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Abstract

There is growing literature on non-native English speaking teachers (NNESTs) which challenges the dichotomy
between NNESTs and native English speaking teachers (NESTs). In a global context, where non-standard
varieties of English (World Englishes) are widely used, and where English is increasingly used as an international
lingua franca, discriminating against non-native English teachers on account of their accent or their use of non-
standard grammar is no longer tenable, especially when they are often more qualified to teach English than
many NESTs. One strand of this research is the self-perceptions of NNESTs of their ability to teach English. This
study has two purposes. The main purpose is to investigate the self-perceptions of NNESTs who teach English
language in intermediate and secondary public schools in Riyadh, Saudi Arabia, a ‘local’ context that is largely
missing from the NNEST literature. The second aim is to investigate these Saudi NNESTs’ views about English
language-in-education policy in Saudi Arabia and how policy impacts their day-to-day practice. The study used
an online survey that collected quantitative data related to the two research goals. The survey also included
demographic questions that sought to uncover the characteristics of these Saudi NNESTs. One hundred and
nine Saudi English teachers in Riyadh were surveyed. Data analysis used both descriptive statistics and
correlational analysis. The results showed that these Saudi NNESTs are a very homogeneous cohort, culturally
and linguistically. In the public school system in Riyadh there was a notable absence of NESTs, largely due to
cultural and linguistic barriers. These teachers’ self-perceptions about their teaching skills were not matched
by an annual Ministry of Education assessment which indicated that almost all were very competent teachers.
The findings also showed that these teachers’ self-perceptions are mainly independent from the demographic
variables, suggesting that intra-psychological variables, such as personality and intelligence, are likely to
moderate self-perceptions. These Saudi NNESTs were also largely dissatisfied with current English language-in-
education policy, but which aspects of policy and how policy impacts on practice remains a topic for further
study. Recommendations for further research also include the use of a mixed methods approach, which would

also be able to collect qualitative data and take a more interpretative approach to the research questions.
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CHAPTER ONE: INTRODUCTION

1.1 Background

This study concerns the self-perceptions of non-native English-speaking teachers (NNESTSs)
teaching English in publicintermediate and secondary schools in Saudi Arabia. It investigates their
views on their own teaching abilities, their knowledge of English and of teaching English, and

their understanding of Saudi Arabia’s English language-in-education policies.

Before proceeding, however, definitions are in order. It is well recognised in the literature that
the distinction between non-native English-speaking teachers (NNESTs) and native English
speaking teachers (NESTs) can be problematic. The term, NNEST, needs to be used with caution.
Andrews (2007), for example, explains that NNESTs can have a variety of backgrounds while
Moussu & Llurda (2008) contend that differences are best seen on a continuum rather than as a
dichotomy. Some teachers labelled as NNESTs may be fully bilingual, having grown up or having
lived for some time in a predominantly English speaking environment. These teachers may teach
anywhere in the world. At the other end of the continuum are English teachers who have learnt
English at school in their home countries and teach English in their home countries, and may lack,
by comparison, a degree of language competence, at least when judged by native speaker
standards. Somewhere in the middle of the continuum are NNESTs who have had an immersive

language experience, possibly having studied abroad. Clearly then, NNESTs come from a range of



backgrounds, and have a wide range of English language competence skills. What they have in

common is that they are highly likely to be qualified English language teachers.

The current study is situated in Saudi Arabia and focuses on English teachers in public schools. In
this context, from my own observation as a teacher in the Saudi education system, all teachers
are non-native teachers of English with Arabic being their first language, and most of them are
of Saudi nationality (although the situation in tertiary education may be different). Most, if not
all, NNESTs in Saudi public schools, have learnt English in Saudi Arabia (although some may have
had a study aboard experience). In this sense, comparison with NESTs is somewhat redundant,
at least at a local level. A major goal of this study is simply to better understand the Saudi

situation.

The study, however, also draws on the wider debate associated with the “NNEST movement”
(Selvi, 2018). This movement seeks to “contribut[e] to a more democratic, participatory,
equitable, professional, and egalitarian future for ELT” (Selvi, 2018, p. 2). This is necessary
because the fact that there are two distinct terms, NNEST / NEST, as mentioned above, is seen to
privilege native speaking teachers and discriminate against non-native speakers. As Andrews
(2007) notes, a number of scholars further contest the use of the term NNEST because it
“continues to privilege the native speaker (NS) model, defining the non-native speaking (NNS)
teacher in terms of what they lack, rather than what they possess, i.e., bi- or multilingualism (p.
149). Selvi (2018) also points to “the essentialized and idealized conceptions of [teacher] identity”
(p. 1) which oversimplifies the complex world of ELT (English Language Teaching). In a global

context, where increasingly English is used communicatively as an international lingua franca



(ELF) (McKay, 2012), the privileging of the native speaker English teacher simply on account of
their “nativeness” is argued to be untenable. Communication in English in many parts of the
world occurs in contexts where the speakers are non-native speakers of English, many of whom

may use non-standard varieties of English.

While comparisons with NESTs in the Saudi education context may be redundant, nevertheless,
this study has the potential to highlight “transformative ideals” (Selvi, 2018, p. 2), in order to raise
awareness of English teaching in Saudi Arabia and advocate for NNESTs in Saudi public schools as

legitimate English language professionals on the global ELT stage.

Now that terms have been clarified, the discussion broadens in order to further contextualize the
study. As suggested above, English language teaching on the global stage is inextricably linked
to globalisation, and to the use of English as a global language. As McKay (2012) notes,
globalisation and the growth of ELF for science, business and cultural exchange has seen English
increasingly taught throughout the world in the education systems of non-English speaking
countries, largely by NNESTs. Saudi Arabia is one of many countries where this occurs. As Alharbi
(2017) explains, both cultural and economic imperatives within Saudi Arabia have “increased the
demand for improved English language teaching” (p. 129) and created a need for educational
reform. Alharbi (2017) observes that the Saudi Ministry of Education is teaching English “to

promote the language as a lingua franca” (p. 129).

As noted above, in the broader context of ELT, the vast majority of NNESTs are qualified teachers
with a sound knowledge of the English language. In the Saudi context most, if not all, NNESTSs in

public schools appear to be Arabic-speaking Saudi nationals. Also noted above, a considerable
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amount of literature argues that NNESTs are globally positioned as inferior teachers of English
simply because they are non-native speakers who use non-standard varieties (Agudo, 2017,
Andrews, 2007, Braine, 2010, Kamhi-Stein, 2004, Llurda, 2005, 2011, 2015, Moussu & Llurda,
2008, Selvi, 2014, 2018). Andrews (2007, p. 149) refers to this as the “privileging” of NESTs.
However, given that ELF is now the reality for much of the world, including Saudi Arabia, NNESTs
need not, and should not, feel pressure to adopt native speaker models, as their students are
likely to be using English as a global lingua franca. Nor should NNESTs uncritically adopt popular
language teaching methodologies that may be at odds with the context in which they teach — at
a policy or curriculum level. In this global context it is thus argued that what constitutes a
qualified teacher of English in the ELT field needs to change in order to legitimize the value of all

teachers, whether native English-speaking or non-native English-speaking.

A further issue surrounding NNESTSs, suggested above, is what McKay (2017, p. 39) calls (citing
Kumaravadivelu) the “localization of pedagogy”. Kumaravadivelu (2003, 2012) argues against the
importation of global language teaching methods into local contexts. His view seeks to legitimise
the teaching practices of the NNESTs based in part on “the advancement of context-sensitive,
location-specific pedagogy that is based on a true understanding of local linguistic, sociocultural
and political particularities” (Kumaravadivelu, 2006, p. 21). What this means is that local
conditions often determine what is possible and what is not possible, but equally, NNESTs need
also to adopt a responsive and principled post-method pedagogy that suits their teaching
contexts. It also means that local English language-in-education policies may also impact on

teachers’ practices, either in a positive or negative way. Language teaching, especially in



compulsory education systems, can never be separated from local language-in-education

planning and policy (Liddicoat, 2014).

Local English language policies are often seen as “top down”; that is to say, they are planned and
implemented by ministries of education often with little regard to educational realities in schools
or the teaching context of practitioners (Menken & Garcia, 2010). Recent research, however, has
begun to take a “bottom up” perspective, examining how teachers make sense of language
education policy. As Menken and Garcia (2010a, p.1) argue, “educators are at the centre of [a]
dynamic process, acting on their agency to change the various language education policies they
must translate into practice”. While there is growing literature on English language-in-education
policy in the Saudi context (Alrashidi & Phan, 2015; Barnawi, 2018; Barnawi & Al-Hawsawi, 2017;
Elyas & Badawood, 2016; Habbash & Troudi, 2015), what is largely missing from the literature is
how English teachers in Saudi Arabia understand these policies and how they implement them in

their day-to-day practice.

| would argue this “bottom up” policy dimension is closely linked to Saudi NNESTs’ self-
perceptions of their ability to teach English. However, understanding the local policies, their aims
and objectives, how the English language curriculum needs to reflect these polices, and finally
how actual classroom-level teaching methodologies should deliver policy aims and objectives is
by no means a simple task. It requires from teachers a great deal of training and knowledge,
practice, a certain level of experience, and an exceptionally high degree of commitment. If the

task itself is this complex, then it becomes critical to begin with the views of those who will be



responsible for fulfilling it; and a step prior to this, is finding out if those policies, according to the

NNESTs, are actually effective or not to begin with.

While research has begun to explore language teachers’ interpretations of language-in-
education policy from a “bottom up” perspective, an opportunity arises in the current study to
extend the inquiry to the Saudi context, combining this focus with an investigation of Saudi
NNESTs” perceptions of their ability to teach English. Equally, in a global sense, while research
on NNESTs is extensive, their perceptions of their ability to teach English, their students’
perceptions of their practice, and how their professional identities affect their work to date, little
research has investigated non-native English-speaking teachers in the Saudi context. Arguably
this may be because of the absence of the native/ non-native speaking teacher dichotomy, as, at
a local level, comparisons with native English-speaking teachers are somewhat redundant. In
Saudi Arabia, the vast majority of English teachers in schools are Saudi nationals, with a very small
number of Arabic-speaking teachers coming from neighboring Arabic-speaking countries.
Nevertheless, given that the literature calls for "the empowerment of [non-native teachers] and
views their agency as central to the implementation of pedagogical practice" (Glasgow, 2016, p,
58), a focus on non-native English-speaking teachers in the Saudi context is warranted. Thus, the
study also contributes to the growing literature on the teaching of English in Saudi Arabia
(Abahussain, 2016; Alnasser 2015; Alsowat, 2017, Barnawi & Le, 2015; Fareh, 2010; Saglain, Al-

Qarni & Ghadi, 2013).



1.2 Conceptual framework for the study

Reflecting the background outlined above, the broad conceptual framework for this study is
illustrated in Figure 1.1. At the heart of this research lie the self-perceptions of Saudi NNESTs
teaching English in intermediate and secondary public schools. However, in order to get to that
core area, there are certain other areas that need to be taken into consideration. Exploring the
literature on NNESTs and the views of the various writers on numerous issues associated with
NNESTs is needed to gain an effective understanding of how NNESTs are perceived across the

globe, the professional challenges they face, and the strengths and weaknesses they possess.

NNESTs' perceptions of
their ability to teach
English in Saudi schools

The wider literature on
NNESTS

THE LOCAL CONTEXT

Saudi English language—in-
education policy

THE WIDER CONTEXT

Globalization and English
language teaching/
learning

$
oY

Figure 1. 1 Conceptual framework of this study



The inner circles of Figure 1.1 are guided by a number of concerns, loosely seen in terms of the

dimensions of teacher knowledge: Knowledge About Language (KAL), pedagogical content

knowledge and curriculum knowledge (Andrews, 2007). In particular, the study seeks to uncover:

How confident are Saudi NNESTs in their knowledge about the English language (KAL)?

