She recognized that it takes a lot of time, effort, and money to start 

her own language school and that any entrepreneurial investment is a risk. 

Haruko’s Photo-narratives 

These are visual representations of Haruko’s recent everyday life as a language teacher. 

At the time of data collection, Haruko was in Japan teaching EFL courses at a university. 

Image 1: Textbook Used in Haruko’s Class 

The internal narrative of Image 1 (see Figure 23) is a photograph of the cover of a 

TOEFL textbook published by Longman, an established academic publishing company. The 

cover is colorful and entirely in English. 
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Figure 23 

Image 1: Textbook Used in Haruko’s Class 

 

 

In terms of the external narrative of Image 1, Haruko chose this photograph to represent 

one of the difficulties she has faced when teaching university EFL in Japan. The textbook shown 

in Image 1 came from her TOEFL classes consisting of students with TOEFL scores ranging 

from 380 to 450. Despite the wide range of English proficiency levels of students from her 

TOEFL classes, she was required to use the same syllabus and the same textbook for all her 

classes because all of the student are required to take the same final exam. Having to use the 

same textbook made it difficult for Haruko when teaching lower level students so she had to 

adjust her teaching to make the course content more level-appropriate. She describes the 

adjustments she has had to make in the following excerpt: 
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Excerpt 5: 

Well, I’m supposed to do all the exercises in the textbook, but for the lower classes I just 

don’t do everything because I can’t finish everything. So I will reduce the amount of 

exercises in the lower class levels, and for the quiz, I make it easier for the lower classes, 

so they have motivation to study. Like for example, for the higher level classes, I have 

them write the meaning of vocabulary in Japanese, but the lower level classes I have 

choices for students to choose the definition, which is much easier than writing it on your 

own. So something like that, I adjust my teaching to get my teaching to different levels. 

(Interview 3, August 17, 2019) 

Image 2: Reviewing Textbook Content 

The internal narrative of Image 2 (see Figure 24) is a photograph of the front of a 

classroom. The photographer looks to be standing from the back of the classroom looking 

forward, showing the chalkboard, teacher podium, a projector screen, and student tables and 

chairs. The focus of the photograph seems to be centered on the projector screen, on which a 

Jeopardy-based game board is displayed. 

In terms of the external narrative of Image 2, Haruko chose this photograph to represent 

one of the activities she uses in her EFL classes in Japan to motivate her students to use English 

more often. The photograph shows a Jeopardy-based game she created to review textbook 

content. For the game, Haruko had students form small groups and compete with each other as 

teams. She found that when using this game, “everyone participates in the group, even the quiet 

students participate to find answers together so it seemed like they really enjoy it, more than 

normal classes” (Interview 3, August 17, 2019). 
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Figure 24 

Image 2: Reviewing Textbook Content 

 

Image 3: Haruko’s Self-Introduction 

The internal narrative of Image 3 (see Figure 25) is a photograph of the front of a 

classroom. The photographer looks to be standing from the back of the classroom looking 

forward, showing mainly the chalkboard, a projector screen, and a student table and chair. The 

classroom is dark and the focus of the photograph seems to be centered on the projector screen, 

which displays a slide titled “My Introduction”. On the slide, there are five photographs. Four 

photographs are positioned at the four corners of the slide and look like they are photographs of 

different places. One photograph is positioned at the center of the slide and looks like a 

photograph of a person wearing a graduation cap and gown. 
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Figure 25  
Image 3: Haruko’s Self-Introduction 

 

 

 

In terms of the external narrative of Image 3, Haruko chose this photograph to show how 

she typically introduces herself to her students during the first day of class. She designed this 

slide to show pictures from her past experiences studying abroad in the United States, including 

her graduation picture and pictures of Los Angeles and San Francisco. During the first day of 

class, she would typically have her students ask questions about the pictures and then she would 

talk about her experience studying abroad. Haruko chose to introduce herself in this way and 

focus on her experience studying abroad because she hoped it would “give them motivation to 

study English [and] maybe some people would want to study abroad like [her] in the future” 

(Interview 3, August 17, 2019). Haruko also mentioned that this was not the only time during the 

school year in which she would bring up her experiences studying abroad. For example, during 

Halloween, she would wear her undergraduate cap and gown as her Halloween costume. She 
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found that students would find her graduation cap and gown particularly interesting because in 

Japan, most students wear a suit or a traditional kimono rather than a cap and gown during 

graduation. Japanese students are familiar with the cap and gown because they have seen it in 

American movies so they often want to try it on when they see Haruko wear it during Halloween.  

Haruko explained that she also liked to use photographs to increase students’ motivation 

when she taught Japanese in the United States, except she used a different set of photographs. 

For example, when teaching Japanese, she would use a photograph of her own family when 

students were learning the vocabulary for family members.  

Image 4: An Ice-breaker Activity 

The internal narrative of Image 4 (see Figure 26) is a photograph of the front of a  

 

Figure 26 

Image 4: An Ice-breaker Activity 
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classroom. The photographer looks to be standing from the back of the classroom looking 

forward, showing mainly the projector screen with the chalkboard in the background and student 

tables and chairs at the sides. The focus of the photograph seems to be centered on the projector 

screen, which displays a slide titled “Ice-breaker”. On the slide, there are three questions written 

in English and one photograph.  

In terms of the external narrative of Image 4, Haruko chose this photograph to show 

another activity she uses during the first day of her EFL class in Japan to encourage student 

interaction in English. She makes sure the students are using only English to say their names, 

hometown, and what they did during summer vacation as a warm-up activity. 

Image 5: Social Isolation When Speaking English 

The internal narrative of Image 5 (see Figure 27) is a photograph of seven round objects: 

one green and six yellow objects. The objects are arranged so that the yellow ones are grouped 

together separate from the isolated green object. 

 

Figure 27 

Image 5: Social Isolation When Speaking English 
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In terms of the external narrative of Image 5, Haruko chose this photograph as an abstract 

representation of a common pattern she has witnessed her students facing for speaking English in 

her EFL class in Japan. She used colored magnets to represent individual students. The green 

magnet represents students who want to speak English in class and the yellow magnets represent 

students who do not. Haruko has noticed that students who want to speak English become 

socially isolated in class because they “stand out”; thus, in order to avoid being cast out as 

“different” or judged as “showing off”, students may avoid speaking English during her EFL 

class even if they want to. Haruko has seen this happen in discussion groups when a student 

might start off speaking English but revert to Japanese when other group members speak 

Japanese.  

Haruko explained that this even influences students’ English pronunciation in that 

students who may have good English pronunciation will intentionally use a Japanese accent 

because they do not want to “stand out” or seem like they are “showing off” (Interview 3, August 

17, 2019). Haruko described her observations in the following excerpt: 

Excerpt 6: 

There are some students who have very good English pronunciation but they try to speak 

like other Japanese people, you know what I mean? They have very good pronunciation 

and when I talk with them, they have very good pronunciation, but in class, when they 

read something, they try to read like Japanese English. There are a lot of people like that. 

Especially, our school has a lot of people who are half, like half American or half 

Japanese, or there are also some foreigners who moved from Taiwan or Vietnam. And, I 

know their English is good but they don’t want to show off, so they just change it to 

Japanese-style English. (Interview 3, August 17, 2019) 
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Image 6: Drawings on the Chalkboard 

The internal narrative of Image 6 (see Figure 28) is a photograph of a chalk drawing on a 

chalkboard. The chalk drawing is separated into two parts, one on the right and one on the left. 

The drawing seems to feature doors, a few objects, and two people.  

In terms of the external narrative of Image 6, Haruko chose this photograph to show a 

new strategy she had recently started using in order to help students with English reading skills 

in her EFL class. As mentioned in the description of Image 1, Haruko has had to use the same 

textbook year after year in all her classes. Something new that she tried was to ask students to 

draw a picture of a passage they had just read from the textbook. Image 6 shows the drawings 

from two different groups, one on the right and one on the left. Students were organized into 

small groups and asked to discuss what kind of picture they should draw to represent what they 

had read in the textbook. The drawings shown in Image 6 are about a story in the textbook of a  

 

Figure 28 

Image 6: Drawings on the Chalkboard 
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girl who survived the Haiti earthquake. Previously, Haruko would ask students to write a 

paragraph-long summary of the reading to see if they understood what they had read. However, 

she found that many students did not do the assignment because it was too difficult so she started 

to give the option of drawing a picture that summarizes the reading. Haruko found that allowing 

students to draw pictures not only made it “more fun” for the students but also allowed them to 

“choose what they are good at” to show their understanding of the reading. Overall, she felt it 

was a more effective method of assessing whether or not students understood the reading. 

Image 7: Megan’s Example of a College Application Video 

The internal narrative is Image 7 (see Figure 29) is a photograph of a video of Haruko 

displayed on a projector screen.  

In terms of the external narrative of Image 7, Haruko chose this photograph to show 

another new activity she has used in her EFL class in Japan. In the textbook, there was a reading  

 

Figure 29 

Image 7: Megan’s Example of a College Application Video 
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passage about a new method of applying for college in the United States – a college application 

video. Haruko said that the idea of submitting a video to apply for college is new to her students 

in Japan because Japanese students typically take exams to get into college. In order to help her 

students gain a better understanding of the topic, she made an example of a college application 

video as if she were a high school student applying for college and posted it on Youtube for her 

students to watch. She also had students make their own college application videos based on the 

content of the reading passage, such as the length and content of the video. Haruko felt that 

having students make their own videos was a good way of showing their understanding of the 

reading passage while also allowing them to practice speaking English.  

Image 8: Digitally Highlighting the Textbook 

The internal narrative of Image 8 (see Figure 30) is a photograph of the projector screen 

displaying a typed English passage. It looks like it might be a passage from a textbook. Selected  

 

Figure 30 

Image 8: Digitally Highlighting the Textbook 
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lines from the passage are highlighted in different colors. 

In terms of the external narrative of Image 8, Haruko chose this photograph to show 

another new teaching technique she has used in her EFL class in Japan. In this photograph, she is 

using a PowerPoint slide to show a reading passage scanned from the textbook. As she is going 

over the answers for comprehension questions about the passage, she is also highlighting where 

the answers can be found within the passage. Each color represents a different comprehension 

question from the textbook. By using different colors, Haruko found that students were more 

easily able to follow along, take notes, and review their notes. For Haruko, this was an 

improvement from the way she used to go over the answers to the textbook’s comprehension 

questions, which was simply verbally saying the answers out loud. When she only relied on 

verbally saying the answers, some students had a difficult time keeping up. 

This technique was inspired by a similar technique Haruko used in her Japanese class in 

the United States. In her Japanese class, there were no slide projectors and no computers for her 

to use. Instead, she used colored chalk on the blackboard to make her teacher talk more visually 

clear. 

Image 9: An Extensive Reading Program 

The internal narrative of Image 9 (see Figure 31) is a photograph of a collection of book 

covers labeled as “Books read in this course”. The book covers look colorful and fun, perhaps 

geared towards younger readers such as elementary school students. All of the book covers use 

English only. 

In terms of the external narrative of Image 9, Haruko chose this photograph to show a 

new extensive reading program that she had recently started in her EFL class in Japan. For the  
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Figure 31 

Image 9: An Extensive Reading Program 

 

 

extensive reading assignment, students have to read 30,000 words for one semester outside of 

class. Her university uses an online program where students can read selected e-books and take 

comprehension quizzes online. When students pass a quiz, the book is added to a record of the 

books the student has read so far during the semester. Image 9 is a screenshot of what the record 

of finished books looks like. Haruko’s goal in implementing this extensive reading program is to 

“create a learning environment where students could have more English input” (Interview 3, 

August 17, 2019). 

Image 10: Using Japanese to Teach EFL 

The internal narrative of Image 10 (see Figure 32) is a photograph of a chalkboard with 

English and Japanese writing on it. The writing seems to be an English grammar lesson taught in 

Japanese. 
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Figure 32 

Image 10: Using Japanese to Teach EFL 

 

 

In terms of the external narrative of Image 10, Haruko chose this photograph to represent 

her use of Japanese in her EFL class in Japan. For Haruko, one of the main differences when 

transitioning from teaching ESL in the United States and EFL Japan was the use of her L1 

(Japanese). When teaching ESL at an intensive English program in the United States, Haruko did 

not use Japanese at all in her teaching. However, when she moved back to Japan and taught EFL, 

she found herself using Japanese more often. Haruko described how she felt about using 

Japanese in her EFL teaching in the following excerpt: 

Excerpt 7: 

Since students all speak Japanese, I guess the good thing is I can use Japanese 

explanations to explain some grammar points. So I wrote on the board that these are two 

infinitives, there are three different meanings in two infinitives, and also students are 
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really confused with the use of that, or that clause, or it’s a relative clause or a noun 

clause, so I can write that in Japanese because we all share the same language. But at the 

same time, I think this is kind of not good because we tend to do some translation, a little 

bit, because just going over comprehension questions is not enough for them to 

understand the reading. So I use some Japanese translations of words or some difficult 

phrases as we look at the articles in the textbook because the textbook is written all in 

English and sometimes students don’t understand the exercise questions, what they are 

asking in English, so we have to go through that in class as well. (Interview 3, August 17, 

2019) 

From this excerpt, we can see that Haruko felt conflicted about using Japanese in her EFL class. 

On the one hand, she recognized how using Japanese can be helpful for students when 

understanding grammar explanations or difficult words and phrases. However, she also felt 

guilty about using Japanese because she felt like she was reliant on translation. Overall, Haruko 

acknowledged that using Japanese was actually useful and helpful for her students’ learning and 

comprehension of course material because they were all speakers of Japanese. In contrast, when 

teaching ESL in the United States, Haruko had students from a wide variety of different 

linguistic and cultural backgrounds; therefore, using Japanese was out of the question.  

Image 11: An Empty Classroom 

The internal narrative of Image 11 (see Figure 33) is a photograph of an empty 

classroom. The photographer is standing near the back of the classroom and looking forward. In  

the front of the classroom is a chalkboard and a podium. Students’ tables and chairs are arranged 

in pairs.  
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Figure 33 

Image 11: An Empty Classroom 

 

 

 

In terms of the external narrative of Image 11, Haruko chose this photograph to show the 

classroom she had been teaching in. On a typical day, the classroom would be filled with 

students and she described the classroom as difficult to walk around. However, she appreciated 

that the classroom desks were arranged in pairs so that it was easy for her students to work 

together for pair work or group work.  

Haruko as a TML 

Language Teacher Emotions 

Haruko explained that she felt more stressed and anxious teaching Japanese at a local 

community temple in the United States than teaching ESL in the United States or EFL in Japan. 
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She described some of her emotions as a language teacher of both English and Japanese in the 

following excerpt: 

 Excerpt 8: 

For me, transitioning from teaching English to Japanese was very different and difficult. 

For teaching Japanese, I never learned how to teach Japanese and Japanese is my native 

language so I never studied Japanese grammar so I couldn’t really tell what was difficult 

for students and why they were having trouble. So for me, teaching Japanese was more 

stressful and difficult. Whereas when I’m teaching English, I learned English as a 

second language, so I could kind of tell why students were having trouble. So I would 

say it’s less stressful and easier for me to teach English now. (Interview 3, August 17, 

2019) 

One might find it surprising that Haruko considers Japanese more stressful to teach than English 

because she considers herself to be a NS of Japanese and a non-native speaker of English. 

However, the main reason she felt less stressed teaching ESL and EFL as a NNST is because 

being a NNST provides her with the ability to empathize with her students as she was once in 

their position as a language learner.  

Approaches to Teaching Multiple Languages 

Haruko found that many of the teaching methods she had learned while going through 

mentorship and teacher training for teaching ESL in the intensive English program were 

transferrable to teaching Japanese at her local community temple in the United States. Haruko 

explained that “[her] teaching style is similar for both languages” in that she primarily used 

communicative language teaching along with common classroom strategies such as pair work 

and group work with the goal of “encouraging [students] to use the target language as much as 
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possible” (Teaching Philosophy, June 19, 2019). Her experience in being able to “use similar 

methods in teaching both languages helped [her] gain confidence in [her] teaching” (Interview 3, 

August 17, 2019).  

However, when it came to teaching EFL at universities in Japan, Haruko was not able to 

use communicative language teaching. In fact, even though she had always taught using English 

as the language of instruction in her teacher training and prior experience of teaching ESL in the 

United, she found that in Japan, she often had to teach EFL using Japanese. This is because 

Haruko’s university students are required to pass a final exam based on their English skills and 

the only way to cover all of the content in class is to prioritize speed and efficiency over 

communicative learning by using Japanese to teach English. Therefore, when Haruko returned to 

Japan and began teaching EFL there for the first time, she had to readjust her teaching 

methodology, reverting back to teaching English using mainly grammar translation, the way at 

she learned English when she was a student in Japan.   

Overall, Haruko’s university EFL teaching position provided her with little freedom for 

creativity and innovation in her teaching. For example, she was assigned a required textbook to 

use and in order to make sure that she covered enough of the textbook content to prepare 

students for the department’s final exam, she did not have much time to use many supplementary 

materials to complement the required textbook. However, Haruko still managed to find areas 

where she was able to experiment with new teaching approaches that would help motivate and 

engage her students. For example, she explored new ways of elicit responses to questions from 

the textbook, such as using drawings (Image 6) or interactive clickers. She also used more 

engaging methods of going over textbook material, such as scanning textbook pages to use as 

PowerPoint slides (Image 8) and creating short videos based on textbook content (Image 7). 
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Furthermore, she used whole-class games (Image 2) to review textbook content and assess 

student progress in more communicative and interactive ways. Lastly, she even introduced an 

optional extensive reading assignment inspired by an academic workshop on extensive reading 

headed by one of the colleagues. What these examples show is Haruko’s continuous effort to 

incorporate more communicative and interactive-based approaches to language teaching as 

grounded in her training and previous teaching experience while still working within the 

constraints and fulfilling the requirements as set by her department. 

Language Teacher Identities 

One of the primary LTIs that has impacted Haruko’s teaching of multiple languages is 

being a NS of Japanese and a NNS of English. As mentioned earlier in the sub-section “language 

teacher emotions”, one of the ways that the NS identity influenced Haruko’s teaching was that 

she felt more stressed about teaching Japanese because she had a difficult time empathizing with 

the problems her learners of Japanese might have; on the contrary, since she had been an English 

language learner, it was easier for her empathize with her ESL and EFL students’ difficulties. 

Also, Haruko noted that from teaching Japanese, she learned that “it’s important to study the 

target language well in order to teach it; just being a NS is not enough to teach the language” 

(Interview 3, August 17, 2019). These beliefs came from Haruko’s experience teaching Japanese 

in the United States, when she experienced difficulty in trying to explain Japanese grammar and 

culture to her students. This impacted her teaching because she found that she tended to “spend 

more time on explanations rather than practicing the language” (Teaching Philosophy, June 19, 

2019). Sometimes, she could not come up with a good explanation for a student’s question about 

Japanese grammar so she often had to do some research after class and come back the next week 

with an appropriate answer to the student’s question (Interview 1, June 3, 2019). What Haruko 
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concluded from her experience as a NS of Japanese teaching a Japanese class in the United 

States is that she could not solely rely on her NS proficiency of Japanese and if she wanted to 

continue to teach Japanese, she would have wanted to go through more schooling to learn about 

teaching Japanese. 

 Another way Haruko’s dual NS and NNS identity impacted her teaching of multiple 

languages was in the way that her students perceived her as their teacher and how that may have 

impacted their language learning. When teaching ESL in the United States and EFL in Japan, 

some of Haruko’s students saw her as a role model, particularly the students who also came from 

Japan. While this is also directly tied to the concept of “empathy” as discussed in the previous 

sub-section “language teacher emotions”, the previous sub-section mainly focused on Haruko’s 

ability to empathize with her students, whereas in this scenario, seeing Haruko as a role model 

comes from the student’s ability to empathize with Haruko. Haruko mentioned that because she 

is a Japanese NNS and language learner of English, “some of [her] current students often tell 

[her] that they want to speak English like [her] in the future” (Teaching Philosophy, June 19, 

2019). She sometimes even hears “students copying [her] English” because “they want to speak 

English like [her]” (Interview 1, June 3, 2019). In fact, this has influenced Haruko’s teaching in 

that she “shared [her] own learning experiences with students and spoke English as much as 

possible so that [she could] become their ideal English speaker” (Teaching Philosophy, June 19, 

2019).  Some students even saw her as a role model not just as a NNS of English but also as a 

NNS teacher of English. Haruko explained this in more detail in the following excerpt: 

Excerpt 9: 

When I was teaching at the intensive English program, there was a Japanese exchange 

student from Japan in my class. When she saw me teaching English in America as a 
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Japanese, she was very impressed by how I could teach English, not my first language but 

second language, so she said she wanted to become a teacher just like me. So that was a 

high point for me, because I could encourage students to learn English and also gave me 

some confidence to teach English. (Interview 1, June 3, 2019) 

Haruko had a vastly different experience of teaching Japanese in terms of the way she felt 

her students perceived her as a NS. Haruko felt that because she was a NS of Japanese, “students 

probably expected [her] to answer all the questions they had”, which made her more nervous 

when teaching Japanese (Interview 3, August 17, 2019). Furthermore, Haruko also felt that while 

some of her ESL/EFL students might have viewed her as a role model in speaking English, she 

explained that students in her Japanese class “don’t get motivated as much by seeing [her] speak 

Japanese because [she is] a native speaker of Japanese” (Teaching Philosophy, June 19, 2019). 

What Haruko experienced in teaching Japanese in the United States was that her students 

expected a certain level of proficiency from her as a NS of Japanese and so she was no longer 

seen as a role model from the students’ point of view.   

 Besides Haruko’s NS and NNS identities impacting her language teaching, other LTIs 

were also important were her identity as someone who has studied abroad and her identity as a 

teacher of both English and Japanese. In the beginning of each semester when teaching EFL in 

Japan, Haruko often introduced herself to her students by talking about her experience studying 

abroad in the United States (Image 3). She described an example of her students taking interest 

in her past experience studying abroad. 

Excerpt 10: 

They ask me, where I studied abroad, why I studied abroad, how long usually, how long 

it took for me to speak English. They really want to know. If they study one year, can 
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they speak English or it has to be like two years or longer time. Also, they ask about 

where I lived and how was life in the US. I feel like I’m helping my students. Actually, 

not many teachers at our school have studied abroad because they’re older teachers and 

they never studied abroad. I think for students, having study abroad experience is pretty 

positive for them. (Interview 3, August 17, 2019) 

Haruko felt positive in her students’ seeking advice about studying abroad from her. This was a 

special identity for Haruko because it was an aspect of who she is that sets her apart from the 

other, more senior faculty members. Though not necessarily directly related to being a language 

learning or teaching, studying abroad is a possible factor that can impact students’ motivation to 

learn a foreign language.  

 Lastly, the language teacher identity that connects all the identities together is the identity 

of someone who has taught more than one language. Haruko described the way this plays out in 

her interactions with her students:  

 Excerpt 11: 

 So when I teach English in Japan right now, sometimes my students ask me about my 

background in college and my career. So I said, oh I used to teach Japanese in America 

and English. Students are really surprised that I can teach two languages. Some students 

actually now want to go abroad and teach Japanese but a lot of students are surprised that 

I can teach both languages because usually people teach one language, right? So for some 

students, that’s really impressive to them. (Interview 3, August 17, 2019) 

Haruko’s identity of being a teacher of multiple languages is relatively new and came from her 

experience sharing her past experiences teaching in the United States to her students in Japan. 

Yet, it presents itself as a cumulative identity integrating the other LTIs Haruko has mentioned as 
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a type of role model for her students in terms of being successful as a language learner, a student 

who has studied abroad, and a language teacher. Aside from her students’ positive impression of 

Haruko as a teacher of multiple languages, it is interesting to note that none of Haruko’s 

colleagues and co0workers know about her past experiences in teaching multiple languages. 

According to Haruko, they do not know that she has taught Japanese before and simply know her 

as an EFL instructor because the topic simply has never come up.   

Discussion 

The Micro Level of the DFG Framework 

The micro level of the DFG framework focuses on the main internal mechanisms that 

build the foundation of Haruko’s experience of becoming and being a TML. As with Haruko and 

Ann, the three main internal mechanisms from Megan’s narratives are the development of 

teacher knowledge, the application of a range of semiotic resources, and engagement with 

multiple emotions.  