How confident are Saudi NNESTSs in teaching English in their classrooms?

What are the attitudes of Saudi NNESTs towards English as a global lingua franca (ELF)

and how does this impact on their teaching?

To what extent do Saudi NNESTs understand the aims and intended outcomes of the

language teaching methodologies that they use in their classrooms?

To what extent are they aware of alternative methodologies for teaching English?

Given contextual constraints, how easy is it for Saudi NNESTs to adopt alternative

methodologies for teaching English, if they wished to do so?

What is their understanding of and views on the national curriculum, textbooks used, and

assessment practices?

What, in their view, does it mean to be a “good” (English) teacher?

The outer two circles of Figure 1.1 illustrate the wider contexts that underpin the study. The local

context concerns English language-in-education policies in Saudi Arabia. The literature points to

issues related to the political and economic factors influencing these policies, the wavering aims

and objectives of the policies, the lack of focus on important areas such as teaching



methodologies, and, most importantly, the extent to which the policies are understood and

implemented by schools and by Saudi NNESTSs.

The outer circle denotes the importance of situating the study in the wider context of
globalization, especially the global spread of English. While definitions of globalization and its
impact on ELT are not straightforward (Block & Cameron, 2002; Kumaravadivelu, 2006) what is
clear is that English has become a global language for science, business and cultural exchange
(McKay, 2012, 2017), and is now taught in the education systems of a large number of non-
English speaking countries, largely by NNESTs who are now becoming a part of the global ELT
profession. For this study, it is essential to view the presence of NNESTs through the lens of

globalization and English as a global lingua franca. Two concerns that arise are:

e To what extent are Saudi NNESTs aware of the current English language-in-education

policy in Saudi Arabia?

e How effective or ineffective do NNESTs think these policies are in providing direction to

English language teaching in Saudi schools?

Combined, the four contextual layers outlined in Figure 1.1 and the questions they raise will
provide a nuanced understanding of the self-perceptions of NNESTs in Saudi schools of their
ability to teach English, of their understanding of local English language-in-education policy and

how this may impact their professional lives.



1.3 Rationale and purpose

As outlined above, the respective literature on NNESTs and English language-in-education
policies in Saudi Arabia suggests two areas for further research:

e The self-perceptions of the Saudi NNESTs about their ability to teach English

e Saudi NNESTs’ understanding of the English language-in-education policies and their

views on these policies.

It is important to gather information about both of these aspects. As Saudi Arabia is a country
where native-born Saudis are largely responsible for school-level English teaching, knowing the
views of Saudi NNESTs, specifically with respect to their ability to teach English, is of utmost
importance. It is important to note that in tertiary level education the situation is different, and

a larger number of NESTs can be seen teaching English (AL-Murabit, 2012).

Apart from the fact that there is little research on this topic generally, another extremely
significant issue in Saudi Arabia is the quality of English teaching. The growing literature on
English teaching in Saudi Arabia points to the need for improvement (Al-Hazmi, 2003; Algahtani,
2018, p. 134). In addition, my own experience as a Saudi national who has experienced English
language teaching in schools, and my own observations as a qualified secondary school teacher
in Saudi Arabia (albeit of Arabic, not English), suggests there is considerable room for
improvement. The veracity of this view is evident in the English language ability of the Saudi
Arabian students who start learning English from the fifth grade and yet struggle to have a
meaningful conversation in English after years of education. Again, based on my own

observations, Saudi Arabians generally are quite enthusiastic about learning English; this is
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especially the case for the younger generation as they have now realized from a global
perspective how economically and socially beneficial learning English is. Therefore, it is safe to
assume that student motivation may not be a reason for the general lack of English language

ability.

While this study aims to identify both the strengths and weaknesses of Saudi NNESTs — with the
possibility of identifying why English language teaching is not very successful in Saudi schools — it
also needs to be sensitive to local conditions. Kumaravadivelu (2003, 2012) calls this the
“localization of pedagogy”. This recognises that English teaching in peripheral ELT communities,
such as Saudi Arabia, is governed by the parameters of “particularity, practicality and possibility”
(Kumaravadivelu, 2003). The notion of particularity, especially, recognises the specific context in
which English is taught, and the need for a location-specific pedagogy that takes local, linguistic,
sociocultural, and political conditions into consideration. Investigating the views of those who
fulfil the responsibility of English teaching in Saudi Arabian public schools has the potential to
identify the steps that need to be taken to improve both the quality of English language teaching

and the outcomes for students.

As already noted, the scope of the inquiry includes the consideration of a number of areas related
to NNESTs in Saudi Arabia. These include:
e Knowledge of English (for example, knowledge of grammatical structure and vocabulary)
e Ability to use English in the classroom

e Pedagogical knowledge of how to teach English

11



e Knowledge of the local curriculum, including curriculum goals, the use of prescribed
textbooks and assessment procedures

e Knowledge of the local government’s English language-in-education policies

1.4 Research aims

The previous sections in this chapter have provided the background to this inquiry, identified the
conceptual framework and outlined the rationale and purpose of the study. The current study
has two aims. Firstly, the study investigates the self-perceptions of NNESTs teaching in Saudi
Arabian intermediate and secondary public schools. This facet of the research examines NNESTs’
views of their ability to teach English, their knowledge of the English language and their
knowledge about teaching English. The second aim is to investigate the “bottom up” views of
English language-in-education policy. Recognizing the connection between teachers’ practices
and language-in-education policy will form an understanding of the NNESTs’ views of current
English language-in-education policy in Saudi Arabia and how this policy impacts on their

professional lives and teaching practices.

1.5 Research questions

To achieve these aims the study asks three research questions. The first question is designed to

clarify precisely who NNESTs in Saudi public schools are, their backgrounds and their experience.

12



1.  What are the background characteristics of the NNESTs teaching in Saudi intermediate

and secondary public schools?

2. What are the perceptions of the non-native English teachers in Saudi public schools of

their ability to teach English?

3.  What are the views of NNEST teachers in Saudi Arabia's schools in regard to English

language-in-education-policies?

To answer these research questions, the study employs an anonymous survey of non-native

English-speaking teachers in Saudi intermediate and secondary public schools in Riyadh.

1.6 Outline of the Thesis

Chapter Two discusses the current literature on the main areas that relate to this research and
have been touched on in the introductory chapter: English as a global lingua franca; the research
themes that underpin the current literature on NNESTSs, and the teaching of English on the global
ELT stage, in particular NNESTs’ self-perceptions of their ability to teach English; current English
language teaching in Saudi Arabia; and finally English language-in-education policy in Saudi
Arabia and the need to adopt a “bottom up” perspective to research in this area. The chapter

ends by identifying a niche for the current study.

Chapter Three describes the methodological approach and the methods used to conduct this

research. Quantitative research is outlined, and the use of survey methods is described. In
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conclusion, the chapter provides an account of the ethical considerations followed and identifies

the limitations of the study.

Chapter Four identifies the findings of the study. It focuses on the outcomes of the data analysis
of the survey results. Chapter Five is the concluding chapter. It discusses key findings and sums
up the study, relating the findings to the literature reviewed in Chapter Two. This chapter also
identifies the study’s limitations, identifies implications for English language teaching in Saudi

Arabia and indicates directions for future research.
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CHAPTER TWO: LITERATURE REVIEW

2.1 Introduction

This chapter discusses the literature related to the research topic. In order to provide some
context for the study, first the topics of globalization, English as a Lingua Franca (ELF) and English
as an International Language (EIL) are discussed, followed by a review of English language
teaching in the Saudi Arabian context. As noted in Chapter 1, the two main aims of this study are
to explore the self-perceptions of NNESTs teaching in Saudi Arabian public schools, regarding
their teaching abilities and their view about the English language-in-education policy in Saudi

Arabia.

Keeping these aims in mind, the review then turns to the NNEST literature, focusing mainly on
one key research theme within the literature: the self-perceptions of NNESTs of their ability to
teach English and topics related to this such as their self-esteem, confidence, professional issues,
professional identity, and how other stakeholders in education perceive them. In discussing the

second aim, the focus shifts to English language-in-education policy in Saudi Arabia.

The chapter then identifies two gaps in the literature. While there is a considerable body of
literature on the “NNEST movement” (Selvi, 2018), and a growing focus on ELT in Saudi Arabia,
little research has examined ELT in Saudi Arabia through the NNEST lens. In addition, while there
is an increasing amount of literature on English language-in-education policy in Saudi Arabia, a

case is made for adopting a “bottom up” perspective, that is, the importance of understanding
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teachers’ perspectives and how this might affect their work (Menken & Garcia, 2010a). The

chapter concludes by revisiting the aims of the study and identifying the wider purpose.

2.2 The wider context: English as a global language

Before moving to the two main parts of the literature review, it is essential to look at the wider
global context in order to make full sense of the local situation surrounding English language

teaching in the Saudi Arabian education system.

As noted in Chapter 1, there is no denying that English is an international language today. The
simple fact is that there are more L2 (second language) speakers of English in the world today
than L1 (first language) English speakers (Graddol, 2006). One fact that highlights the
internationality of English is that, even though it is not the most spoken language in the world, it
is the most widely distributed geographically (Richards & Burns, 2012). According to Richards and
Burns (2012, p. 6), English is used globally in ‘varied contexts’, and these contexts are
characterized as: the Inner Circle, the Outer Circle and the Expanding Circle (Kachru 1985). The
Inner Circle countries are those where English is the primary or dominant language, such as the
United Kingdom or Australia. In Outer Circle countries English is used as a second language, some
examples being Pakistan, India and Sri Lanka. In Expanding Circle countries, English is not widely
spoken but is typically studied as a foreign language, as in China. In Saudi Arabia the situation is
not as clear, as it is believed that English in Saudi Arabia “is in the process of being nativised and
that this Saudi English reflects recognisably local cultural, religious and social values and beliefs”

(Mahboob & Elyas, 2014, p. 128). This “nativisation” of English in Saudi Arabia makes it a little
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difficult to decide whether Saudi Arabia would fall into the category of the Outer Circle or the
Expanding Circle as there does exist a fairly large number of people in Saudi Arabia who speak
English on a regular basis, but at the same time, it is also largely studied as a foreign language by
a significant number of people attending schools, both public and private, and post-secondary

institutions (Alharbi, 2017).

A further facet of the ‘internationality’ associated with English is its increasing use between non-
native English-speakers, that is to say, it has now become a global lingua franca used by speakers
with non-standard varieties of English. Richards & Burns, 2012, p. 19) note that native English-
speakers are a minority today and are no longer in a position to impose a global, standardised
English, a variety of English frequently used in the Inner Circle (Krachu, 1985) and most commonly
associated with public and official communication. This point brings us to the implications for the

teaching and learning of English in various parts of the world, including Saudi Arabia.