Teacher Knowledge. Like Ann and Megan, Haruko’s teacher knowledge also involved 

learning and understanding the linguistic differences and similarities between two languages and 

what implications that had for her teaching. Haruko’s experience of developing this teacher 

knowledge was more similar to Ann’s experience than Megan’s, in that Haruko also had 

difficulty transitioning from the first language she taught (i.e., English) to the second language 

she taught (i.e., Japanese) primarily because of the linguistic differences, such as grammar 

(Excerpt 8). One reason why the linguistic aspects of teaching Japanese was difficult for Haruko 

was because, unlike Ann, she did not receive any LTE in the second language she taught. In this 

respect, Haruko’s experience is more similar to Megan’s, who also did not receive any LTE 

when it came to teaching German. Furthermore, because Haruko is a NS speaker of Japanese, 
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she was unable to draw on any personal experiences of learning Japanese as an L2 learner, as 

Megan did, to help her predict or empathize with her Japanese learners’ difficulties.  

For Haruko, the inability to empathize with her students of Japanese as a NS of Japanese 

and the lack of LTE in teaching Japanese impacted her teaching efficacy. For example, Haruko 

recalled that she often did not know how to respond to students’ questions about Japanese 

grammar because she had never taken any classes explicitly learning or teaching Japanese 

grammar. On the contrary, Haruko did not experience difficulty in explaining English grammar 

because she not only had taken pedagogical English grammar courses as part of her graduate 

TESOL program, but also she had the experience of explicitly learning English grammar as an 

EFL learner in Japan. Therefore, she was much better prepared to address grammar issues in 

English than in Japanese because she was able to draw from the knowledge she received from 

her LTE and her personal experience as an EFL learner in Japan. Because of the feeling that she 

did not have sufficient teacher knowledge to teach Japanese, she noted that if she wanted to 

further pursue Japanese teaching in the future, such as opening her own Japanese language 

school in the United States (Excerpt 1-3), she would have liked to enroll in a graduate program 

that provided more LTE in teaching Japanese. This topic will be discussed in further detail in the 

“meso level” sub-section below. 

Semiotic Resources. When discussing the semiotic resources that mediated Ann’s and 

Megan’s experience of being a TML, I discussed the role semiotic resources played in Ann’s 

management of the linguistic differences in her teaching of English and Chinese as well as in 

Megan’s use of technology in teaching English and German. In Haruko’s case, I will discuss the 

role semiotic resources played in Haruko’s attempt to adjust and balance changes in her creative 

agency and independence as a language teacher when transitioning from teaching English to 
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Japanese. Haruko taught ESL and Japanese in the United States as well as EFL in Japan and in 

each of these three positions, she experienced different degrees of creative agency in designing 

the curriculum and lessons.  

When teaching ESL and Japanese in the United States, Haruko was expected to use 

communicative language teaching, and the curriculum did not depend on students’ performance 

on standardized tests. Thus, she was also allowed more freedom in how she designed her courses 

and activities. However, when it came to teaching EFL in Japan, Haruko was unable to use 

communicative language teaching because there was a certain amount of content she was 

expected to cover from the textbook in class in order for her students to effectively pass their 

department-mandated semester final exams. Furthermore, Haruko was unable to choose what 

textbook or final exam to use because both were issued by the department to maintain 

consistency between classes taught by different instructors (Image 1, Excerpt 5).  

Even though Haruko experienced less creative agency in her EFL teaching in Japan, she 

was still able to apply new teaching approaches for her students as mediated by the use of 

various semiotic resources. For example, she had students use drawing as a way of creatively and 

holistically eliciting response to questions from the textbook (Image 6). She also experimented 

with more effective ways of going over textbook content, such as scanning and color-coding 

textbook pages onto PowerPoint slides (Image 8) and creating multimodal videos based on 

textbook content (Image 7). She also used whole-class games displayed through a projector as an 

alternative method of assessing student progress on textbook content (Image 2). Finally, she even 

managed to introduce additional language learning opportunities that were supplementary to the 

required curriculum, namely through communicative ice-breaker activities (Image 4) and 

optional extensive reading assignments (Image 9). Ultimately, Haruko was able to orchestrate a 
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range of semiotic resources (e.g., visual, auditory, digital, multimodal, interactional) to 

customize the aspects of her classes that she could with the purpose of creating a more 

communicative and engaging learning experience for her students. She imagined that in the 

future, she might want to start her own language school with the main motivating reason being 

that she would be able to teach and design the curriculum the way she wanted to (Excerpt 3). 

Emotions. Haruko experienced very different emotions upon teaching English and 

Japanese that were influenced by her LTIs as NST and NNST as well as her teacher knowledge 

of the two languages. When teaching English, whether in the United States or Japan, Haruko felt 

confident and proud because students who were NNS of English would express admiration for 

her, a NNST of English. Haruko recalled a Japanese international student in the United States 

telling her that she was impressed that Haruko, a NNS of English, could be teaching English in 

the United States, and that she wanted to become a teacher like Haruko (Excerpt 9). Furthermore, 

Japanese students in Japan have also expressed interest and admiration of Haruko as their EFL 

teacher because of Haruko’s extensive experience living, working, and teaching in the United 

States (Excerpt 10, 11). Thus, Haruko’s NNST identity had become a way for her to be seen as a 

role model for her EFL students as a level of proficiency and career success that they could also 

possibly achieve.  

In contrast, Haruko felt stressed when teaching Japanese, mainly because she felt like she 

lacked sufficient teacher knowledge to teach Japanese. Haruko found teaching Japanese 

particularly difficult because she had neither learned Japanese as an L2 learner nor had she taken 

any LTE in teaching Japanese. Therefore, she found it difficult to understand what difficulties 

students were having (Excerpt 8). In addition, even though Haruko was a NS in Japanese, she did 

not feel that students looked up to her as a role model in the way that her EFL students did. If 
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anything, it was because she was a NS of Japanese that her students expected her to speak 

Japanese fluently and did not express any sense of admiration to her. For Haruko, these emotions 

over teaching Japanese were related to the type of (or lack of) teacher knowledge she had. 

The Meso Level of the DFG Framework 

The meso level of the DFG framework focuses on how Haruko’s participation and 

membership in certain sociocultural institutions and communities shape the internal mechanisms 

discussed at the micro level. In Haruko’s narratives, the two main sociocultural institutions and 

communities that are featured are additional LTE programs that Haruko would like to participate 

in and Haruko’s prior experience living, studying, and teaching in the United States. 

The Desire for Additional LTE. As mentioned in the “micro level” section, Haruko felt 

that she did not have adequate teacher knowledge to confidently teach Japanese. She felt that her 

LTE in the form of TESOL graduate courses had prepared her to teach ESL and EFL. It gave her 

a sense of knowing what she was doing because her teaching was guided by research and 

methodology. In contrast, she felt that her lack of LTE in teaching Japanese as a foreign 

language left her ill-prepared to teach Japanese in the United States, specifically when it came to 

explaining Japanese grammar. In fact, receiving formal LTE in teaching Japanese seemed so 

important to Haruko that when Haruko described the possibility of opening up her own bilingual 

English and Japanese school in the United States, she mentioned that she would need than what 

she had learned to go through some sort of Japanese LTE program first in order to feel 

sufficiently prepared. This is quite different from Ann’s primary motivation for completing 

additional LTE in Chinese, which was focused on her understanding that in order to teach 

Chinese abroad, she needed to have a graduate degree in TCSL. Haruko was not facing any 

formal qualifications as mandated by an academic institution. Rather, Haruko focused more on 
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the additional LTE as a source of teacher knowledge, self-confidence, and social credibility 

when it came to expanding her Japanese teaching into a possible business venture.  

Certainly, one can imagine that not all language teachers feel the same need for 

additional LTE; Megan certainly did not mention the need to receive further LTE when teaching 

German. This might be because some language teachers may have found their initial experience 

with LTE had been primarily negative or unhelpful. Other teachers may feel that they are already 

able to transfer what they had learned from the LTE they received for the first language they 

taught to their teaching of an additional language, like Megan. However, Haruko’s experience 

from teaching Japanese in the United States, including the emotions she felt, the reactions from 

her student, and her own self-assessment of how well she did, made her feel that she needed to 

take additional LTE to be better prepared.  

Living, Studying, and Teaching Abroad. One important aspect of Haruko’s 

involvement in sociocultural institutions and communities that was similar to Ann’s is her 

experience living, studying, and teaching in the United States. Her participation in various 

academic and non-academic communities in the United States had a substantial influence on the 

development of her LTI and her approaches to language teaching. Haruko lived in the United 

States for nearly ten years, starting from her undergraduate studies and continuing through her 

graduate studies and part-time ESL teaching at various universities afterward. Throughout these 

ten years, she not only took on the identity of a Japanese international student studying for her 

undergraduate and graduate degrees at reputable American universities, but she also took on the 

identity of a NNST of English at American higher education institutions and a NST of Japanese 

at a community temple.  
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These identities served to boost Haruko’s self-confidence as a language teacher as well as 

motivate her students as language learners both in the United States and Japan. For example, at 

the beginning of each semester when teaching EFL in Japan, Haruko would introduce herself to 

her students by talking about her experience living, studying, and teaching in the United States, 

as students often found this interesting (Image 3). Haruko explained that she has had students 

approach her for advice about how to apply to study abroad and advice for living in the United 

States. In this way, Haruko like she was not only just a language teacher but also like a counselor 

or life coach.  

Another example of Haruko taking advantage of her identity as a language teacher that 

has lived, studied, and taught abroad was during Halloween, when Haruko often used her 

university graduation cap and gown outfit as her costume. She explained that the cap and gown 

is a more Western style of dressing for graduation and many Japanese universities do not use cap 

and gowns. However, her students recognize what a graduation cap and gown is from having 

seen it in movies or on the Internet, so when Haruko wears it for Halloween, students often react 

with curiosity and fascination. In fact, many students ask to try on the cap and gown. This is an 

example of how the identities Haruko developed from participating in the institutions and 

communities in the United States later served to bolster her identity as a language teacher. In 

other words, her “lived/studied/taught abroad” identity reinforces her LTI just as her LTI 

reinforces her “lived/studied/taught abroad” identity. 

The Macro Level of the DFG Framework 

The macro level of the DFG framework focuses on how large-scale, societal ideologies 

influence the micro and meso levels of Haruko’s development as a TML. The two ideologies that 
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are particularly salient for Megan are the native speaker fallacy and an awareness of “the global 

language market” 

The Native Speaker Fallacy. Compared to Ann and Megan, Haruko’s narratives showed 

the strongest sense of (at least partially) believing in “the native speaker fallacy” (Phillipson, 

1992). The native speaker fallacy is a myth based on the NS/NNS dichotomy that claims the 

ideal language teacher is the native speaker. NNST have reported facing discriminatory hiring 

practices favoring native speakers as by default more qualified language teachers that is, which is 

often referred to as “native-speakerism” and stems from a belief in the native speaker fallacy.  

One might find this to be a surprising aspect of Haruko’s narratives because she 

expressed being proud that she had been a NNST of ESL in the United States and that she enjoys 

being perceived as a role model of a successful NNST of EFL by her EFL students in Japan. 

These descriptions seem to indicate that Haruko perceives herself as someone who has achieved 

or overcome the bias against NNST of English, particularly in an English-dominant teaching 

context such as the United States. Furthermore, Haruko’s positive emotions around teaching ESL 

and EFL as well as her negative emotions around teaching Japanese seem to suggest that she 

would challenge any claims that a language teacher would be more qualified based on their 

native-ness.  

While all of the above observations are certainly true, Haruko’s narratives actually 

present more nuance about her views toward being a NNST, notably a form of self-imposed 

native-speakerism. In particular, when Haruko described what she thought were possible career 

paths she might take in the future, she considered the idea of starting an English-language school 

in the United States. However, she questioned the practicality of how financially successful a 

Japanese-owned English-language school would be. She wondered, “nobody wants to come to an 
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English school owned by a Japanese person, right?” (Excerpt 1). Thus, Haruko suggested an 

alternative by proposing that she should take advantage of being Japanese by opening a 

Japanese-language school (despite disliking her experience of teaching Japanese in the United 

States) or a bilingual English and Japanese language school. She also considered location and 

community to be important factors in the success of a possible English/Japanese language 

school, noting she knew of a Japanese lady in the United States who had successfully run a 

Japanese-language school that attracted both Japanese and American people from the local 

community. 

Considering that Haruko disliked teaching Japanese and looked favorably upon her LTI 

and success as a NNST of English, why would she feel hesitant to own an English-language 

school as a Japanese person and feel the need to pair Japanese language teaching with English 

language teaching to make it more attractive to potential customers? A potential explanation 

could be that Haruko differentiated between two understandings of native-speakerism and her 

experience as a NNST of English; one that is based on her LTI and the other based on global 

language market. In other words, as an LTI, Haruko felt proud and secure being a NNST of 

English. However, in facing the global language market, she felt unsure and doubtful of how 

being a NNS, or more importantly a Japanese person, may affect potential customers’ 

perceptions of her future language school. Haruko’s understanding of the global language market 

will be further elaborated in the next sub-section.  

Awareness of the Global Language Market. Over the course of teaching multiple 

languages in her language teaching career, Haruko developed certain beliefs about how her 

experience in teaching certain languages granted her more opportunities in certain contexts than 

others. Haruko explained that she felt that Americans would not want to spend money taking an 
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English course from a Japanese person. Also, in terms of opening a Japanese-only language 

school, she felt that not enough Americans are interested in learning Japanese. Therefore, she felt 

like the idea that would most likely thrive would be to offer both English and Japanese classes. 

From her experience teaching multiple languages in various institutions in the United 

States and Japan, Haruko had developed certain beliefs, or a “neoliberal imaginary” that framed 

her language teaching skills as “a commodity with market value” and thus language teachers as 

“bundles of skills which can be marketed for productivity” (Shin & Park, 2016, p. 447). For 

Haruko, this impacted the way she perceived how marketable her English and Japanese language 

teaching skills as a NNST and NST, respectively, would be in certain contexts and by certain 

people within the global language market (Park & Wee, 2012). According Park and Wee (2012), 

“speakers’ work of negotiating the value of their linguistic capital is shaped by their own, 

socialized anticipations about what is possible and appropriate in the given market” (p. 154).  

This means that the way Haruko conceptualized how she would be perceived as a NNST 

of English led her to set negotiated self-limitations on the contexts and conditions under which 

she could advance her career as a TML. For example, Haruko believed that as a Japanese person, 

she would not be able to operate a language school that only taught English or Japanese because 

those would not be marketable enough in the American educational context. Instead, she 

believed that her language teaching skills in English and Japanese, when perceived as a 

commodity, had to be packaged together in order to be profitable enough to run a language 

school in the American educational context. Thus, the way Haruko positioned herself as a TML 

in the global language market molded how she imagined her future LTI and the possibilities that 

were open and closed to her in her future TML career trajectory. 
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There are some similarities and differences between Ann’s and Haruko’s understanding 

of her language teaching skills as part of a global language market. Both understood that how 

marketable their language teaching qualifications and skills were in terms of acquiring language 

teaching jobs differed depending on the language they taught and the teaching context. Both had 

experience teaching the languages they perceived to be more marketable based on their own 

individual background in the United States (i.e., Chinese for Ann and Japanese for Haruko). 

Lastly, both sought to take advantage of what they perceived to be their advantages in the global 

language market (i.e., Ann teaching Chinese abroad and Haruko pairing Japanese teaching with 

English teaching) in order to achieve their own language teaching career goals. However, the 

main difference between Ann and Haruko is that the latter had actual experience teaching the 

language she perceived as less marketable, namely teaching English as a NNST in the United 

States; Ann, on the other hand, did not have such experience and thus, her understanding of how 

her language teaching skills would be received in the global language market was partially 

theoretical. This may suggest that Haruko felt greater hesitation and doubt about how financially 

successful a Japanese-owned English language school in the United States would be possibly 

because of actual experiences she had while teaching English in the United States as a NNST 

that influenced her beliefs. 

Haruko the Performer 

I characterize Haruko using the archetype of a "performer", someone who takes on 

different roles and persona to entertain an audience. My focus in using the idea of a “performer” 

is not so much to focus on the entertaining aspect of what a performer does, but moreso on how a 

performer understands how to use various costumes, guises, voices, and personas to achieve 

certain communicative goals. For example, when Haruko has taught EFL in Japan, she often 
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introduced herself as someone who has lived, studied, and worked abroad, sometimes even 

sharing her prior experience in teaching both English and Japanese. Furthermore, to further play 

upon her role as someone who has lived and studied abroad, she liked to wear her American 

university graduation gown during Halloween, which her Japanese students often think is cool 

because it is a cultural outfit they have seen from American movies. As an EFL teacher in Japan, 

Haruko went beyond simply teaching her classes by performing her identity as someone who has 

lived and studied abroad, using it to gain greater credibility and entertain her university students. 

In fact, another way in which Haruko embodied a performer as a language teacher is in 

her sense of audience awareness, or her sense of how her students’ perceptions of her influence 

their language learning. For example, when describing her NNST identity as an English teacher, 

she described feeling proud and confidence in being a NNST because some of her Japanese 

students told her they were impressed by her ability to teach English as a NNST and saw her as a 

role model. Furthermore, her Japanese students had expressed that they felt more motivated to 

learn English as a result of having Haruko as their role model. Haruko’s awareness of her 

students’ perceptions of her and how that influences their language learning is akin to how a 

performer is aware of how their audience reacts to their persona on stage. Haruko knew that who 

she presented herself as in front of her students mattered to their language learning experience 

and conducted herself accordingly. 
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Chapter 7: Discussion & Implications 

Revisiting the Purposes of the Study and the Research Questions 

 The two purposes of this study were to explore 1) who TMLs were, including their 

teacher knowledge, LTIs, teaching practices, and experience teaching multiple languages, and 2) 

what contextual factors impact the teaching of multiple languages, including involvement in 

communities, various teaching contexts, and large-scale ideologies. The first purpose was 

addressed through RQ1 and RQ2 while the second purpose was addressed through RQ3 and 

RQ4.  

 In the following sections, I will revisit the DFG framework in reference to the findings 

from the participants’ narratives. Then, I will present four themes regarding the teaching of 

multiple languages synthesized from the findings from the participants’ narratives. The first, 

second and third theme correspond to addressing RQ1 and RQ2 while the third and fourth theme 

correspond to addressing RQ3 and RQ4. Table 8 summarizes how the four thematic findings 

address the purposes of this study and the research questions. 

Revisiting the DFG Framework from the TML Perspective 

 In this section, before I explain the overarching themes spanning across the narratives, I 

revisit the DFG framework in the kind of perspective they contribute to the analysis of the 

participants’ narratives as TMLs. I aim to show how the three layers and the fundamental themes 

(Table 1) of the DFG framework pertain to TMLs. In doing so, I am not attempting to claim that 

the participants’ narratives as TMLs are generalizable but rather transferrable to the existing 

themes and framework that applied linguists have been working with. 

At the micro-level of teaching multiple languages, TMLs must internally (i.e., cognitively 

and emotionally) attend to the linguistic and pedagogical similarities and differences of the  
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Table 8 

Addressing the Purposes of the Study and Research Questions 

Purposes of the Study Research Questions Themes 

Purpose 1: 

understanding TMLs 

(their teacher 

knowledge, LTIs, 

experiences) 

RQ1: What LTIs are involved in the teaching multiple 

languages and how are they impacted by the teaching 

of multiple languages? 

Theme 1 

Theme 2 

Theme 3 

 RQ2: How does teaching multiple languages impact 

approaches to language teaching? 

Purpose 2: 

understanding 

contextual factors 

impacting teaching 

multiple languages 

RQ3: How does teaching multiple languages impact the 

long-term trajectory and development of a language 

teacher’s career? 
Theme 3 

Theme 4 RQ4: How do TMLs navigate the multiple LTIs, 

workplace contexts, and ideologies that come from 

teaching multiple languages over the course of their 

career? 

 

multiple languages they teach or have taught (DFG Themes 3 & 10; see Table 1). These 

similarities and differences lie on a spectrum and the way in which the relationships between the 

languages are negotiated by TMLs impact the ways in which TMLs approach their teaching. 

Furthermore, at the micro-level, TMLs’ social interactions with others (e.g., with students, 

colleagues, parents) is mediated by a wide range of semiotic resources they have at hand, 

particularly as multilingual individuals (DFG Themes 2 & 4; see Table 1). However, the use of 

these semiotic resources may be withheld, restricted, or selectively applied depending on what 

teaching context they are in, what language they are expected to use in their role as the language 

teacher, and who they are interacting with. For example, Haruko as a TML teaching English at a 

university in the United States was expected to teach using only English, while she was open to 

using both English and Japanese when teaching Japanese at a local community temple in the 

United States. 
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At the meso-level of teaching multiple languages, TMLs must navigate the sociocultural 

institutions and communities (i.e., school, family, neighborhoods) in which their teaching is 

situated in. This becomes more complex for TMLs than teachers of a single language because 

teaching multiple languages often means teaching in contexts that involve multiple sociocultural 

institutions and communities. While in some cases these sociocultural institutions and 

communities may be related or overlap, many TMLs must also learn to adapt to completely 

different sociocultural institutions and communities. This means that as TMLs transition from 

teaching one language to another, they are not only changing the language they teach but also 

possibly shifting their language teaching methodologies and identities in accordance to the 

ideologies of the new institutions and communities (DFG Themes 5, 7 & 9; see Table 1). For 

example, Megan adapted to new LTIs and approaches to teaching when shifting from teaching 

English in higher education institutions as “an invisible adjunct” to teaching German in a large 

corporation as a part-time employee jokingly working as “employee retention”.  

At the macro-level, TMLs also navigate large-scale, society-wide ideological structures 

(i.e., beliefs about language use or language learning, cultural values, political values, etc.) that 

influence what and they are expected to teach as well as how they positioned as language 

teachers in their workplace. Again, navigating these ideological structures is more complex for 

TMLs because when teaching multiple language often requires TMLs to transition between 

varying ideological structures. What this means is that the work of teaching multiple languages 

does not simply involve shifting between the different languages being taught, but also shifting 

between different beliefs about what variety of the language you should be teaching , what 

methodology should be used in teaching, and what role the teacher plays in relation to the 

students and the classroom. What makes these factors difficult to navigate is that they are 
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determined by society-wide forces, often cultural and political in nature, that are often not 

immediately apparent or in conflict with the beliefs of TMLs. For example, when Ann 

transitioned from teaching Chinese in Taiwan to the United States, Ann was required to change 

her Mandarin accent to sound like the Beijing dialect because that is what was considered 

“standard” at the American university where she taught at. In other words, Ann, as a native 

speaker of Chinese, was not able to use her “native” Mandarin accent to teach Chinese and had 

to mimic a specific dialect of Chinese that was designated as the international “standard” due to 

the large-scale ideological and political structures deriving from the People’s Republic of China 

but reaching and influencing far beyond, even to American universities’ Chinese language 

learning programs (DFG Themes 3, 5, 7 & 9; see Table 1). 

What the DFG framework is able to show about TMLs are the ways in which their 

careers are more complex and dynamic due to the need to navigate the multi-layered spaces, 

systems, and ideologies that come with each language TMLs teach. It shows that teaching 

multiple languages is more than simply adding on an additional subject of instruction, but that 

with each additional language taught, TMLs need to navigate an entire ecosystem of cognitions, 

emotions, identities, social interactions, communities, belief systems, and ideologies operating at 

micro-, meso-, and macro-levels. Using an ecological metaphor, we can compare the complexity, 

dynamism, and variability TMLs face in teaching multiple languages to that which a farmer 

might face in deciding to cultivating multiple crops as opposed to only one. With each additional 

crop comes an entire ecology that the farmer must manage in relationship with the original crop 

in order to achieve a successful harvest. Informed by this perspective from the DFG framework, 

I present in the following section the main thematic findings from the participants’ narratives. 
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Findings: Thematic Insights from TML Narratives  

 The core finding of this study is that the experience of teaching multiple languages is a 

particular kind of experience that “refashions” (Kramsch & Zhang, 2018) language teachers in a 

unique way that impacts their approaches to language teaching, their negotiation and 

understandings of who they are, and their long-term career decisions. In other words, it is not 

enough to simply think of TMLs as language teachers who have simply taught a greater number 

of languages than a teacher who has only taught one language. Rather, TMLs are more than the 

sum of two teachers of single languages because the necessity of having to navigate multiple 

worlds from teaching multiple languages provides them with knowledge, experience, and habitus 

different than that of teachers of a single language. 