As McKay (2012) notes, globalisation and the growth of ELF for science, business and cultural
exchange has seen English increasingly taught throughout the world in the education systems of
non-English speaking countries, largely by NNESTSs. This globalisation of English and the increase
in the number of NNESTs in the global ELT field has given rise to the notion of English as an
International Language (EIL). However, the global spread of ELT raises a number of issues, notably
what is the status of NNESTs as legitimate English teachers, and should Standard English be the
default in global settings and finally, what kind of methodology is best suited for teaching English

in local contexts?
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On this last point, teaching methodology, Richards and Burns (2012, p. 20), highlight a number of
points that challenge many of the conventions associated with current mono-lingual ELT
methods. Such teaching methods clearly advantage NESTs. The points that challenge such

methods are as follows:

EIL curricula should focus more on the interactions between L2 speakers of English, not
only between native speakers

e Code-switching should be encouraged in EIL classrooms

e EIL teaching should be socially sensitive and should meet local language needs

e EIL teaching should respect the local learning culture

As Richards and Burns, (2012, p. 18) suggest in regard to code-switching, in EIL contexts students’
first language (L1) should be used in the classroom whenever it helps in learning the target
language (L2). This is a direct challenge to the communicative language teaching (CLT) method
which is encouraged globally today, where the use of L1 in the classroom is prohibited and all
instruction and activities are carried out using L2. Richards and Burns (2012, p.19) argue CLT
clearly supports only native English-speaking teachers and are the “fleeting remnants of the
linguistic dominance” that native English-speakers once enjoyed as English language teachers.
Since there are numerous varieties of English spoken globally, it is increasingly difficult to insist
on standardised English; and if Standard English is no longer a relevant medium of instruction in
EIL contexts, then it is not necessarily the case that only native-English speakers are able to teach

English.
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Indeed, as much of the NNEST literature argues, NNESTs have a number of strengths over NESTSs,
such as the ability to teach learning strategies more effectively, to understand the needs and
problems of their learners, to anticipate language difficulties, and, most importantly, in many
contexts to share the ability to speak the learners’ first language (Medgyes, 1992). Consequently,
it can be suggested that a NNEST who has the right level of proficiency, is likely to be more
effective in an English classroom than a NEST (Garcia-Merino, 1997; Medgyes, 1992); especially
in classrooms that support the use of the students’ L1 to further the L2 learning processes.
Furthermore, a bilingual NNEST is in a better position to identify the ‘intra-language’ errors that
the learners make due to the interference of their L1, as the teacher himself/herself knows the

learners’ first language (Mahboob & Elyas, 2014).

Therefore, if there is solid literature present which supports the abilities of NNESTs in local
contexts, it becomes essential to investigate the views and thoughts of the NNESTs of Saudi
Arabia, a context where religious, social and cultural values are significant (Alharbi, 2017). With
these contextual factors in mind, a case could be made for the Saudi public school system to rely
on local NNESTs, who have appropriate levels of English proficiency and the pedagogical
knowledge to teach English, rather than employ NESTs who generally lack the understanding of
the intricacies of the indigenous culture and society, and are not bilingual in the local vernacular,

Arabic.
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2.3 The local context: English language teaching in Saudi Arabia

While it is true that globalisation has affected ELT across the globe, it is difficult to make
generalisations. For example, one cannot simply assume that the way ELT has been impacted in
Europe would be the same in the rest of the world. This is where taking a regional focus while

conducting any sort of research becomes extremely important.

Generally, there are a number of reasons why a region-specific approach is considered effective.
According to Menken and Garcia (2010), educational research conducted in a specific region will
be more beneficial to the people of that region as compared to research conducted anywhere
else. In addition, there are always certain cultural issues that are crucial to any research, and
region-based research is more focussed on local cultures. It is not always advisable to employ
generic research methods as certain research methods are more suited to certain locations,
contexts or regions. Lastly, especially for ELT, terms such as ‘Foreign Language’ cover a general
description of a very vast topic; there are always certain key elements that vary from context to
context. This is true for Saudi Arabia as much as it is also true for other Arabic speaking countries

in the Middle East (Bailey & Damerow, 2014).

Teaching English in Saudi Arabia is the focus of a growing amount of research (Abahussain, 2016;
Alnasser, 2015; Alsowat, 2017; Barnawi & Le, 2015; Fareh, 2010; Mahboob & Elyas, 2014; Saqglain,
Al-Qarni & Ghadi, 2013). Much of this literature focuses on topics such as the political significance
of teaching English, using English as a means of preaching Islam, the influence of the Western

world, the social and cultural implications of teaching English and the efficacy and/or the
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shortcomings of the language-in-education policies. In addition, according to a recent review of
English language teaching in Saudi Arabia (Alsowat, 2017), there is an increasing focus on

teaching language skills and strategies, with significant focus on writing and reading skills.

This growing literature is accompanied by discussion of the social and economic imperatives
which have increased the demand for English teaching and highlighted the need for improved
English language teaching — and indeed has resulted in the “first step towards educational
reform” (Alharbi, 2017, p. 129). According to Alharbi (2017), English is now taught as a standard
subject in public schools starting from Grade 4, and in all grades and levels in private schools.
Linked to the previous discussion on globalisation and ELT, Alharbi (2017) notes that current
English language-in-education policy in Saudi Arabia aims to develop students’ awareness of
English as a means of international communication. This policy dimension will be discussed

further in section 2.5.

Apart from the generic benefits of a regionally-focussed approach, specifically for Saudi Arabia,
there are a number of other reasons why it is imperative to take the local ELT conditions into
account. Starting with the linguistic facet, Mahboob and Elyas (2014) note that there are certain
‘features’ of ‘Saudi English’ that can only be understood and accepted by someone who is either
from Saudi Arabia and knows Arabic, or someone who has spent a lifetime in Saudi Arabia
understanding Arabic and its influence on the English that is spoken by the local people. For
example, Saudis tend to use the present perfect tense and past indefinite interchangeably.
Sticking strictly to grammatical rules, it is not appropriate to mention the exact time while using

present perfect tense, but in Saudi English it is quite common (Mahboob & Elyas, 2014). Similarly,
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there are a few more features of Saudi English, that Mahboob and Elyas (2014) identify: the
overuse of the definite article, ‘the’, or the misuse of indefinite articles such as ‘a/an’, not
following the proper subject-verb agreement such as omitting the third-person singular marker,

‘s’, and occasionally missing the plural marker, ‘s’.

It could be argued from a conventional perspective, following the norms of ‘Standard English’,
that these are all interlanguage errors or simply grammatical mistakes that need to be remedied.
However, as discussed in the previous section, taking a teaching approach that recognises EIL or
ELF, the linguistic particularities of Saudi English are simply part of yet another nascent, yet

meaningful and perfectly effective variety of context-specific English.

Other equally significant facets of the Saudi ELT context are cultural and religious factors. There
are certain Islamic terms and expressions that are prevalent in Saudi English textbooks such as
‘Assalamu Alikum’ which is the equivalent of ‘hi’ or ‘hello’ in English (Mahboob & Elyas, 2014).
This again indicates that in the Saudi context ELT is strongly tied to the local culture and Islam,
and this being the case, the efficacy and approach of a NEST, who may be unfamiliar with the

intricacies of the indigenous culture, society and religion, in such a context could be questionable.

Keeping the above-mentioned analysis of the local Saudi context in mind, the views of those
NNESTs teaching in Saudi Arabia who have some international ELT exposure are also quite
interesting. In Saudi Arabia, educational authorities usually accept Western ELT models
unquestioningly (Barnawi & Le, 2015). Consequently, Saudi language teachers perceive teaching
degrees from Western universities as documents of absolute and unimpeachable authority

(Barnawi & Le, 2015). Interestingly, one of the Saudi English teachers reported in Barnawi and Le,
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who has a degree in TESOL from the United Kingdom, admits that his daily teaching practices are
not always correct, and that some of his teaching methods are flawed and yet, neither colleagues
nor the school authorities challenge him. This small yet powerful piece of information reveals
quite a lot about how Western qualifications are perceived locally in Saudi Arabia, and leads to
some interesting questions. The first question might be to ask, if someone with international
exposure to ELT believes their practices are sometimes inappropriate for the local context, but
are unchallenged because of his/her degree is from a Western university, what must be going
through the minds of those NNESTs who have no international exposure and whose abilities and
gualifications are often questioned on a daily basis? Does this mean that Saudi NNESTs with local
qualifications feel undervalued and undermined? Similarly, what sort of acceptance is being given
to the notions of ELF and EIL in classroom teaching in the Saudi context by those who follow
Western models of ELT? Given the fact that there are certain recognised patterns in ‘Saudi
English’, resulting in a local non-standard variety of English, recognition of the concepts of EIL

and ELF becomes important to the local Saudi context.

Regardless of the school of thought one belongs to, it could be argued that a highly socially-
sensitive approach is required to teach ELT in the Saudi context. This approach to teaching English
is only possible if some of the very important aspects of ELT in Saudi Arabia, such as teachers’
perceptions and the views of those in authority, such as school principals and teacher educators,
are taken into account. By investigating Saudi NNESTs perceptions of their ability to teach and
their understanding of local English language-in-education policies, this study supports such
“bottom up” approaches to help teachers makes sense of their teaching contexts (Menken &

Garcia, 2010a; Glasgow, 2016).
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In summary, current research on English language teaching in Saudi Arabia suggests that the main
focus is on the political, social, religious and cultural aspects of ELT. This literature is a strong and
promising start. However, absent from much of the literature to date is the experiences of Saudi
NNESTs. This perspective would emphasize the importance of all individuals teaching English in

Saudi Arabian public schools.

24 The NNEST movement

According to Selvi (2018), the NNEST movement seeks to “contribut[e] to a more democratic,
participatory, equitable, professional, and egalitarian future for ELT” (p. 2). However, in
discussing the NNEST literature it is important to acknowledge that the terms NEST / NNEST
themselves are problematic. As noted earlier Andrews (2007) argues that a number of scholars
contest the use of the term NNEST because it privileges native English speakers and positions the
non-native speaking teacher negatively, in terms of what they lack rather than what they bring

to their teaching, for instance a sound knowledge of English and bi-or multilingualism.

In the field of ELT, it is impossible to ignore the presence of NNESTs today. 80% of the global ELT
workforce are NNESTs (Llurda, 2005, p. 284). However, despite such a significant strength in
numbers, it cannot be said that NNESTs dominate the field of ELT. On the contrary, NNESTs
struggle to make their presence felt and to prove themselves worthy of English language teaching
(Agudo, 2017; Andrews, 2007; Braine, 2010; Kamhi-Stein, 2004; Llurda, 2005; Medgyes, 1992,
1994; Moussu & Llurda, 2008; Selvi, 2014, 2018). According to Holliday (2006), the privilege that

NESTs have in the ELT field relates to ‘native-speakerism’. This ideology subtly discriminates
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against students and teachers from outside the English-speaking West by overtly promoting the
notion of standard English and covertly propagating strategically packaged teaching-learning
techniques that favour native speakers from the English-speaking West. While ‘native
speakerism’ and the privilege that NESTs have is a reality in the global ELT field, in the context of
this study, however, it may not be a crucial distinction as it is the researcher’s observation, as a
teacher in public schools in Saudi Arabia, that all English teachers are NNESTs. Thus, Saudi NNESTs
may not feel discriminated against as there are no native English speaking teachers in Saudi
schools to compare themselves with. Nevertheless, on the global stage, Saudi NNESTs may well

feel inferior as English language teachers, for reasons this study attempts to investigate.

The NNEST literature draws on a number of research themes. Llurda (2005), for example,
identifies three themes: teachers’ performance in the language classroom; students’ attitudes
towards NNESTs; and “probably the most extensively developed area of study” (p. 7), teachers’
self-perceptions, including self and perceived identities. While in practice these research themes
can overlap, this section is limited to the third theme, NNESTs’ self-perceptions of their ability to
teach English. This theme is associated with a number of overlapping issues, including the low
self-esteem of NNESTs and mental stress as a result of being positioned negatively in the ELT
field; issues of identity; the adverse and judgmental attitude of their students and peers; and the
extent of NNESTs’ knowledge of English and their ‘pedagogical content knowledge’, that is, their
knowledge of how to teach English. As noted earlier, “the NNEST movement” (Selvi, 2018) seeks
to address the inequitable situation that most NNESTs face in the ELT field, particularly given the
argument that standard English should no longer be the target in a global context where English

is increasingly used as a lingua franca by non-native speakers. Indeed, it is argued that NNESTs
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are often better qualified and have greater knowledge of the English language and of their

students.