 The notion that TMLs are more than the sum of two teachers of single languages is 

inspired by holistic perspectives on bilingualism in psycholinguistics that recognized a bilingual 

individual as more than the sum of two monolingual individuals (Grosjean, 1985, 1989). This 

perspective meant that a bilingual individual was treated as “a specific and fully competent 

speaker/hearer who has developed a communicative competence that is equal, but different in 

nature, to that of the monolingual” (Grosjean 1994, p. 1657).  In line with this perspective, the 

term multicompetence has also been used to describe L2 learners as having fundamentally 

different systems of linguistic knowledge than monolinguals and thus should be seen as language 

users in their own right rather than as deficient monolinguals (Cook, 1991, 2016). Similarly, the 

DFG (2016) has referred to the competence of multilinguals as “the holistic sum of their 

multiple-language capacities” (p. 26). 
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In Table 9, I present a summary of the various characteristics and factors relating to each 

participant’s experience of teaching multiple languages. The purpose of Table 9 is to aid the 

reader in keeping track of each participant’s individual characteristics while also being able to 

compare the similarities and differences between them.  

In the following sub-sections, I explain the overarching themes about TMLs that 

highlight the unique qualities they learn from their experience teaching multiple languages. In 

each of the themes, I repeat the words “learn” and “navigate” because they highlight two aspects 

of becoming TMLs that make them unique. The former emphasizes that something new is 

acquired over time from the experience of teaching multiple languages, and the latter conveys 

the complex nature of what is learned from teaching multiple languages, that it is an endeavor 

that TMLs find their way through  

Theme 1: Learning to Navigate Teacher Knowledge 

The first thematic finding addresses how TMLs learn to navigate teacher knowledge 

based on the linguistic and pedagogical similarities and differences between the different 

languages they have taught. Over the process of learning to teach multiple languages, TMLs 

inevitably compare their experiences of teaching different languages in terms of the different 

linguistic characteristics of the different languages they have taught (e.g., grammar, vocabulary, 

pronunciation) as well as the teaching methods used to teach the different languages (e.g., types 

of activities, use of specific methodologies, emphasis on particular language skills). The 

experience of teaching multiple languages provides TMLs with experience in navigating these 

differences. This means that in teaching multiple languages, each language does not exist in 

isolation from one another, and the teaching of one language influences the teaching of another 

language. In the following sub-sections, I will cover the two types of teacher knowledge that 
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TMLs develop from teaching multiple language: managing the relationship between languages 

and adjusting pedagogical practices. 

Managing the Relationship Between Languages. There are two ways we can think 

about how TMLs manage the relationship between language: the first in relation to linguistic 

features and the second in relation to identities and emotions. Primarily, part of the experience of 

teaching multiple languages is learning how the different linguistic features of the languages one 

has taught relate to one another. From LTE as well as teaching experience, each participant 

reported actively comparing and learning from their reflections about these differences. For 

example, Ann taught English first before transitioning to Chinese. As a native speaker of 

Chinese, Ann rarely explicitly thought about the grammatical features of Chinese. However, 

through her LTE and experience teaching Chinese, she learned what the grammatical features of 

Chinese were, how to explain them to her students using English, and how the grammatical 

features of English relate to those of Chinese. In other words, from teaching not only English but 

also Chinese, her knowledge of the linguistic features of both English and Chinese were 

expanded and refined. Megan and Haruko also followed the same pattern of development teacher 

knowledge around the languages they taught.  

At first this may sound similar to the experience of a multilingual individual. Like TMLs, 

bilingual/multilingual speakers have also had to consider and compare the different linguistic 

features of the languages they know. However, an important difference is that TMLs are forced 

to consider the linguistic features of the languages they know more explicitly because they are 

not only expected to use the languages but also teach them. For example, a bilingual speaker 

who is able to fluently speak English and Chinese may have a general understanding of the 

linguistic features of English and Chinese, but they may not be able to explain those features 
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explicitly because they have primarily used the language rather than taught it. This is what sets 

TMLs apart from a bilingual/multilingual speaker or a bilingual/multilingual language teacher. I 

will further elaborate on the pedagogical role of managing linguistic relationships in the next 

sub-section. 

In addition to managing the linguistic features of the languages TMLs have taught, TMLs 

must also manage the identity and emotional features of the languages they have taught. For each 

TML, each language comes packed with multiple layers of meaning that are influenced by a 

range of factors, such as their cultural upbringing, their past experiences in language teaching or 

learning, or their perception of who they are. For example, for Haruko, the various identities (i.e., 

EFL learner, NNS, university instructor) and emotions (i.e., pride, familiarity) associated with 

teaching English were different than that of teaching Chinese (i.e., NS, community instructor) 

and emotions (i.e., frustration, anxiety). The multiple layers of meaning that become associated 

with the different languages TMLs teach do not come pre-packaged; rather, they are developed 

over time through their experiences teaching multiple languages through social interactions with 

colleagues and students in various institutions and communities and exposure to ideological 

structures. Furthermore, gaining a greater awareness of the differences in identities and emotions 

associated with the languages they have taught can lead to TMLs taking these factors into 

consideration when making crucial decisions about their TML career, such as what language(s) 

and proficiency levels they prefer to teach and in what contexts they prefer to teach in. Thus, 

developing an understanding of the multiple identities and emotions they come to associate with 

the languages they have taught becomes part of both the process and byproduct of being a TML. 

Adjusting Pedagogical Practices. Managing the similarities and differences between the 

languages TMLs have taught leads to considering how those similarities and differences impact 
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TMLs’ approaches to language teaching. This manifests in two ways: broader language teacher 

methodologies and more specific instructional decisions.  

First, when teaching multiple languages, TMLs consider whether the language teaching 

methodology they used when teaching their first language is suitable for teaching their second 

language. Various factors are considered in order to determine whether a new language teaching 

methodology should be used when teaching the second language, such as the TML’s LTE, the 

course proficiency level, the cultural context, and the institution’s expectations. For example, 

Megan first taught academic English to international students at a university in the United States 

using communicative language teaching. When teaching German, she taught beginning adult 

learners who were learning German out of personal interest rather than for academic 

achievement. Megan also felt less confident about teaching German than teaching English 

because she was a NNS of German. Thus, she decided partially use communicative language 

teaching and partially use the direct method when teaching German. Ann and Haruko also faced 

changes in their language teaching methodologies when transitioning into teaching a different 

language.  

Second, in addition to considering changes in TMLs’ broad language teaching 

methodologies, TMLs also consider changes in specific instructional decisions in their language 

teaching. Specifically, these instructional decisions may involve decisions such as the language 

of instruction, class activities, course materials, and assessment types. Like decisions around 

which language teaching methodology to use, specific instructional decisions are also determine 

based on a multitude of factors, including LTE, course level, cultural context, and institutional 

expectations. However, these decisions may be made separately from decisions regard language 

teaching methodology. For example, when Haruko transitioned from teaching English and 

 



212                                                                                           TEACHERS OF MULTIPLE LANGUAGES 

Japanese in the United States to teaching English in Japan, she had to switch from using 

communicative language teaching to a combination of communicative language teaching and 

grammar translation. However, despite this transition, there were certain instructional decisions 

she was able to maintain and others she had to change. Specifically, she was able to continue 

using some of her teaching techniques, such as icebreaker and pair work activities, but she had to 

change her language of instruction (i.e., using English to teach Japanese, using Japanese/English 

to teach English) and course materials as mandated by her institution’s requirements. Thus, 

shifting from teaching one language to another is adjusting to changes in both the broader 

teaching methodologies as well as the more specific aspects of language teaching, some of which 

TMLs have the ability to exercise agency over but others may be imposed by the rules and 

cultures of the teaching context.  

Theme 2: Learning to Navigate LTIs 

The second thematic finding addresses how TMLs learn to navigate the relationship 

between their LTIs and the different languages they have taught. If Theme 1 can be characterized 

as addressing the relationship between the characteristics of the languages they have taught, then 

Theme 2 is addressing the relationship between the LTIs they experienced from teaching 

multiple languages. In teaching multiple languages, TMLs inhabit different roles, positioning 

themselves and being positioned by others in different ways across different teaching contexts. 

TMLs are inevitably confronted with these complex layers and intersections of what LTIs they 

construct and perform over the course of transitioning from teaching one language to another. 

Thus, part of the experience of teaching multiple languages is learning to navigate what Kramsch 

and Zhang (2018) refer to as the “social space” of LTIs internally as personal understandings of 

themselves as well as externally as “ways of being” in professional contexts. 
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Being Both NST and NNST. As TMLs, all three participants had experience being both 

NSTs and NNSTs so they were able to compare their own self-perceptions and how others 

perceived or treated them as NSTs and NNSTs of different languages and different teaching 

contexts. Ann transitioned from being a NNST of EFL in Taiwan to NST of Chinese in Taiwan, 

India, and the United States. From this transition, she noticed that being a NNST and NST 

afforded her different advantages and disadvantages. First, she noticed that as a NNST of EFL, 

she was able to better empathize with her students because she had experienced the difficulties of 

being an EFL learner. When she was a NST of Chinese, she noticed that she was less able to 

predict what difficulties her students may have and why they might be having those difficulties. 

Second, she noticed that as a NST of Chinese, she felt a responsibility to represent and share “her 

language” and “her culture” properly, almost as if she had designated herself as a cultural 

ambassador. In fact, she described teaching Chinese as possibly a “tool for diplomacy”. She 

realized the potential that she could be a cultural ambassador of Chinese language and culture 

when she taught Chinese in India through a volunteer program and her students had a passionate 

desire to learn Chinese. This experience stood out to her because she was the first NST of 

Chinese that school had ever had so she felt like they were not only interested in learning 

Chinese but also interested in getting to know her as an ethnically Chinese person.  

Haruko had similar experiences to Ann when it came to being NST and NNST. Haruko 

started out as a NNST of ESL in the United States, taught as a NST of Japanese in the United 

States, and then transitioned to being a NNST of EFL in Japan. Like Ann, Haruko felt a sense of 

pride and responsibility that came from her experience as a NNST of English in both the United 

States and Japan. To be specific, Haruko was not necessarily proud of being a NNST at first, but 

it was through her experience of teaching as a NNST of English that the feeling of pride and 
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responsibility arose. She recalls that in both the United States and Japan, several Japanese 

students taking her EFL class were so impressed with her English proficiency skills (specifically 

pronunciation) that they told Haruko they wanted to speak English just like her. In other words, 

Haruko’s EFL students saw her as a role model as a highly-proficient L2 user (Cook, 1991) in 

her own right rather than following a native speaker model and comparing their own language 

proficiency to that of a native speaker. Haruko felt proud that she was able to be a positive 

influence as a NNST to her EFL students. In contrast, when teaching Japanese in the United 

States as a NST, she did not feel the same kind of pride and honor. In fact, she felt that she was 

expected by default to have good pronunciation since she was a native speaker of Japanese and 

students did not see her as a role model. Furthermore, Haruko found it overall more difficult to 

teach Japanese as a NST, particularly when trying to respond to students’ questions about 

grammar. Unlike teaching EFL, when she taught Japanese, she was not able to refer to her LTE 

training in pedagogical grammar (because she did not receive any that was specific to Japanese) 

nor was she able to refer to her own experiences learning Japanese as a second language 

(because she did not have any).  

Megan started out teaching as a NST of EFL in Germany, then a NST of ESL in the 

United States, and then a NNEST of German in the United States. Compared to Ann and Haruko, 

Megan had the least to say about being a NST and NNST and thus, seemed least influenced by 

her NST and NNST LTIs. Megan certainly made observations about the differences between 

being a NST and NNST. For example, she noted that teaching German as a NNST was harder 

because she could not depend on the instinctual knowledge of German that a native speaker 

would have. As a NNST, she had less confidence in herself and had to be much more careful 

 



TEACHERS OF MULTIPLE LANGUAGES                                                                                                            215 

about her teacher talk in class. This was the extent to which Megan considered her NST and 

NNST LTIs. 

Being an Adjunct Instructor or “Going Corporate”. While Megan only briefly talked 

about being a NST and NNST, she talked extensively about her experience being an adjunct 

instructor at various higher education institutions. When Megan taught ESL and English 

composition at community colleges and universities in the United States, she was mostly hired as 

an adjunct instructor, which she felt was a position that was underappreciated and invisible by 

higher education institutions. These had concrete impacts on Megan’s attitudes towards her 

career as a language teacher, such as the number of unpaid hours Megan spent preparing for her 

classes and the lack of recognition for everyday personal aspects of teachers’ lives (e.g., adjunct 

birthdays, adjunct’s final days as part of the faculty). Megan strongly felt that the way adjunct 

instructors were treated as inferior members of the department was an injustice and this became a 

part of her LTI. Megan’s passion for the plight of adjunct instructors not only came from her 

own personal experiences but also in witnessing the way her colleagues were treated. In fact, in 

one of Megan’s stories, she recalled not being able to bear watching another one of her 

colleagues leave the university department with no “thank you” or “goodbye” so Megan took 

matters into her own hands and arranged a farewell party for her colleague. For Megan, this was 

an act of resistance against an unjust system.  

 In contrast to Megan’s experience of feeling like she was mistreated as an adjunct 

instructor of a higher education institution, Megan’s experience of being a part-time German 

teacher at a company was very positive. Specifically, she felt appreciated and acknowledged as a 

language teacher in the company. One particular moment that happened when Megan was 

teaching German at the company was that her birthday was remember and celebrated. She does 

 



216                                                                                           TEACHERS OF MULTIPLE LANGUAGES 

not remember this happening in any of her adjunct positions. Megan’s positive experience as a 

part-time employee in a large company and negative experience as an adjunct instructor in a 

higher education institution presented her with a scenario that defied her initial associations of 

what it meant to work in a higher education institution versus a corporate environment. It 

suffices to say that she was surprised too feel like the large corporation treated her with more 

humanity as a language teacher than the higher education institutions did. While Ann and 

Haruko’s LTIs largely remained within the language teaching context in higher education 

contexts, Megan’s experience in teaching German exposed her to a language teaching context 

based in a corporate environment that may seemed to have initially conflicted with her LTI but 

later proved to actually bolster her LTI by showing acknowledgement of her work. The feeling 

that who she was and what she contributed as a language teacher was treated with respect and 

recognition was so important to Megan that it caused her to rethink plans of pursuing a career in 

higher education and introduced a possible alternative career trajectory of “going corporate”, as 

she put it. 

Theme 3: Learning to Navigate Habitus  

The third thematic finding addresses how TMLs navigate a certain habitus that is 

constructed through their diversity of experiences in teaching multiple languages to different 

demographics of students in different educational contexts. The notion of habitus is a core part of 

Bourdieu’s theory of practice and he defines habitus as a “system of durable, transposable 

dispositions . . . principles which generate and organize practices and representations” (Bourdieu. 

1990, p. 53). Habitus can be conceptualized as certain ways of acting and behaving instilled in 

our physical bodies through socialization by institutions (e.g., family, school) and ideologies 

over time and shaped by our socio-economic positions in society. These ways of acting and 
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behaving “become ‘natural’ ways of doing things with our bodies, what we do without rational 

or conscious calculation; it becomes part of our predisposition as a particular kind of member of 

society” (Park & Wee, 2012, p. 34). Because of TMLs varied experiences in teaching multiple 

languages with different student populations in different education contexts, their habitus is 

shaped in a unique way that language learners recognize and respond to, which reinforces the 

way the habitus takes shape for TMLs both internally as self-perceptions and externally as how 

they are perceived. 

Bolstering Personality, Persuasiveness, and Charisma. Ann noticed that having taught 

English and Chinese in multiple countries and teaching contexts has granted her a certain kind of 

“persuasiveness” and “charisma” with her students, as she put it. When Ann speaks of 

“persuasiveness”, she is referring to the sense that students believe and trust her explanations and 

teaching as a language teacher. She felt that her experiences as a TML have made her a more 

persuasive language teacher because she is better able to make comparisons between students’ 

native language and target language. Namely, when teaching Chinese in the United States, 

because she had previously taught EFL, she was able to explain Chinese vocabulary and 

grammar in relation to English. In addition, after she moved back to Taiwan and continued to 

teach EFL and CSL in Taiwan, she was able to explain EFL vocabulary and grammar in relation 

to Chinese. In these scenarios, Ann is using her pedagogical experience in teaching English and 

Chinese to make linguistic connections between those two languages in her teaching.  

This idea that bridging her experience of teaching multiple languages had a positive 

impact on the way students perceived her as a language teacher is not only limited to her 

expertise and knowledge of the languages (i.e., persuasiveness), but also applicable to her 

broader personality, what she calls “charisma”. This manifested in her language classes when she 
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was able to tell stories students about her experience teaching different languages in different 

countries. She found that students were interested and impressed by these stories and it 

contributed to a sense of “charisma” from her students’ perspective of associating fascination 

and wonder to language learning. Similar to Ann’s sense of “charisma”, Haruko noticed that her 

Japanese students were impressed by the fact that she had taught different languages in different 

countries. They thought it was rare to meet a teacher from Japan who had taught both English 

and Japanese in the United States. From the narratives, what we see is Ann and Haruko reporting 

on the students’ positive judgements of elements of their personality that came from teaching 

multiple languages in various contexts. In turn, their students’ judgments further reinforce this 

habitus not just as something a student said about them, but also as characteristics Ann and 

Haruko may starting inhabiting more and developing in their teaching careers. 

Developing Transnational Competency. Ann felt that her persuasiveness and charisma 

after teaching Chinese in the United States developed into a certain kind of self-confidence, or a 

“transnational competency” or the ability “to participate effectively in activities that cut across 

two or more national boundaries” (Koehn & Rosenau, 2002, p. 114). For example, if she ever 

has an American student learning Chinese in Taiwan in the future, she felt confident interacting 

with that student and that she “knew” how to teach him. Haruko also noticed that her Japanese 

students were impressed by the fact that she had taught different languages in different countries. 

In particular, students would approach her to ask for advice about studying and teaching abroad 

because of her extensive experience living, studying, and teaching in the United States. Also, 

when she shared her experiences teaching Japanese in the United States, her students were 

surprised that that was even a possibility and became interested in the possibility that they could 

pursue a career teaching Japanese abroad too. Haruko felt that one reason students sought her 
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advice on teaching and studying abroad was because not many of the other faculty members 

have studied or taught abroad before. In a sense, beyond simply seeing themselves as a language 

teacher, Ann and Haruko have also taken on the habitus of being a cultural ambassador or an 

embodied representative of their experiences drawing from “two or more worlds of experience” 

(Li, 2000, p. 23) from teaching multiple languages in multiple countries. 

Theme 4: Learning to Navigate Language Education Contexts  

The fourth thematic finding addresses how TMLs learn to navigate multiple language 

education contexts that differ between the multiple languages they have taught. When teaching 

multiple languages, each language is often situated in different language education contexts that 

consist of multiple, overlapping social, political, and economic factors that impact language 

teaching. As TMLs transition from teaching one language to another, they become attuned and 

sensitive to the way changes in these contextual factors impact their teaching. This sensitivity 

grants TMLs the ability to make decisions and act in certain ways within these varying contexts 

in ways that are most appropriate not only for their students in terms of language learning but 

also for themselves in terms of teaching individual lessons as well as their greater teaching career 

trajectory. The two main contextual themes appearing in the three participants’ narratives are the 

contextual expectations of TMLs and the global language markets for language teaching 

Contextual Expectations of TMLs. As TMLs transition from teaching one language to 

another, they confront a wide range of expectations for what kind of teacher they should be, what 

aspects of language they should teach, and what methods they should use to teach language. 

These expectations may vary from one context to another, so they may or may not align with the 

expectations TMLs had from a previous teaching position or the expectations TMLs were taught 

through their LTE programs. What this means is that teaching multiple language is not simply 
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about adding another subject onto the list of language one has taught; rather, teaching multiple 

language involves a process of sorting out and adapting to the changing expectations of their 

language teaching as a result of changes in context.  

Ann experienced this shift most prominently when she attempted to apply for a 

government-sponsored program for her to teach Chinese classes as a foreign language teaching 

assistant at an American university. At this time, she was teaching large EFL cram school classes 

in Taiwan while also doing her Master’s in TCSL. During her first attempt to apply for the 

government-sponsored program to teach Chinese in the United States, Ann was rejected after her 

interview and when she asked her interviewers why she had failed, the interviewers told her that 

her Chinese pronunciation was not “accurate”. After asking for some specific examples, Ann 

realized that she was rejected because, she did not speak Putonghua (普通話), “the standard 

variety of Chinese” based on the Beijing dialect; instead, during the interview, she spoke 

Taiwanese Mandarin (Guoyu or 國語), the variety of Chinese she would normally use as a native 

speaker of Chinese in Taiwan. This made the interviewers (who were Taiwanese) question 

whether or not she would be a suitable candidate to teach university Chinese classes in the 

United States where Putonghua is what is expected to be taught, even though Ann had already 

learned how to read and write simplified Chinese characters and use the Hanyu Pinyin 

Romanization system. Ann explained that once she realized her Taiwanese Mandarin accent was 

an issue, she practiced the Putonghua accent she was expected to use and in her second 

application attempt, she used Putonghua and passed the interview. When she taught university 

Chinese classes in the United States, she noted that indeed the department faculty expected her to 

consistently teach Chinese using Putonghua. Furthermore, to maintain a professional image in 

front of her colleagues and classmates, she avoided using Taiwanese Mandarin on campus.  
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In transitioning from the language education context in Taiwan to the United States, Ann 

realized that just being a native speaker of Taiwanese Mandarin did not meet the expectations for 

what variety of Chinese teachers in the United States should teach. Therefore, she adapted her 

accent to fit the linguistic expectations of the educational context she aspired to teach in. Since 

Ann expressed a desire to teach Chinese as a way for her to travel around the world, one can 

imagine that Ann may or may not need to change her accent as she moves from one context to 

the next, despite that fact that she is still consistently teaching the same subject in all of those 

scenarios. As Ann gains more credibility and a higher reputation within her profession, she may 

gain greater bargaining power over what variety of Chinese she can teach; however, for now as a 

TML at the early stages of her career, she has learned to adapt to the expectations of certain 

contexts to the best of her ability. What Ann is learning to navigate are the dynamic changes that 

come with teaching across different contexts. 

While Ann had to navigate contextual expectations set at the institutional level by 

gatekeepers of a national government-sponsored program and university departments abroad, 

Haruko and Megan have had to navigate contextual expectations of their methods of language 

teaching as influenced by changes in student demographics and student learning needs. Haruko 

started out teaching academic English for international students at an American university where 

she was trained to use communicative language teaching. As she transitioned into teaching adults 

Japanese at a local temple in the United States, even though it was certainly a different 

educational context, she was still able to use communicative language teaching methods because 

her students were learning Japanese for communicative purposes, rather than to pass a 

standardized test, for example. However, when she moved back to Japan and taught university-

level EFL courses, she was unable to continue using only communicative language teaching 
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methods. She found herself using a combination of communicative language teaching and 

grammar translation methods because grammar translation methods were more familiar to 

Japanese students. Furthermore, Haruko felt the curriculum and course materials that she was 

required to use by the department were not conducive to communicative language teaching and 

in order to help the students do well (i.e., passing the important final exam of the semester as 

issued by the department), using grammar translation methods was often more efficient. Haruko 

felt conflicted about this because she personally preferred to teach using communicative 

language teaching, and she felt that if she were given more creative freedom as an instructor, she 

might have been able to integrate more communicative language teaching into course. 