Starting off with the mental and emotional struggles of NNESTSs, there is a great deal of literature
present that strongly indicates that NNESTSs live and teach under such pressures for a number of
reasons. The main reason, however, is the constant pressure of being compared with native
English-speaking teachers. According to Rajagopalan (2005), NNESTs are the second-class citizens
in the ELT profession and suffer from low self-esteem and mental stress. Other researchers, such
as Inbar-Lourie (2005), claim that NNESTs go through an identity crisis, that is, they develop a
dual identity due to the desire to receive the social and economic privileges that ‘nativeness’
brings. Rather than accepting their non-native speaker identity, they try in vain to become
something they are not which causes even further stress. In addition to this, the literature on the
attitude of students to NNESTs again suggests a significant mental and emotional challenge.
According to Inbar-Lourie (2005), NNESTs’ anxieties increase, and their performance gets
affected unnecessarily, due to the fear of being judged in the classroom by their students as a
result of their unintentional language errors or lack of knowledge of English. As Moussu (2006)
points out, this self-doubt and anxiety become even worse when NNESTs themselves start

judging other NNESTSs for their language errors and lack of knowledge of English.

Linguistic theory has also negatively positioned NNESTs. For example, Rajagopalan (2005)
highlights the research and theories of scholars such as Chomsky who introduced the notion of
‘Generative Grammar’ and ‘Transformational Grammar’. Such theories have elevated the status

of native speakers further and questioned the abilities of the non-native speakers even further
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According to Rajagopalan (2005), linguistics theories such as ‘Poverty of the Stimulus’ and
‘Universal Grammar’ advocate for the existence of some ‘innate knowledge’ of grammar and
language which is essential for learning any language. Such theories argue against the empiricist
views that language can be learned through external input and experiences, and through using

the same mental processes that are used for other cognitive activities.

Furthermore, the literature also indicates that NNESTs, demeaning though it is, keenly seek titles
such as ‘near-native’ or ‘pseudo-native’. Moussu and Llurda (2008), for example, argue this desire
for acceptance is again an indicator of NNESTs mental struggle to achieve the status of native
speakers and that this is not because of NNESTs lack of English knowledge or competence, but
simply due to the attitude of those who they interact with professionally, and the fear of being
judged. Such a pursuit, to achieve some sort of ‘nativeness’, is futile and completely unattainable;
yet, it is done, and such practices have pushed non-native speaker teachers into an inferiority
complex, and what is worse, they have learned to live with it, some even accepting it (Moussu &

Llurda, 2008).

‘Native-speakerism’ in ELT in wide spread. (Holliday, 2006). Rajagopalan (2005) reports on
surveys sent to NNESTs in Brazil. The surveys revealed that the non-native English-speaking
teachers felt professionally stuck, as it was perceived their careers were not making progress as
opposed to their NEST colleagues. On this basis, it could be argued that in many countries where
English is taught local teachers do not get paid as much as native English-speakers despite having
degrees and professional training. Yet, as raised by Holliday (2006) the majority of native English-

speakers do not have any professional certification in English language teaching.
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Exploring a different perspective, according to Reves and Medgyes (1994), teaching English is
unique and more challenging when compared to other disciplines. The reason is simple: in many
contexts, notably English-medium instruction, the subject-matter and the medium of instruction
may be the same, which can put immense pressure on NNESTs, even when the teaching context
allows use of student’s first language. This is not very difficult to understand even for someone
outside the ELT field. Imagine a teacher teaching mathematics or science in English. If they
occasionally make a few language errors, they will not be criticized as the students and school
management will primarily focus on their knowledge of the subject-matter of their discipline.
However, if an English teacher makes even a single language error while teaching English, they
will undoubtedly face harsher judgment as the focus of the class is less on the subject-matter,
and more on the medium of instruction. Such ongoing judgement by students is a constant test
of an English language teacher’s proficiency, even in the Saudi context where classroom

instruction is bilingual.

Reves and Medgyes (1994) also argue that the differences between the language competence
and proficiency level of NESTs and NNESTs should be officially recognized and acknowledged.
This can potentially lead to a decrease in the discrimination between NESTs and NNESTs because
their performance, work and services will be then appraised and evaluated according to certain
set standards rather than discretionary and ad hoc methods. However, Reves and Medgyes
(1994) further note this stance could go either way: on one hand, setting up such standards could
create opportunities for learning and some well-defined career pathways for the NNESTSs, or, on
the other hand, it could completely backfire and the NNESTs could be left with an extremely

demanding yet restricted job market which is only ready to accept such ELT practitioners who
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meet certain requirements. However, statistically speaking, given the fact that almost 80% of the
ELT workforce around the globe is comprised of NNESTs, the former seems more probable than

the latter (Llurda, 2005, p. 284).

Moussu (2006, p. 26-30) highlights other unique aspects of ELT for NNESTs: for example, an
English language teacher’s appearance. Students are inclined to accept white teachers from
North America as native speakers and even those, who may be of different descent, but moved
to English-speaking countries in their childhood or were born there, are at times rejected by
students as native speakers based on their facial features. Again, this is indicative of the fact that
it is not issues solely related to teaching such as proficiency, linguistic ability, pedagogical
knowledge and professionalism, but also niggling but irrelevant concerns such as appearance and

background that come into play when NNESTs step into a classroom to teach English.

Focussing primarily on the literature that sheds light on the self-perceptions of NNESTSs, it cannot
be deemed conclusive or decisive. For example, Choi and Lee (2016), investigating non-native EFL
teachers, have discussed notions such as ‘self-efficacy’ in the context of English language
teaching, which in this context concerns an individual’s belief in their abilities to teach. Research
on the relationship between target language proficiency and self-efficacy does highlight NNEST’s
self-perceptions of their ability to teach English, but still there is quite a lot left to uncover: Choi
and Lee (2016) come to the conclusion that there is a positive relation between a high proficiency

level and self-efficacy, a relationship that needs further exploration.
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2.5 English language-in-education policies in Saudi Arabia

As noted earlier, English is increasingly taught in schools worldwide, including Saudi Arabia,
where it is now offered in both private and public schools (Alharbi, 2017). Broadly speaking,
English language-in-education language policy can be usefully divided into three areas: status
planning, corpus planning and language-in—education policies (Truchot, 2000). Language-in-
education policies serve various purposes. Lorente (2007) notes the scope of such policies is quite
vast as it covers critical aspects of all language teaching and learning in any country, for example,
the purpose of the curriculum and the materials, the length of the courses, the appropriate age
of the learners, and who will teach them and what qualifications are required of teachers. Lorente

(2017, p. 487, citing McCarty) makes an important observation about language-in-education

policy:

language-in-education policy in particular can be seen as a practice of power that
operates at multiple, interesting levels: that is, the micro level of individuals in face-to-
face interaction, the meso level of local communities of practice, and the macro-level of

nation-states and larger global forces.

These comments suggests that language-in-education policy operates at school level, through
teachers and principals as well as at the government level, and as argued previously, in regard to
English language-in-education policy, it is connected to the global context (McKay 2012, 2017,
Richards & Burns, 2012). As in any other country, this understanding of language-in-education

policy also applies to the Saudi context. The English language-in-education policies, defined by
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the Saudi Ministry of Education (MoE), regulate all the levels at which English is taught; especially,

the curriculum and the teaching and learning processes at schools.

The literature on English language-in-education policy in Saudi Arabia is quite robust. For
example, Habbash and Troudi (2015) note the early debate on the diminishing status of Arabic
due to the arrival of English and that policy-makers first highlighted the position that learning
English was not the ultimate objective, but simply a means to achieving other superior goals.
These superior goals were seen to be the preaching and spreading of Islam (Elyas & Badawood,
2016). However, due to Western influence, the Saudi Arabian government has recently changed
their direction and have introduced revised English language-in-education policies (Barnawi & Al-

Hawsawi, 2017).

According to Alrashidi and Phan (2015, p. 37) these objectives are:

1. To enable students to acquire basic language skills (listening, speaking, reading and
writing)

2. To assist students to achieve the linguistic competence needed in different life situations

3. To help students achieve the linguistic competence needed in various professions

4. To allow students to develop positive attitudes towards the learning of the English
language

5. To increase students’ knowledge regarding the significance of English as a medium of
international communication

6. To increase students’ awareness of the religious, economic, cultural and social issues of

their society and ready them to take part in finding their solutions
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7. Toincrease students’ linguistic competence that will enable them, in the future, to explain
and present Islamic-related information and participate in the spreading of the religion of
Islam

8. To develop students’ linguistic competence to enable them to benefit from contact with
nations whose citizens speak the English language, thereby increasing the idea of
cooperation, respect and understanding of differences in cultures between nations

9. To enhance students linguistically in order to allow them to take part in transferring

scientific and technological advances from other countries to Saudi Arabia

These objectives have a number of goals. First, they revolve around acquiring basic language skills
to achieve the required linguistic competence in various life situations and professions. Secondly,
they also emphasise the raising of students’ understanding of the importance of learning English
and its role in international communication. Lastly, the objectives focus on spreading Islam
through learning English but also include the goal of benefiting from the scientific and
technological knowledge attained from Western countries where English is spoken as the first

language.

As suggested by the more recent objectives above more recent English language-in-education
policy is focussed on learning English to understand technology and the culture of the Western
world while keeping pace with the international community in this age of globalisation. Needless
to say, such swiftly and constantly changing dynamics require policy-makers to keep modifying

existing policies while abandoning others and replacing them with completely new ones.
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Naturally, this impacts the NNESTs of Saudi Arabia and puts them under further pressure as they

have to cope with continuous changes.

One gap in the above objectives however is the failure to mention and define the teaching
methodologies that should be used by teachers in classrooms, in order to develop students’
linguistic competence. It appears, however, that teachers tend to rely on the Grammar-
Translation and Audio-Lingual methods (Barnawi & Al-Hawsawi, 2017). Understandably, Saudi
NNESTs find such conventional methods easier as they allow the use of Arabic in English
classrooms, but such an approach may adversely affect language learners and teaching

programmes may fail to achieve the desired communicative outcomes.

In addition to this, according to Elyas and Badawood (2016), the MoE has always dictated
educational policies in Saudi Arabia, which in turn affects English language-in-education policies
as well. In this regard, Elyas and Badawood (2016) argue that in current policy there is an evident
struggle to separate English language teaching from the culture of the native speakers of English,
as MOE policy clearly instructs that English should be taught without reference to the values,
beliefs and customs of native speakers of English that contradict Islamic practices. Elyas and
Badawood (2016) point out, and rightly so, that it becomes extremely challenging to teach any
language when the culture of native English speakers, that is, those of “inner circle” countries, is
very different from the culture of the language learners, and where teachers are asked to focus

only on the target language while ignoring the target culture.

Payne and Almansour (2014) provide a rare perspective of the English language-in-education

policies of Saudi Arabia. They argue that although the MoE and school management purport that
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English is the only foreign language of value in Saudi Arabia, and all the policies should be made
with teaching English in mind, some research shows that Saudi Arabia’s younger generation are

interested in learning other languages as well, such as Chinese and Korean.

This apparent confusion in the Saudi language-in-education policy of Saudi Arabia indicates a
contradiction between what the MoE states in its policies and desires to be implemented, and
what is actually understood and followed by the teachers, or generally understood by members
of Saudi society (Payne & Almansour, 2014). This state of affairs provides a clear rationale for
investigating the extent to which NNESTs teaching in Saudi Arabian schools understand English

language-in-education policy and how it impacts their teaching of English.