Like Haruko, Megan also learned to adjust her language teaching methodology according 

to her students’ learning needs. Megan transitioned from teaching academic ESL and freshmen 

composition as an adjunct instructor at higher education institutions in the United States and then 

she received a side-gig teaching German to the employees of a large corporation. The employees 

decided to enroll in Megan’s class because they wanted to participate in an extracurricular 

activity offered at their workplace and learn practical German. This was very different from the 

kind of language teaching she had previously done, which was mostly based on teaching 

academic skills. Like Haruko, Megan decided to adjust her teaching methods and used a 

combination of communicative language teaching and the direct method. Furthermore, while 

Haruko had little creative freedom to design her own curriculum and teaching materials when 

teaching EFL in Japan, Megan was given a lot of creative freedom while teaching German at the 

large corporation. Therefore, she utilized that creative freedom to design alternative language 

assessment methods that suited the students learning goals. Rather than using a conventional 

paper and pen test, Megan used a Jeopardy-style game to test students’ learning, which fit with 
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the students’ goals to learn practical German while also having fun. In adjusting her German 

teaching to fit the needs of her students within the particular context of teaching for a 

corporation, Megan was aware that transitioning from teaching one language to another also 

meant transitioning from one educational context to another, and thus, in the process of 

transitioning, she learned to navigate those differences by adapting her language teaching 

methods to the new context.  

Global Language Markets for Language Teaching. The notion of a global language 

market (Park & Wee, 2012) was previously mentioned in the discussion sub-section “Awareness 

of ‘the language market’” from Chapter 6, where I discussed Haruko’s navigation of global 

language markets. Here I aim to expand this notion to Ann and Megan to show how the other 

two participants also learned to navigate global language markets for their respective language 

teaching careers.  

As mentioned in Ann’s discussion sub-section titled “Pursuit of global and local 

mobility”, Ann’s decision to expand her career from teaching EFL to also teaching CSL was 

strongly based on her desire to be able to travel the world. She imagined having a career that 

would allow her to work and live in different countries and experience the cultures of those 

places. She mentioned that her goal was to have taught Chinese on every continent. At the time 

of this study, she had already taught Chinese in Taiwan, India, and the United States. The reason 

why Ann believed that teaching CSL would be her ticket towards global mobility was because of 

her awareness of the global language market. What this means is that she packaged the entirety 

of her language and teaching skills and experience (i.e., ability to teach classes using English, 

being a native speaker of Taiwanese Mandarin, getting a master’s degree in TCSL, having 

experience teaching Chinese in Taiwanese cram schools, Taiwanese university language centers, 
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and American university classes) as “a commodity with market value” which she was able to 

leverage to achieve her goal (Shin & Park, 2016, p. 447). She felt that the global language 

market had an increasing demand for learning Chinese and so pursuing a career in teaching 

Chinese as a native speaker of Chinese with proficient English speaking skills would give her the 

upper hand in getting jobs abroad. Thus, Ann ended up becoming a TML in order for her to play 

off her strengths in the global language market. She felt that if she had stayed solely as an EFL 

instructor (which is what she started her teaching career as), she would never have been able to 

travel abroad through her career. In trying to achieve her goal, she developed a sensitivity to the 

way English and Chinese were positioned in the global language teaching market and where 

career opportunities are available or constrained for her. 

While Ann looked towards a global language market, Megan’s notion of a language 

market resided locally within the United States and was not necessarily about leveraging one 

language over the other but more so, leveraging her skills and experience as a teacher to those 

who valued them. Megan started out teaching ESL at various universities but she realized that 

her career opportunities lie not solely within language teaching within academia and higher 

education, but also possibly in the private sector as an instructional designer. Megan had actually 

always wanted to be a language teacher in academic job settings; she prided herself in the idea 

that she was working amongst professors and other scholars. However, the difficulty of securing 

a tenure-track position in the field of ESL teaching and the mistreatment of adjunct instructors in 

the higher education institutions she worked at led her to consider alternative career 

opportunities that would provide her with more job security, better compensation, and a sense of 

recognition and respect. Originally, she through that this meant she would have to “sell out” by 

“going corporate”. However, it was through her positive experience teaching German for a 
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corporation that she began to reconsider her negative associations of corporate workplaces and 

consider positions in “instructional design” in the private sector. For Megan, she felt like her 

language teaching skills and experience was not being valued in the academic job market in 

terms of both monetary compensation and respect. Therefore, she sought out the kind of job 

market (in the private sector) that did provide the kind of compensation and treatment she 

needed. 

Summary: Reconceptualizing the DFG Framework from a TML Perspective 

 I introduced the “Findings” section by stating that TMLs are more than the sum of two 

teachers of single languages because the necessity of having to navigate multiple worlds from 

teaching multiple languages provides them with knowledge, experience, and habitus different 

than that of teachers of a single language. In other words, teaching multiple languages is not 

simply about the number of subjects being taught or that a teacher is teaching an additional 

subject. Rather, teaching multiple languages involves understanding and navigating the 

interaction between those languages at all levels of language teaching: within the individual, as 

part of sociocultural institutions and communities, and under society-wide ideologies. Teaching 

multiple languages is not just about teaching an additional subject matter; teaching multiple 

languages requires integrating and making sense of different knowledge, emotions, identities, 

contexts, and ideologies relevant to the multiple languages being taught.  

 When the DFG framework was introduced, the DFG took into consideration 

multilingualism as an increasingly prevalent global phenomenon but did not, in particular, take 

into account the teaching of multiple languages. The DFG framework addresses language 

teaching and learning in general without different the teaching of single and multiple languages. 

However, that does not mean the DFG framework has no relevance in the way we can 
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conceptualize the findings of this study. Figure 34 presents a reconfiguration of the original DFG 

framework, taking the original framework and reconceptualizing it from a TML perspective. In 

essence, what the TML version of the DFG framework shows is the interaction and navigation 

(as depicted through the arrows) between the multi-layered worlds of the multiple languages 

taught and the various factors that TMLs have to take into consideration when teaching multiple 

languages. The TML version of the DFG framework aims to convey the interactional and 

holistic nature of teaching multiple languages.  

 The reconceptualization of the DFG framework from a TML perspective aims to convey 

how Ann, Megan, and Haruko have described their experiences as TMLs in their narrative data. 

Namely, in teaching multiple languages, the participants conceptualize the languages they have 

taught as separate but interacting parts in all levels of the DFG framework, cognitively, socially, 

and ideologically. In this claim, separate means that the participants described teaching different 

languages as distinct tasks with distinct goals and expectations. However, even though the 

participants clearly described their teaching of multiple languages as each separate and distinct, 

they also clearly conveyed the interconnected nature of the languages they taught. They 

described connections between their experiences of teaching different language not only in the 

linguistic characteristics of the target languages, but also in the teaching methodologies and 

teaching contexts they encountered. The fact that the participants perceived their teaching of 

different languages to be interconnected was not simply something they thought about or 

superficially considered, but it was something they wrestled with when it came to making 

concrete decisions in their approaches to language teaching. Thus, the reconceptualization of the 

DFG framework from a TML perspective aims to account for the simultaneously distinct but 

interconnected nature of teaching multiple languages on all levels of the DFG framework. 
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Figure 34 

Reconceptualizing the DFG Framework from a TML Perspective 
 

 

 

Implications for LTE  

 The Necessity of LTE Programs for TMLs. When considering the implications, the 

findings from this study has for LTE, a few questions come to mind. First, is there a need to 

design LTE programs specifically geared towards TMLs? As noted in the Introduction, LTE 

programs designed to train teachers to teach multiple languages are uncommon. A couple of 

prominent examples are the Teachers College of Columbia University in the United States which 

offers dual certificate programs in teaching Chinese and English (TCSOL/TESOL) in 

cooperation with Beijing Language and Culture University in China (Teachers College, n.d.-a) 
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and Osaka Gakuin University in Japan (Teachers College, n.d.-b), and HU University of Applied 

Sciences Utrecht in the Netherlands which offers undergraduate students the opportunity to 

complete a double Teacher Education Bachelor’s degree in teaching English and German 

(Hogeschool Utrecht, n.d.). The TML narratives seem to suggest that TMLs are dealing with 

unique issues that come from the fact that they are teaching more than one language. Teaching 

more than one language means that TMLs go through the process of figuring how to incorporate 

and understand the relationship between the language. In trying to manage the relationship 

between the languages they teach, they have to consider the linguistic similarities and differences 

between languages (Theme 1), the different roles and identities they may need to take on that are 

associated with the different languages they teach (Theme 2 and 3), and the different spaces and 

contexts they may need to inhabit from the different languages they teach and how that impacts 

the opportunities afforded to them in their teaching careers (Theme 4). These findings suggest 

that TMLs indeed do experiences situations and dilemmas unique to the teaching of multiple 

languages that are not addressed in current LTE program that assume that all teachers have only 

taught a single language or does not discuss the impact of any additional language taught. 

 Issues TML LTE Programs Should Address. If we take the suggestion that LTE 

programs geared for TMLs are necessary, then a second question must be asked: what issues do 

TML LTE programs need to address that current LTE do not address? The thematic findings of 

the study suggest that there are three topics relevant to the experiences of TMLs that LTE 

programs can address. First, in accordance with Theme 1, TML LTE programs should help 

TMLs understand that teaching multiple languages will require them to develop a deeper 

understanding of the linguistic similarities and differences across the different languages they 
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teach. Furthermore, TML LTE programs should have TMLs consider and plan for how those 

linguistic similarities and differences may affect their language teaching.  

Second, in accordance with Theme 2 and 3, TML LTE programs should help TMLs 

understand that teaching multiple languages is not only about managing the different linguistic 

systems amongst the multiple languages they teach but also managing new identities or “new 

ways of being”. TML LTE programs should address that each additional language taught may 

introduce complex relationships between the multiple identities associated with the different 

languages they teach. TML LTE programs should help TMLs understand the ways in which the 

new identities (self-perceptions or imposed by others) may integrate holistically or be in conflict 

with existing identities and how the negotiation of those dynamics may impact their approaches 

to language teaching. 

Third, in accordance with Theme 4, TML LTE programs should help TMLs understand 

that teaching multiple languages also means managing new workplaces, sociocultural contexts, 

and communities, and that these contextual factors may have a larger impact on a language 

teacher’s career trajectory over time. Teaching multiple languages means transitioning and 

adjusting to new rules and expectations of what should be taught, how languages should be 

taught, and what role language teachers should play in the classroom. TML LTE programs 

should help TMLs develop a critical awareness of the way in which these contextual 

expectations are informed by the greater socio-cultural ideologies of the institutions and 

communities they become a part of. 

It’s important to note that none of the participants were explicitly taught the issues they 

would need to confront in transitioning from teaching one language to teaching multiple 

languages. While each of the participants certainly received LTE for at least one of the languages 
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they taught, these LTE programs assumed that they would be teaching a single language. In other 

words, the LTE programs did not address how TMLs should manage the pedagogical 

relationship between the different languages they had previously taught and/or were possibly 

going to teach. Instead, this knowledge was gradually developed over time through their 

experience of having taught multiple languages. That is, it was through the experience of 

teaching multiple languages that TMLs figured out how to reconcile the differences between the 

languages in their own individual ways through their approach to teaching.  

It is beyond the scope of this study and impossible to know how the three participants 

would have developed as TMLs if they had received TML LTE. While all three TMLs did figure 

out on their own ways to navigate the relationship between the different languages they taught 

and their approaches to language teaching, they could have also benefitted from LTE that 

specifically addressed issues relevant for TMLs. Specifically, the role of TML LTE programs 

should be to raise awareness of these issues that TMLs may possibly face and help pre-service 

and in-service TMLs better prepare for their future careers by engaging in critical reflection on 

the issues that arise from teaching multiple languages. 

Contributions to LTI and Language Teaching Literature 

 I believe this study contributes to LTI and language teaching literature in several ways. 

First, this study contributes to research on language teachers by providing a multi-dimensional 

descriptive, narrative-based account of a demographic group of language teachers that has been 

largely overlooked. This is study based on stories that attempt to stay true to the lived 

experiences of TMLs by presenting their stories not only in different modalities (i.e., textual and 

photographic) but also set at different timescales (i.e., their career trajectory versus snapshots of 

their everyday life), and in different contexts (i.e., different countries, languages, workplace 
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settings, teaching contexts). This study offers a rare glimpse into the everyday lives, career 

timelines, and teaching stories of TMLs as told through their own perspectives. Moreover, these 

narratives and the overarching themes from the findings provide researchers with an entry-point 

from which researchers can understand TMLs as unique teachers in their own right and explore 

other aspects of TMLs in future research. 