The rationale for such inquiry is further strengthened by the need for ‘bottom up’ understandings

of policy and policy implementation. According to Menken and Garcia (2010, p. 1):

A diverse array of language education policies are put into practice in schools around the
world, yet little research exists about the complex process of language policy

implementation within educational contexts.

This quote suggests that despite the critical need for ‘bottom-up’ understanding of language
education policy, most research focusses on a ‘top-down’ approach, neglecting the significant
role of teachers. In practice, although in some instances consultation with stakeholders occurs,
most language education policy is by nature top down; that is, it is the business of government
and ministries of education. However, even if a top-down approach to policy making is adopted,

it is essential to make sure that teachers understand the policies thoroughly. Added to this,
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usually little attention is paid to understanding how many changes a particular policy undergoes

during the implementation process (Menken & Garcia, 2010).

To understand this complexity, Ricento and Hornberger (1996) define the language policy-making
process as “a multi-layered onion”: the outer most layer of the onion represents the political
processes and the legislation around education, while the inner most layer represents the
classroom practices of the teachers, with the layers in the middle representing the education
ministries and the administration or management of the schools. If the policy-making processes
flow from the outermost layer towards the innermost layer, then that would be a top-down
approach, which Ricento and Hornberger (1996) note is the most common approach, but if it is
the other way round, then it is called the bottom-up approach, which is advocated by scholars in

the wake of the new wave of language-in-education policy research (Menken & Garcia, 2010).

In the Saudi context, what we see is a classic ‘top-down’ approach to English language-in-
education policy. Initially, the primary goal of learning English was to spread and preach Islam
(Elyas & Badawood 2016). Later, by 1938, when oil was discovered in Saudi Arabia and the
Western powers such as the United States and the United Kingdom began to show interest in the
Kingdom of Saudi Arabia (KSA), economic and social conditions changed drastically (Habbash &
Troudi, 2015). The influence of the Western powers influenced Saudi policy makers as well, as
English now needed to be learned not just for preaching Islam, but also to understand
technology, for business and for building rapport. Keeping in mind the notion of language policy
as multi-layered like an onion (Ricento & Hornberger, 1996), political processes have directed the

Saudi MoE to construct language education policies in line with the political interests of the
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country, consequently compelling schools to implement these policies through teachers at the
classroom level. As the implementation of policy is best understood as a multi-tiered process, it
is understandable that by the time it reaches those who are responsible for their direct
implementation — teachers — it has the potential to become a directive that teachers fail to fully
understand and must comply with. In this situation, a reflective or critical stance may not be
encouraged and is likely to be largely unarticulated, and at worst, absent. That is to say, teachers

are unlikely to possess a great deal of agency (Menken & Garcia,2010a).

In the light of the literature presented above, it is clearly evident that the English language-in-
education policies in Saudi Arabia make a significant impact on ELT in Saudi Arabia. As a
consequence, it is important for Saudi NNESTs to understand current policies, and how they may
be changing, so that they can adapt their teaching strategies according to the aims and objectives

of these policies.

2.6 Identifying the gaps in the literature

It is evident from the research, discussion and critique presented in the previous sections that
the differences between NNESTs and NESTs, along with the professional strengths or weaknesses
of NNESTs, has been widely discussed in the literature. The literature review also discusses
English language-in-education policy and the absence of ‘bottom-up’ research perspectives in

order to understand how policy might impact teachers.

This study contributes to both of these areas. First, while there is growing literature on ELT in the

Middle East, including Saudi Arabia, there is an absence of research that examines the issues
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through the lens of the NNEST movement. As all English teachers in the Saudi public school
system are currently Saudi NNESTSs, ‘local’ comparisons with NESTs may not be relevant. Saudi
NNESTs and NESTs are not competing for the same jobs, nor do Saudi NNESTs need to compare
their teaching with NESTs. However, Saudi NNESTs are part of the global ELT profession and in
this wider context they may at times be made to feel inferior, as the NNESTSs literature suggests.
From the advocacy perspective of the NNEST movement, the voices of Saudi NNESTs need to be
heard. This study fills a gap in the literature by first identifying the background characteristics of
Saudi NNESTs and secondly by investigating the perceptions of Saudi NNESTs of their ability to

teach English.

The second gap this study attempts to address is in is the area of education policy research. It
appears that research on English language-in-education policy in Saudi Arabia predominately
reports a ‘top down’ perspective; that is, it reports on government initiatives without providing
the views of other stakeholders. Some of the areas that the present literature does not answer
conclusively are:

e To what extent do Saudi NNESTs in public schools understand English language-in-

education policy?

e How effective or ineffective do they think these policies are, given the context they work

within?

e Are the teaching methodologies they use aligned with the objectives of the policies?

Therefore, this study aims to capture the views of Saudi NNESTs in regard to English language-in-

education policy.
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2.7 Purpose of the study

Given the literature reviewed in Chapter 2 and the two gaps in the literature that have been

identified, it is useful to revisit the two research aims of the current study:

e The first aim is to investigate the self-perceptions of NNESTs teaching in Saudi Arabian
public schools of their ability to teach English, their knowledge of English and their
knowledge of teaching English.

e The second aim is to investigate the “bottom up” views of the NNESTs on English

language-in- education policy.

Recognising the connection between teachers’ practices and English language-in-education
policy has the potential to help clarify Saudi NNESTs’ views of ELT in Saudi Arabia. The study also
has the potential to contribute to a broader understanding of ELT in Saudi Arabia since it
highlights the self-perceptions of the Saudi NNESTs and touches on how policy impacts teachers’

professional lives and teaching practices.

The study also has a wider purpose. While the NNEST research has attempted to be sensitive to
context, many of the research findings appear to be generalised to a global NNEST community.
However, not all NNEST communities are the same. Saudi Arabia may be very different to Hong
Kong, Japan or Spain. This study can be a stepping-stone towards a context-specific inquiry.

NNESTs in different parts of the world undoubtedly hold varying opinions and beliefs about their
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ability to teach English and have strong emotions about their professional abilities that are

unique to them.

2.8 Chapter Summary

This chapter first reviewed the literature relating to the field of this study. Despite there being a
rich literature across a number of topics important to the aims of the study, two areas for further
research became apparent. Firstly, there appears to be an absence of research related to the self-
perceptions of the Saudi NNESTs about their teaching abilities, and secondly, to date
understandings of Saudi English language-in-education policy have not included teachers’
perspectives. The chapter concludes by reiterating the aims and the purpose of the study, looking
at it in the wider global context, and highlighting its contribution to ELT in Saudi Arabia. The next

chapter discusses how this study was conducted.
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CHAPTER THREE: METHODOLOGY

3.1 Introduction

As noted in Chapter 1, this research has two aims. Firstly, the study investigates the self-
perceptions of NNESTs teaching in public intermediate and secondary schools in Saudi Arabia.
This facet of the research examines NNESTs’ views about their ability to teach English, their
knowledge of the English language and their knowledge of teaching English. The second aim is to
investigate NNESTs’ views of the English language-in-education policy in Saudi Arabia.
Recognizing the connection between teachers’ practices and the language-in-education policy
will help to gain an understanding of NNESTs’ views of the current English language-in-education
policy in Saudi Arabia and the impact and the effect of the policy on their professional lives and

teaching practices.

In order to achieve these two aims, the study asks the following three research questions:

1.  What are the background characteristics of the NNESTs teaching in Saudi intermediate

and secondary public schools?

2. What are the perceptions of non-native English teachers in Saudi public schools of their

ability to teach English?

3.  What are the views of NNEST teachers in Saudi Arabia's schools in regard to English

language-in-education-policies?
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Research Question 1 seeks to clarify the background of Saudi NNESTs teaching in public schools
in Riyadh, the capital of Saudi Arabia, for example, their age, gender, qualifications and teaching
experience. Research Questions 2 and 3, respectively, focus on teachers’ perceptions of their

ability to teach English and their knowledge of the English language-in-education policy.

This chapter explains and discusses the methodology and methods employed in the study to
answer the three research questions. First, the chapter discusses the research approach used.
Second, the chapter outlines the design of the study, namely, the preparation of the research
instrument, an online survey, its initial piloting with a selected number of English language
teachers (NNESTSs) in Saudi Arabian public schools in Riyadh and the revisions that were made as
a result of this, the subsequent administration of the survey and the collection and analysis of
the data. The participants are then identified, as part of the context in which they work as English
language teachers in public intermediate and secondary schools. Finally, the chapter outlines
how ethical concerns were approached and identifies the methodological limitations of the

study.

3.2 Research Approach

A research approach is the methodology that is used in a study. The current study draws on a
research approach widely used in researching the perceptions of NNESTs, notably the use of a
survey. In part, the current study attempted to replicate a research approach used previous study

in the field (Moussu, 2006) but with much limited scope.
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According to Moussu (2006), the methodology chosen for a research project is based on the
following three aspects of the project: (1) the aims of the research project, (2) the type of issues
being investigated, and (3) the nature of the data. With these three considerations in mind the
methodology chosen for this research project was a quantitative approach that used an online

survey instrument.

Moussu (2006) adds that a descriptive, quantitative methodology is ideal for investigating a large
number of participants by making the results statistically significant and generalizable, although
it is acknowledged that the findings of this study may not be generalizable outside of outside the
context of Saudi Arabia. Nevertheless, as Moussu (2006) claims, statistical analyses can be used
to find the answers to the type of research questions this project aims at investigating.
Furthermore, a quantitative methodology using survey instruments has been widely used in
researching the perceptions of NNESTs (for a review of the research, see Moussu & Llurda, 2008).
The current study thus draws on a widely used research approach that has been successful in

researching the perceptions of NNESTSs.

Moussu (2006) also notes that the nature of quantitative survey data requires that close-ended
guestions be adopted. While semi-structured interviews are also suitable for capturing the
perceptions and attitudes of participants, according to Brown (2001), “Likert-scale questions are
effective for gathering respondents’ views, opinions, and attitudes about various language-
related issues” (p. 41). Furthermore, using a survey with specific multiple-choice questions and
statements to rate on a Likert scale can guide participants “with a single frame of reference in

choosing their answers” (Moussu, 2006, p. 44). Finally, statistical analyses of survey data from
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relatively large populations, such as the 109 respondents in the current study, are usually robust

and reliable.

It is, however, acknowledged that quantifying perceptions and attitudes has its limitations. For
example, although a quantitative survey is well-suited to this kind of research study, triangulation
could be achieved with the addition of a number of semi-structured interviews (Moussu, 2006).
An interpretative dimension to the study, using qualitative data, would help to enrich the

guantitative data. The absence of a qualitative dimension is noted in the limitations.

In summary, despite some limitations, given the aims of the current study, the nature of the
issues being investigated and the nature of the data, the most appropriate methodology for this
research project was a quantitative approach based on a survey with close-ended questions and
Likert-scale types of questions. The survey will be described in more detail in Section 3.3 on the

design of the study.

3.3 Design of the Study

The first step to initiating any research is to select the overall design (Creswell, 2007). The
purpose of the research design is to provide framework for the study and to offer guidance as to

the specific research methods and analytical procedures.
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Figure 3. 1 above shows the research design of my study. This consisted of six stages, namely,
preparing the initial survey, the initial piloting of the survey, conducting preliminary analysis,

administration of the finalised survey, data collection, and quantitative data analysis to uncover

the research findings.
3.3.1 Preparing the initial survey:

According to (Doérnyei, 2007, p. 101), surveys can collect three types of data: factual, behavioural
and attitudinal. Factual questions are questions which are mostly about the demographic

characteristics of the participants, such as age, gender, race, location or marital status. Factual
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guestions underpinned Part 1 of the survey, which sought to answer Research Question 1 (“What

are the background characteristics of NNESTs teaching in Saudi public schools?’).