 Second, this study contributes to research on LTI and language teaching through its 

application of the DFG framework in exploring the LTIs of TMLs. This study demonstrates that 

the DFG framework provides a useful framework to approach the investigation of how language 

teachers position themselves and are positioned by others, how different levels of interaction and 

contexts impact language teaching, and how language teachers navigate the varying dimensions 

of language teaching that often are often invisible in our everyday experience of an increasingly 

globalized and multilingual world (Darvin & Norton, 2015). Furthermore, many of the findings 

confirm current conceptualizations of LTI and language teaching as complex, dynamic, holistic, 

embodied, and multi-dimensional. 

 Finally, this study contributes to existing studies in language learning and teaching using 

the methodology of narrative inquiry by demonstrating the use of visual narrative inquiry, a less 

common form of narrative inquiry within language learning and teaching (Barkhuizen, 2016; 

Barkhuizen et al., 2014). This is accomplished through the use of participant-taken photographs 

and photo-elicitation interviews for data collection and photo-narratives in the interpretation and 

presentation of participant narratives. My own personal experience with applying a visual 

approach to narrative research has shown that the novelty of visual narrative inquiry in language 

learning and teaching research has made it both challenging in its execution but insightful in its 

ability to portray phenomenon that text may not be able to capture.  
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Future Directions for Research 

 This study has only introduced the notion TMLs and the issues they face so there is a 

plethora of potential research topics that have yet been covered. First, future directions of 

research on TMLs should explore other aspects of language teaching, such as the changes in 

motivation (or lack thereof) in teaching different languages, the cognitive impact of teaching 

multiple languages, or the role cross-cultural competence when teaching multiple languages.  

Second, future research should explore other combinations of languages that TMLs might 

possibly be teaching and how that may impact TMLs’ language teaching. All of the participants’ 

in this study taught English with a globally dominant language (i.e., Chinese, Japanese, and 

German). Researchers might want to study instances of TMLs pairing the teaching of a globally 

dominant language with a lesser-known language or minority language.   

Lastly, future research can survey current approaches and topics covered when preparing 

language teachers to become TMLs in current LTE programs or other forms of professional 

development. Knowing what methods are being used and topics are being discussed in TML 

LTE programs will provide the foundation for future studies that can explore new ways of 

implementing TML LTE programs. 
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Appendices 

Appendix A: Informed Consent Form 

 

Project Title: Exploring Narratives of TML (Teaching Multiple Languages) Teachers 

 

Statement of Age of Subject: I state that I am over 18 years of age and wish to participate in a 

research study being conducted by Eric K. Ku in the Department of English at National Taiwan 

Normal University (162, Section 1, Heping E. Rd., Taipei City 106, Taiwan) 

 

Purpose: The purpose of this dissertation study is to understand the experiences, approaches to 

language teaching, and identities of TML teachers in different instructional contexts. 

Specifically, this study asks:  

(1) How does the experience of teaching multiple languages influence teachers’ language 

teacher identity?  

(2) How does the experience of teaching multiple languages influence teachers’ approaches 

to language teaching? 

The above questions will aim to explore issues around teacher identity and beliefs about 

language teaching and learning for TML teachers. 

 

Procedures: 

Teaching Philosophy: I will be writing a teaching philosophy that focuses on:  

1. my beliefs about language learning 

2. my beliefs about language teaching 

3. how my beliefs are connected to my teaching 

The total time I will be spending on this task will be approximately 1-2 hours over the period of 

2-3 months. 

Participant-produced Photographs: I will be taking photographs to represent significant 

moments in your experience as a teacher. Topic prompts will be provided to guide me in what to 

take photographs on. Some examples of topics are 1) take a photograph that represents a high 

point in your teaching career, 2) take a photograph that represents a turning point in your 

teaching career. I will be discussing the content of the photographs with Mr. Ku during the 

individual interviews (see next sub-section labeled “Individual Interviews”). The total time I will 

be spending on this task will be approximately 1 hour over the period of 2-3 months. 
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Individual Interviews: Interviews will be conducted in person or through an online video chat 

service (e.g. Skype). I will be asked to respond orally to questions concerning (1) demographic 

information about my current teaching position, (2) details about my career and “journey” as a 

language teacher, (3) the photographs I have taken for this research project (see previous sub-

section labeled “Participant-produced Photographs”. 

Some of the sample interview questions are: (a) describe your current work environment (b) 

describe a turning point in your teaching career (c) explain what the photograph is about. There 

will be a total of 3 interviews, each lasting about an hour long, over the period of 2-3 months. 

Each interview will be audiotaped. I am free to ask Mr. Ku to stop the audiotaping at any time, if 

I feel uncomfortable about being audiotaped.  

Confidentiality: All information collected in this study is confidential and will only be used for 

educational purposes. My real name will not be identified at any time; only pseudonyms will be 

used. All paper and digital data (e.g., documents from the teaching philosophy, audio recordings 

from the interviews, transcriptions of the interviews, digital files of the photographs) will be kept 

in a location that only Mr. Ku has access to. All data (paper and digital) will be destroyed or 

deleted within 5 years after this research project has been completed. 

Risks, Benefits: There will be minimal risk to me since confidentiality will be maintained at all 

times for all participants. I understand that the analysis of the teaching philosophy, participant-

produced photographs, transcribed interview data, as well as Mr. Ku’s research notes is not 

designed to help me personally, but that Mr. Ku and the members of his dissertation committee 

hope to learn more about TML teachers’ experiences, beliefs, and identities in various language 

instruction contexts. This may help scholars in the field of applied linguistics and TESOL better 

understand this overlooked population of teachers and raise awareness of an area of research that 

scholars may have interest in conducting further research. 

Freedom to Withdraw and Ask Questions: My participation is voluntary, and I understand that 

I am free to ask any questions or to withdraw all forms of participation from this study at any 

time without any penalty. 

I, ___________________________ have read about and understand the nature of this study. 

(print name) 

_____ I agree to participate. 

_____ I do not agree to participate. 

 

Signature of Participant: ____________________________________   

Date: ________________ 
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Investigator: Eric K. Ku, Ph.D. Candidate 

• National Taiwan Normal University, Department of English,  

162, Section 1, Heping E. Rd., Taipei City 106, Taiwan  

Advisor: Dr. Yeu-Ting Liu, Professor 

• National Taiwan Normal University, Department of English,  

162, Section 1, Heping E. Rd., Taipei City 106, Taiwan  
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Appendix B: Semi-structured Interview Guide 

Interview Session 1 (Past and Present Teaching Experiences) 

1. Please begin by thinking about your whole teaching career so far as if it were a book or 

novel with multiple chapters in it. Please describe very briefly what the main chapters in 

the book might be. Please give each chapter a title, tell me just a little bit about what each 

chapter is about, and say a word or two about how we get from one chapter to the next. 

2. Please describe a moment that you would consider as the high point of your teaching 

career. This should be a moment when you felt particularly positive. 

3. Please describe a moment that you would consider as the low point of your teaching 

career. This should be a moment when you felt particularly negative.  

4. Please describe a moment that you would consider as the turning point of your teaching 

career. 

5. Please describe a moment in your teacher training that stands out as an especially positive 

experience. 

6. Please describe a moment in your teacher training that stands out as an especially 

negative experience. 

7. Please describe a moment in your teaching career that stands out as an especially 

important, memorable, or meaningful experience.  

8. Please describe a moment in your teaching career in which you feel you displayed 

wisdom, perhaps acting in a wise way, making in a wise decision, or giving good advice. 

9. Please describe a moment in your teaching career in which you felt anxious, worried, or 

doubtful of yourself as a teacher. 

Interview Session 1 (Future Teaching Plans and Follow-up Questions) 

10. Last week, you told me about the key chapters and scenes from your teaching career so 

far. Please describe what you see to be the next chapters in your life. What is going to 

come next in your teaching career? 

11. Please describe your plans, dreams, or hopes for the future. What do you hope to 

accomplish in the future in your teaching career? 

12. Are there any projects you are working on as part of your teaching career? This can be a 

project you are working on as part of your job (ex: establishing a new tutoring program 

for the university) or it can be something personal that you've created for yourself (ex: 

trying to use new materials this semester). Please describe any project that you are 
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currently working on or plan to work on in the future. Tell me what the project is, how 

you got involved in the project or will get involved in the project, how the project might 

develop, and why you think this project is important for you and/or for other people. 
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Appendix C: Guidelines for Written Teaching Philosophy Statement 

The goal of the teaching philosophy is to describe your beliefs about language teaching and 

learning and how you’ve implemented those beliefs in your teaching.  

Instructions 

1. Please use the following questions to write your teaching philosophy.  

2. Your teaching philosophy can be written in any language you prefer. 

3. Your teaching philosophy should be written in paragraph form (like the format of an 

essay), rather than answering the questions individually. It should be separated into three 

sections:  

a. your beliefs about language learning 

b. your beliefs about language teaching 

c. how your beliefs are connected to your teaching 

4. Be sure to answer all of the “required” questions. You can also answer the “optional” 

questions if you’d like. 

5. There is no page limit. However, your teaching philosophy should include all 3 sections.  

 

Approaches to Writing about your Beliefs about Language Learning 

• Think of your personal experiences as a language learner and teacher for all of the 

languages you have learned and/or taught. 

• Describe specific examples of teaching strategies, assignments, or lessons that give us a 

detailed picture of your teaching.  

• Using metaphors (e.g. learning a language is a journey) can be a way to help you describe 

abstract concepts of learning and teaching. 

 

Content of the Teaching Philosophy 

1. Your Beliefs about Language Learning 

• Main questions (required)  

- What does “learning a language” mean to you? 

- Have your beliefs about language learning changed over time? How? 

- How has teaching multiple languages influenced your beliefs about language 

learning? 

• Other questions to consider (optional) 

- In your opinion, what is "effective learning"? 

- How do you know when a student has successfully learned something?  

- What has the biggest impact on your beliefs about language learning? 

 

2. Your Beliefs about Language Teaching 

• Main questions (required) 

- What does “teaching a language” mean to you? 

- Have your beliefs about language teaching changed over time? How? 
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- How has teaching multiple languages influenced your beliefs about language 

teaching? 

• Other questions to consider (optional) 

- In your opinion, what is "effective teaching"?  

- How do you know when a teacher has successfully taught something? 

- What has the biggest impact on your beliefs about language teaching? 

 

3. How your Beliefs Connected to your Teaching  

• Main questions (required) 

- How would you describe your teaching style? What is unique about your 

teaching? 

- What teaching methods have been most effective for you?  

- How is your teaching similar and/or different when you are teaching your T1 

(the first language you ever taught) compared to your T2/T3 (the second/third 

language you taught)? 

- How are your teaching style/methods connected to your beliefs about learning 

and teaching? 

• Other questions to consider (optional) 

- What teaching strategies do you most often rely upon? Why? 

- What are your strengths and skills as a teacher?  

- What skills do you think are most important to teach in your classes and 

why?  

- Which teaching tasks do you find most challenging? 

- What are new teaching strategies or methods that you are experimenting 

with? 

- What strategies have you used to evaluate and gather feedback on the 

effectiveness of your teaching?  

- What areas of your teaching require improvement? Why? How do you intend 

to improve? 

- What have you learned about yourself as a teacher?  
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Appendix D: Guidelines for Participant Photographs 

Topic 

 Take a set of 6-12 photographs that represent your everyday life as a language teacher. 

This includes people, places, objects, actions, feelings, or ideas that play a role in your daily 

routines as a language teacher. 

Instructions 

⚫ Photographs do not necessarily have to be restricted to your classroom. You can take 

photographs outside the classroom as well, as long as it is related to your life as a 

language teacher.  

⚫ Photographs do not necessarily have to be restricted to images of teaching. You can take 

photographs of other activities that are related to your life as a language teacher..   

⚫ Photographs can be literal images of your everyday life as a teacher (e.g., a photograph of 

a classroom) or your photographs might be abstract representations of your everyday life 

as a teacher (e.g., a photograph of road traffic as a representation of the amount of 

workload a teacher may be dealing with).  

⚫ You are encouraged to take new photographs, though the use of existing photographs is 

allowed.  

⚫ Photographs can be taken using any method or device (e.g., smartphones, digital cameras, 

disposable cameras, polaroid cameras, etc.). 

 