Behavioural questions are mostly about the behaviour of the participants, such as their habits,
history and activities. For this study, such questions have been modified to suit the study’s
purpose. For example, questions on activities primarily focus on the participants’ teaching
activities. In contrast, attitudinal questions concern the attitudes, and opinions of the
participants. Behavioural-type questions are used in Part 2 of the survey to answer Research
Questions 2 and 3. As a key aspect of this study is to investigate Saudi NNESTs’ perceptions of
their ability to teach English and their views on the current English language-in-education policy

in Saudi Arabia, attitudinal questions were also used in Part 2 of the survey.

The survey that was initially created for this research had around 40 questions, excluding the
demographic questions in Part A, which are factual questions. A conscious effort was made to
ensure that the questionnaire was not more than 3-4 pages in length, and could be easily read,
understood and finished in no more than 20 minutes, as that is considered an ideal time and

length of a questionnaire (D6rnyei, 2007, p. 110).

The survey was created using the Qualtrics survey software which is available on licence to the

Auckland University of Technology [https://aut.aul.qualtrics.com] and was designed to be

completed online. As per the recommendations from the AUT Ethics Committee, the survey was
prefaced by a participant information sheet about the study (see Appendix 1). Completion of the
online survey was taken to be the participants’ agreement to it. The ethical aspects of the study

are discussed further in Section 3.5. It should also be noted that the survey instrument, and all
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supporting information, were translated into Arabic by the researcher, who is an English-Arabic

bilingual teacher.

The survey was divided into two main sections, the demographic questions which sought to
investigate the background of the participants (Research Question 1) and Part 2, which aimed to
capture data in regard to Research Questions 2 and 3. The questions in Part 2 were based on a
review of the literature and were divided into a number of sections. These sections reflected the
“conceptual categories” (Moussu, 2006, p. 145) that underpinned the inquiry. These categories

are identified below:

e The four language skills: reading, writing, listening and speaking

e Knowledge of English

e English language education policy for schools in Saudi Arabia
As noted earlier, in order to collect quantitative data, Likert-scale questions were prepared which
could be easily coded and quantified. Examples of the Likert-scale questions in the survey are

provided below:

Language skills:

SQ 1: How do you rate your speaking skills?

Impeccable — good — average — below average — poor

Knowledge of English

SQ 13: How do you rate your knowledge of English grammar?
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Impeccable — good — average — below average — poor

English language policy for schools in Saudi Arabia

RQ 28: How do you rate your understanding of the English language-in-education policies?

Impeccable — good— average — below average — poor

Given the Likert scale nature of the survey questions, such options could be coded, as follows:
o Impeccable=1
o good=2
o below average =3

o poor=4

As noted earlier, in Part 2 of the survey, Likert-scale questions were used as they are effective in
gathering respondents’ views, opinions, and attitudes (D6érnyei, 2007). The coding and analysis

of the data is explained further in Section 3.3.6.

Wording of survey questions is, of course, important (Dornyei, 2007). There is always a possibility
that the participants might answer a question inaccurately or do not understand a question
completely or they are simply not in the right frame of mind to answer it at all. In such a scenario
they might end up giving an answer which does not truly represent their views, thoughts,
understanding or experiences. According to Dornyei (2007, p. 103), multi-item scales, can be an

effective way of controlling such inadvertent human error. The technique is simply to target the
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same concept through multiple questions that are similar in nature and try to elicit an accurate

answer for the targeted concept. This technique was employed for this questionnaire.

3.3.2 Piloting the survey

Once the questionnaire was finished, the piloting phase began. Before actually administering the
survey, according to Dornyei (2007, p. 112), there are a few piloting phases that a questionnaire
needs to undergo in order to yield accurate results at the end of the data collection process. The
following paragraph includes a step-by-step account of what was undertaken before the survey

was presented live online to the participants.

First, an initial draft of the survey was sent to the thesis supervisor and a colleague for comment.
They provided feedback, and the draft was modified in light of their feedback. Second, a link to
the modified survey was then sent to 10 NNESTs teaching in the Saudi Arabian public school
system using the researcher’s network (as noted in the Chapter 1, the researcher has been a
school teacher in the Saudi public school system, albeit of Arabic, not English). Piloting the survey
in this way, the researcher was able to check whether the questions would be useful enough to

gather the data needed, and if the data would be good enough to put to a statistical test.

3.3.3 Initial analysis of the pilot

After receiving responses to the pilot survey, a report was generated by Qualtrics survey software
and a basic analysis was conducted. A meeting was held with the researcher, the researcher’s
supervisor and a data analysis specialist from Auckland University of Technology, to discuss the
viability of the survey to answer the research questions. This evaluation also identified possible

modifications that needed to be made before conducting the live survey. This included some
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changes to the survey, which were reducing the number of the total survey questions from 80
to 50 in order to address clarity (10 questions for Part 1 and 40 questions for Part 2), and, in order
to improve clarity, modifying some of the survey questions so they were more straightforward

and focused. The final version of the online questionnaire included the following:

1. Aninformation sheet that declared the main details, such as the purpose of the research,
the required time to complete the survey and the assurance that the privacy of the
participants would be protected.

2. The English version of the questionnaire.

3. The Arabic translation of the survey.

The finalised survey can be found in Appendix 2.

3.3.4 Administering the survey

This section discusses the sampling procedures that were used and how the study sought to
attract Saudi NNESTSs to participate.

Sampling procedures:

Since a quantitative approach depends on sample size (Dornyei, 2007), the study sought to
maximise the number of participants within the scope of a master’s level study. The sampling of
Saudi NNESTs was limited to intermediate and secondary schools in the capital, Riyadh, as the
researcher had some familiarity with this geographical area of Saudi Arabia. A total of 109
respondents agreed to participate in the study, an appropriate number for a quantitative survey

study (Dornyei, 2007).
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The two main sampling methods selected for this study included stratified random sampling and
snowball sampling (Dérnyei, 2007). The intention was to integrate probability and non-
probability sampling strategies while keeping in mind the population (NNESTs of Riyadh, Saudi

Arabia) and the context of this research (Saudi Arabia).

For the fulfilment of the core objectives of this research, stratified random sampling is effective.
In this case, having an optimum balance of male and female teachers was not expected as the
participants had been selected through the use of random sampling. The participants for this
research were 80% males and 20% females. The section below on the participants provides a
brief sketch of who they were in terms of age and gender. More detailed characteristics are

provided in Section 4.2.

Advertising the study:

The initial approach to administering the online survey was to send an email to a selected number
of school principals. As a former teacher in a number of public schools in Riyadh, the researcher
was able to contact these school principals, who then supplied the researcher with more
contacts. The email included an advertisement that explained the aim of the research and its
benefits for Saudi NNESTs (see Appendix 3). The advertisement, which was distributed around
the public school network in Riyadh, contained a link to the online survey. The survey link
included the Participant Information Sheet, which provided information about the study and
outlined the researcher’s responsibility to ensure the participants’ privacy and anonymity. No
consent was required. Saudi NNESTs wishing to participate in the study simply accessed the link,

read the information and completed the online survey.
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3.3.5 Data collection

Data collection began in December 2018, after advertising the study. The anonymous electronic
survey was made available in English and Arabic. The respondents were invited to participate in
the survey by accessing a URL that was provided in the advertisement. As explained above, this
was distributed through emailing a number of principals in intermediate and secondary schools

in Riyadh, Saudi Arabia.

The initial response to the advertisement was disappointing, with only 43 surveys completed. In
order to accelerate the data collection process and to attain an optimal number of responses,
the survey link was then sent to a social media site where English teachers in Saudi Arabia can
communicate with each other. The researcher sent out the advertisement through WhatsApp
groups. As the number of responses received via email was initially less than expected, using

social media communication groups was critical.

All data collection procedures were conducted online from New Zealand. The participants agreed
to participate in the study by accessing the link, by reading the ethics information at the start of
the survey, and by answering the online survey. As noted earlier, the online survey was created

using Qualtrics online survey software [https://aut.aul.qualtrics.com].

The data collection process was completed by January 2019. In total 117 responses were
received. After data cleaning, 8 responses were discarded and 109 responses were accepted.

Data collection was then followed by the data analysis stage.

51


https://aut.au1.qualtrics.com/

3.3.6 Data analysis

This study asked three research questions; Research Question 1 (RQ1l) sought to identify the
personal and educations characteristics of NNESTs working in Saudi intermediate and secondary
public schools in Riyadh. The study was interested in, for example, the age, gender, English
teaching experience, and qualifications of the respondents. Part 1 of the survey was given as
multi-choice questions. Running Part 1 of the survey through the Qualtrics software created a

report that provided answers to RQ1. These are presented in the Chapter 4.

The Statistical Package for the Social Sciences, more commonly known as SPSS, was the statistical
programme chosen for analysing Part 2, concerning teachers’ self-perceptions. As Dornyei (2007,
p. 198) suggests, SPSS has been used for a little more than 35 years, and generally, statisticians
support its reliability. The data related to Part 2 was analysed in IBM-s SPSS version 25. Standard
statistical analyses from a graphical user interface were applied. Syntax and line coding were not
used in the analyses. Before the main analyses, data were screened for univariate and
multivariate outliers. For detection of univariate outliers, standardised z-scores were applied
with a cut off value of +/- 3.29, and for detection of multivariate outliers, Mahalanobis’s distances
were applied. Chi-square tables were used for the interpretation of the distances with p < .001
given as the significance level. Four outliers were detected and removed from further analysis,
meaning the final sample size was reduced from 109 to 105. In order to decide whether the data
fit the factor analysis, the Kaiser-Mayer-Olkin test was applied and the test’s value of .88 was
meritorious, which indicated that factor analysis could be reliably executed on the data.

Statistical techniques that were applied for the main analyses of the data are exploratory factor
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analysis and scale reliability analysis. The parameters used in the exploratory factor analysis were

the following:

1) Analysis model (factor extraction type) principal component analysis
2) Rotation type - direct oblimin
3) Factor extraction criteria - Eigen value and scree plot 4) All factor loadings lower than .30 were

supressed.

In order to determine whether the scale was internally consistent, in the reliability analysis,
internal consistency was interpreted according to the value of Cronbach’s alpha coefficient, and
the items’ and the scale’s properties were analysed with various item and scale parameters such
as average item score, average scale score, Cronbach’s alpha if the item was deleted, and item-
total correlation. The correlation between demographic variables and self-perceptions were
tested with Spearman’s p correlation because demographic variables were operationalized as

ordinal variables.

For the third part, the NNESTs’ view of English language-in-education policy, SPSS version 25 and

frequency analysis from the graphical user interface were applied. No syntax coding was used.

Coding the data:

The survey questions were coded mostly by Qualtrics software as it was easier, faster and more
accurate. In addition, the coding was re-checked by the researcher to make sure there were no
errors in the software’s coding. The demographic data did not need to be coded as the data was

analysed directly from Qualtrics. An example of the questionnaire coding is as follows:
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o Impeccable =1
o Good=2

o Below average=3

o Poor=4
and

o Yes=1

o No=2

In addition to this, the Qualtrics software could also provide more options, such as, exporting the
data to a Microsoft Excel file and an SPSS file as well. This saved more time for the researcher to

focus on the analysis and in presenting the results.

3.4 Participants

NNESTs teaching in Saudi Arabia’s intermediate and secondary public schools were invited to
participate in this study. Sampling, however, was limited to the capital city, Riyadh, which
currently has a population of some 6.5 million and an estimated 550 intermediate and secondary
public schools. As way of comparison Saudi Arabia has a total population of 34.5 million with an
estimated 13300 intermediate and secondary public schools. As noted in the literature review
chapter, in line with current English language-in-education policy, all public intermediate and
secondary schools currently offer English as a curriculum subject. Although acknowledgement is
made that restricting the sample to Riyadh may have skewed the results, the decision was

logistical decision as the researcher has network contacts in the capital city. Furthermore,
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opening the survey up to the entire country and to all public schools was beyond the scope of
the current study, which was exploratory in nature. After data cleaning, a total of 109 NNEST

respondents were accepted.

The 109 respondents from one location, Riyadh, provided an adequate sample size for the
current study, although it must be pointed out that findings cannot be generalized to all Saudi

NNESTSs teaching in the public-school system.

As noted earlier, the literature suggests that due to cultural and linguistic considerations (Alharbi,
2017, Barnawi & Al-Hawsawi,2017), there are few if any native English speaking teachers in the
Saudi public school system (private schools and universities are somewhat different however).
The researcher’s own experience as a teacher in the Saudi public school system also supports this
view. While the vast majority of English teachers in public schools are Saudi nationals, some are
likely to be Arabic-speaking teachers from neighbouring countries. Therefore, it was expected
that all English teachers in Saudi public schools would be NNESTs, and the vast majority would
be Saudi NNESTs. NESTs teaching in the private education system were not the focus of the

current study.

Taken from the relevant demographic questions of the actual survey, this data indicated that 83%
of the 109 participants were male with the remaining 17% female. This is mostly likely a
representative sample given the researcher’s experience as a teacher in Saudi Arabian public

schools.

55



3.5 Ethical considerations

While conducting any research there are several ethical considerations that have to be met as
part of the overall research design. Approval from the Auckland University of Technology Ethics
Committee (AUTEC) was sought (see Appendix 1) and the piloting of the survey and subsequent
data collection phase started after the approval was issued. In the Saudi context, gaining access
to the participants did not raise any major ethical issues since the survey was voluntary and
anonymous. It was made clear to the participants in the initial advertising of the study (see
Appendix 3) and subsequent participant information provided as part of the online survey (see
Appendix 4), that participation in the study was voluntary, and that they could withdraw from
the study up to the point of data analysis. The anonymity of the participants was also guaranteed
as those who participate in an anonymous Qualtrics survey cannot be identified. Such anonymity
is likely to encourage participants to give honest responses. Participants are likely to feel more

comfortable telling the truth and might be more open to share their opinions.

As noted earlier, English teachers wishing to participate simply accessed the link to the online
Qualtrics survey. Those who accessed the link were able to read the Participant Information
Sheet (in English and Arabic), which was at the beginning of the survey. As the participant
information was placed at the beginning of the online survey, clear information was given
regarding the issues related to privacy, anonymity, participation, and the implications of the
research. The information also indicated that participants could withdraw from the study at any
time without penalty. The contact details for the supervisor, the researcher, and the Ethics

Coordinator at Auckland University of Technology were provided in the information, in case
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participants needed more information regarding the survey, or if they needed to raise any

concerns.

3.6 Limitations

As noted in Section 3.2, a quantitative approach was chosen for this study for three reasons. First,
a quantitative approach allows for the use of data that can be quantified, an approach widely
used in researching the perceptions of NNESTs of their ability to teach English. Second, a
guantitative survey has the ability to reach a large number of participants. Thirdly, this type of
survey meets the aims of this particular study and collects data that can answer the three

research questions. However, there are limitations to quantitative surveys.

One limitation is that quantitative survey data cannot provide the full picture. In order to fully
investigate the perceptions and beliefs of participants it is best to supplement quantitative data
with qualitative data, either in the form of open-ended survey questions or semi-structured
interviews. Interviews in particular help the researcher to study a particular phenomenon and

particular individuals in a particular context and provide nuanced findings (Merriam, 2009).

The original design of this study was a mixed methods approach and the study originally planned
for a small number of semi-structured interviews with Saudi NNESTs who participated in the
online survey. Resource constraints, however, did not allow this to occur as the researcher was
unable to return to Saudi Arabia to conduct the interviews as originally planned. In addition, time
constraints toward the end of the fixed term of the thesis project did not allow the researcher to

conduct the interviews electronically via the internet. Under these circumstances, a decision was
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made to use the survey data alone. Further time constraints prevented the researcher from using

the open ended questions (qualitative data) from the survey.

3.7 Chapter Summary

This chapter discusses aspects of the research methodology, or approach, and explains the
methods that were used for this study. As noted, the research was initially planned to be a mixed
methods study, but in the end only a survey instrument was used, one that used only the
guantitative data from the survey. The chapter first discussed the rationale for using a survey
approach in researching the self-perceptions of NNESTs. Second, the design of the study was
outlined. This explanation focused on the following seven key procedures: the initial design of
the survey instrument, survey piloting, initial analysis, the administration of the survey

instrument, data collection, and data analysis.

The context in which the study was conducted was then identified, explained and discussed,
along with the identity of the participants, NNESTs teaching English in intermediate and
secondary public schools in Riyadh, the capital city of the Kingdom of Saudi Arabia. To help
illustrate the context, some general demographic data were given about the participants. More
detailed characteristics of NNESTs teaching English in Saudi public schools were provided in
answer to Research Question 1. Finally, the limitations of the study were identified and discussed.
The following two chapters will answer each of the three research questions that have guided

this study, and also discuss the significance and implications of the findings.
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CHAPTER FOUR: THE RESULTS

4.1 Introduction

As previously discussed, this study investigates the characteristics of Saudi NNESTs teaching in
Saudi intermediate and secondary public schools, their self-perceptions of their ability to teach
English as non-native English speakers, and their views about English language-in-education-
policies in Saudi Arabia. The previous chapter discussed the use of the online survey used to
collect data. This chapter presents the results of the survey, in answer to each of the three

research questions.

The first section presents results related to Research Question 1 (RQ1), teacher demographics

and their background, including qualifications and experience in teaching English.

The second section presents results related to Research Question 2 (RQ2), teachers’ self-
perceptions of their ability to teach English and includes correlational findings that highlight the
relationship between their self-perceptions and different demographic variables. This second

section is divided into the following parts:

An exploratory factor analysis of the sub-scale that measures teachers’ self-perceptions
of their language skills (speaking, listening, reading, vocabulary, grammar and writing)

e Reliability analysis of the same self-perception scale

e Correlation analysis of the relationship between self-perceptions and age

e Correlation analysis of the relationship between self-perceptions and gender
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e Correlation analysis of the relationship between self-perceptions and years of teaching
experience

e Correlation analysis of the relationship between self-perceptions and the level at which
teachers usually teach

e Correlation analysis of the relationship between self-perceptions and level of teachers’
education

e Correlation analysis of the relationship between self-perceptions and the amount of
attendance at professional development courses

e Correlation analysis of the relationship between self-perceptions and grades on Saudi’s

annual performance report for teachers.

The third section concerns Research Question 3 (RQ3). It presents results related to teachers’
views about English language-in-education policies in Saudi Arabia and how such policies, as they
understand them, affect their English language teaching. More specifically, it will consider the

positive and negative aspects of teachers’ views.

The data collected for this study were broad. Consequently, a decision was made to manage the
findings in size and range. Only the most significant findings are presented and not all statistical

analyses related to the survey questions are included.

4.2 Research Question 1: The characteristics of NNESTs teaching in Saudi public schools

Figure 4.1 shows a breakdown of the age of the participants. As indicated, most of the English
teachers in the study (83%) are relatively young, under the age of 40, with 17% between 20 and

30 years of age. This demographic is likely to reflect the wider population of English language
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teachers in the Saudi public school system, and is likely related to Saudi Arabia’s population

demographic generally, which according to Wikipedia 90% is under the age of 54 years. The

finding stands in contrast to many Western countries where teacher age, on average, is generally

higher.

17%
15%

66%

B:z:0z:0 P3040 Bsos0 Poo:

Figure 4. 1 Age of participants

Table 4.1 below gives the participant's gender. Only 19 out of the 109 respondents were female
(17%); however, this finding is not likely to represent a true reflection of the population of English
teachers in Saudi Arabia as, in the Saudi educational context, young women are taught by female
teachers and young men by male teachers. While statistics are not easily available, the
reseacher’s own experience in the Saudi education system suggests the gender of teachers in

Saudi schools are roughly equal.
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Table 4. 1 Gender of the survey participants

Gender Percentages Count
Male 82.57% 90
Female 17.43% 19
Total 100% 109

Figure 4.2 shows the nationality of the responding teachers. All respondents were from Arabic
speaking countries, with the overwhelming majority identifying as Saudi Arabian (95%). The

remainder (5%) of the respondents was from other Arabic speaking countries such as Egypt,

Jordan and Sudan.

5.50%

094.50%

. Kingdom of Saudi Arabia . Other Arabic speaking country . Non-Arabic speaking country

Figure 4. 2: Nationality of respondent teachers
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As predicted, in the sample there were no English language teachers from non-Arabic speaking
countries. Based on this finding, it is safe to conclude that almost all non-native English speaking
teachers in Saudi Arabia, at least in the public school system, are Saudi nationals, with a small
number of teachers from neighboring Arabic-speaking countries. In addition, although this is a
relatively small sample, we may also conclude that even if there are some non-native English
speaking teachers from non-Arabic speaking countries in Saudi Arabia, their number is very small.
This finding suggests that the population of non-native speaking teachers in Saudi Arabia is
culturally and linguistically very homogenous. As a result, Saudi NNESTs are likely to have very

similar educational backgrounds and very similar professional experience.

Table 4. 2 shows the sources of English teaching qualifications held by the participants. As
suggested by the culturally and linguistically homogeneous makeup of the English language
teachers in Saudi public schools, the vast majority of the respondents (92%) obtained their
English teaching qualifications in Saudi Arabia. Only two respondents obtained their English
language qualifications overseas. While limited to this study, this finding suggests that along with
cultural and linguistic homogeneity, English language teachers in public schools may have
experienced very similar teacher training, and are likely also to have similar views on teaching

English.

Table 4. 2: Source of English teaching qualification

Source of qualification Percentage Count
Saudi Arabia 91.8% 100
Other Arabic-speaking country 6.4 % 7
Overseas 1.8% 2
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Total 100% 109

Table 4.3 below indicates the teachers’ main subject taught within the education system. It is
interesting to note that all English teachers in the sample only taught English language. Although
English language teachers in Saudi public schools may teach in other areas, it appears that the
participants in this study are specialist teachers. Once again, this finding suggests our sample is
very homogenous, which may help us in forming reliable conclusions about Saudi NNESTs when

examining teacher self-perceptions of their ability to teach English.

Table 4. 3: Main teaching subject

Answer Percentage Count
Is your main teaching subject English? Yes 100.00% 109
No 0.00% 0
Total 100% 109

Table 4.4 below shows the levels at which the survey respondents teach. These levels refer not
to the proficiency level of the students, but to the age group. As in the compulsory education of
many Western countries, in Saudi Arabia some schools are intermediate schools, some are
secondary schools, and some are integrated. Teaching at intermediate level involves students
aged 12 to 15, while secondary level ages range between 15 and 18. In this study there are almost
equal numbers teaching in intermediate and secondary schools with 38% and 37% respectively,

while 24% of the respondents teach in both intermediate and secondary schools. While limited
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to this study, this finding may indicate that a good many English language teachers in the Saudi

public system work in integrated schools across levels or across multiple school sites.

Table 4. 4: Levels taught

Percentage Count
Intermediate 38% 42
Secondary 37 % 41
Both intermediate and secondary 24 % 26
Total 100 % 109

Figure 4.3 illustrates the teaching experience of the 109 teachers who responded to the survey.
It shows that the majority (67%) of teachers have worked as English language teachers between
6 and 15 years. 18% are relatively inexperienced while a similar number have more than 16 years
of teaching experience. This finding suggests that the Saudi NNESTSs in this study are experienced

English teachers, with almost a quarter being very experienced.
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Figure 4. 3: Teaching experience

Table 4.5 below shows the highest qualification of the respondents. 67% had obtained a
bachelor’s degree, which is the standard qualification required for teaching in Saudi schools.

Twenty two percent of the respondents had gone on to complete a master’s degree.

Table 4. 5: Highest qualification

% Count
PhD 0.00% 0
Master’s degree 21.30% 23
Postgraduate diploma 9.26% 10
Bachelor’s degree 68.52% 74
Diploma 0.93% 1
No English teaching qualification 0.00% 0
Total 100% 108
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Table 4.6 illustrates respondents highest English teaching qualification. The finding shows that
the vast majority of survey respondents have specialised in English language teaching with 82%

obtaining a bachelor’s degree in this area and a further 11% having a master’s qualification.

Table 4. 6: Highest English teaching qualifications

Percentage Count
PhD 0.0% 0
Master’s degree 11.9% 13
Postgraduate diploma 46 % 5
Bachelor’s degree 82.6 % 90
Diploma 0.9 % 1
No English teaching qualification 0.0% 0
Total 100% 109

Table 4.7 below illustrates the amount of professional development the respondents had
participated in within the past two years. Half (52%) had attended one or two professional
courses in the last two years, with 20% attending double that number, and 12% more than five.
Fourteen percent had not attended any professional courses in the past two years. However,
overall, the findings suggest that not only are Saudi NNESTSs in this study well-qualified, but they

are also professionally well-informed.
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Table 4. 7: Professional development within the last 2 years

Percentage | Count
None 14.68% 16
1-2 52.29% 57
3-4 20.18% 22
More than 5 12.84% 14
Total 100% 109

Figure 4.4 below shows the performance ratings of the English language teachers in the survey,
over the last two years. All teachers in the public school system in Saudi Arabia are
performance rated annually and are required to have a minimum rating of 60 (of 100) to be
accepted as a teacher in the school system. A rating of 90-100 is equivalent to ‘Excellence’ while

a rating of 60-70 is seen as ‘Acceptable’.

All but one teacher in the survey received the highest possible rating. This finding suggests that
almost all (99.08%) of the NNESTSs in this study are excellent teachers by Saudi Arabia’s
educational standards. This finding will give us some significant insights when it is compared to

results
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Figure 4. 4: Annual performance reports

related to the self-perceptions of the teachers about their ability to teach English. More
specifically, the comparison can throw light on whether these objective measures of expertise
are in accordance with teachers’ self-perceptions of their ability to teach English. That is to say,
are their self-perceptions in line with local performance measures, which indicate they are
competent teachers? This is of interest because much of the NNEST literature argues (Alharbi,
2017; McKay, 2012; Moussu & Llurda, 2008; Rajagopalan, 2005; Selvi, 2018) that NNESTs often
feel they are inferior English language teachers despite the fact they are well qualified to teach

English and may have many years of experience.
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4.3 Summary of teacher demographics

Research Question 1 sought information about the characteristics of English teachers in the Saudi
public education system. The teachers were predominantly male, although this is unlikely to be
representative of the wider teacher population in Saudi Arabian schools, where teaching is
gender-segregated. Reflecting a wider population demographic in Saudi Arabia, teachers were
relatively young, mostly between 20-40 years of age, and most specialized in teaching English in
the school curriculum. They were predominately of Saudi nationality, and all were English—Arabic
bilinguals. Notably, but as predicted, there was an absence of non-Arabic speaking English
teachers, that is to say, native English language teachers. The finding indicates cultural and
linguistic homogeneity in the current sample of Saudi NNESTs but cannot be generalized to the
wider population without more evidence. Most of the teachers were very experienced, some
highly experienced, and were very well qualified to teach English. All except one teacher had
obtained their English qualifications in Saudi Arabia, a finding that may impact teacher beliefs
about English teaching and the teaching methods used in the classroom. The majority of the
English language teachers were also professionally well-informed and all except one teacher had

obtained the highest national rating as a teacher.

In summary, the findings from RQ1 indicate that in this study the English language teachers in
the Saudi public school system share many characteristics: they are relatively young, share the
same culture and the same first language, hold similar and highly relevant qualifications and, by
Saudi education standards, are judged to be competent teachers. The next section will present

the findings of Research Question 2, which relates to teachers’ self-perceptions about their ability
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to teach English. Given the positive attributes of Saudi NNESTs reported in this part of the study,
it will be interesting to see if their self-perceptions about their ability to teach English are in line

with their qualifications, experience and expertise.

4.4 Research Question 2: Teachers’ self-perceptions about their ability to teach English

This section presents the findings on teachers’ self-perceptions of their ability to teach English.
All data related to RQ2 were analysed in IBM’s SPSS statistical software version 25. In order to
evaluate the self-perception scale, originally expressed in the Likert scale survey questions and
then coded as part of the initial data analysis procedures, exploratory factor analysis and
reliability analysis were employed. Secondly, in order to test the correlation between self-
perception scores with demographic variables, Spearman’s p correlation analysis was

conducted.

4.4.1 Exploratory factor analysis

In the first step, prior to the main analysis, data were tested for univariate and multivariate
outliers. The analysis detected four univariate outliers that had standardized z-scores lower than
-3.00 on some of the self-perception variables. These four cases were removed from further
analyses. Multivariate outliers were tested with Mahalanobis’s distances, and no multivariate
outliers were found in the data. In total, four outliers, or 3.66 %, of the data were removed from
further analyses. The total sample size used in the following analyses was, therefore, 105. The
initial principal component analysis identified two factors with an Eigen value higher than one.

In the final analysis, the following parameters were used:
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e Analysis type- principal component analysis

e Rotation type- Direct Oblimin

e Number of extracted factors- two

o All factor loadings lower than .30 were suppressed

Only the factors with Eigen value higher than one were kept in the final factor model.

The principal component analysis identified two factors with an Eigen value higher than one,
which explained in total 59.38 % of data variability. The Kaiser-Meyer Olkin statistic was .88 which

means that it was meritorious, and that sample data fit this principal component analysis.

The factors were named Self-Perceptions of Understanding of Spoken Language and Self-

Perceptions of Understanding of Written Language. Factor loadings are presented in Table 4.8.
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Table 4. 8 Pattern matrix of principal component analysis

Component

Understanding of
Spoken English

Understanding of*
Written English

How do you rate your speaking skills? .858
How do you rate your listening skills? 735
How do you rate your reading skills? 418
How do you rate your writing skills? .934
How do you rate your accuracy in spoken English? .807
How do you rate your fluency in spoken English? 771
How do you rate your accuracy in written English? .388
How do you rate your fluency in written English? .891
How do you rate your accent? 610
How do you rate your knowledge of English 409
grammar? '
How do you rate your knowledge of English
.583
vocabulary?
How do you rate your knowledge of English
pronunciation? 716

[* because all items were negatively correlated with this component they were all recoded in this analysis

for easier interpretation of the component].

Table 4.8 above shows that all questions from the questionnaire are in significant correlation
with one of the two factors that the questionnaire measures. This means that all questions from

the questionnaire are relevant to the total score as they are a good measure of one aspect of

teachers’ self-perceptions about their English language knowledge.
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A hierarchical factor analysis showed that ‘Self-Perceptions of Understanding of Spoken
Language’ and ‘Self-Perceptions of Understanding of Written Language’ converge into one super
factor which was named ‘Self-Perceptions of English Language Skills’ (SPELS). This super factor
explains 76.41 % of data variability; hence, it can be concluded that the SPELS scale is
unidimensional and that it measures teachers’ self-perceptions regarding their understanding of

English language.

4.4.2 Reliability analysis of self-perception scale

A reliability analysis showed that the SPELS scale has excellent internal consistency reliability with
Cronbach’s a = .90. In addition, the average score on the item was 2.94 which means the items
were not difficult and participants tended to choose higher values on the items as their answers.
All items in the scale had good discrimination, with item-total correlation ranging from .52 to .70.
There were no redundant items.

The two factors, Self-Perceptions of Understanding of Spoken Language and Self-Perceptions of
Understanding of Written Language, also had good internal consistency reliability with
Cronbach’s a = .87 and a = .86 respectively. In conclusion, we may say that the SPELS scale is a

highly reliable instrument which produces stable scores.

4.4.3 Correlation analysis

Spearman’s p correlation was applied because demographic variables were operationalized as
ordinal variables. The results of correlation analyses between the SPELS score and the

demographic variables are presented in Table 4.9.
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Table 4. 9 Correlation Analyses

SPELS scores
Age .083
Gender -.113
Years of experience .084
English teaching level .202*
Highest English teaching qualification -.199*
The number of professional development courses related to .093

English teaching attended in the last two years

Performance on the last Annual Report .021

*correlation significant at a< .05

Table 4.9 shows that two demographic variables significantly correlate with SPELS scores. These
variables are English teaching level (i.e., intermediate-level classes or secondary-level classes)
and teachers’ qualification. English level taught positively correlates with the SPELS scores, which
means that teachers who teach English language at higher levels, in secondary schools to pupils
aged 15-18, tend to have a more positive self-perception about their English language skills. In
contrast, teachers’ qualification is in negative correlation to SPELS scores, which means that
teachers with higher education tend to have less positive self-perceptions about their English

language skills. This is an unexpected finding and the reasons for it are not clear.

Finally, other demographic variables (age, gender, years of experience, number of professional
development courses attended, and annual performance report) are not significantly correlated
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to self-perceptions, which indicates that those variables do not significantly influence teachers’
perceptions. One finding related to RQ1 was that Saudi NNESTs are very well qualified, well
informed, and, based on Ministry of Education annual performance reports, are viewed as
experts in their field. However, findings related to RQ2 do not suggest a relationship between

these demographic variables and teachers’ self-perceptions of their ability to teach English.

4.5 Summary of teachers’ self-perceptions

The findings presented for RQ2 indicate that the self-perceptions of the Saudi NNESTs are a
construct that is very stable and robust in the face of the majority of demographic variables. This
means that self-perceptions are inert and resistant to the influence of the different demographic
variables. For example, regardless of age or gender, teachers tend to have the same self-
perceptions. This may mean that teachers’ self-perceptions about their English teaching skills
may be modified and influenced by intra-psychological variables, for example, personality
dimensions. Findings from RQ2 also suggest that teachers’ self-perceptions of their ability to
teach English are related to the level they teach at, i.e., younger pupils at intermediate level or
secondary level students. In particular, English teachers who teach at a secondary level tend to
have more positive views about their English language skills and their ability to teach English.
Interestingly, teachers’ self-perceptions of their ability to teach English do not appear to be
related to the positive feedback they receive from the annual Ministry of Education assessment
of their expertise. Hence, the findings indicate that teachers’ self-perceptions are not related to

the internal assessment of teachers’ expertise conducted by schools.
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4.6 Research Question 3: Teachers’ views about English language-in education policies

In regard to language-in-education policies, the data was processed using IBM’s SPSS statistical
software, version 25 and, as with data related to RQ2, 105 surveys were analyzed. In order to

examine the views of NNESTs in Saudi Arabia, descriptive statistics analysis was employed.

Three survey questions addressed teacher’s views on English language-in-education policy:

e How do you rate your understanding of the English language-in-education policies?
e Do current policies have a positive effect on your teaching?
e Do you think the current policies need to be modified?
Table 4.10 shows the frequency distribution of teachers’ views on their understanding of

language-in-education policies.

Table 4. 10: Teachers’ understanding of English language-in-education policies

N %
poor 2 1.9
below average 26 24.8
good 68 64.8
Impeccable 9 8.6
Total 105 100.0

The majority of teachers report that they have a good understanding of English language-in
education policies, with a further 8.6% reporting excellent knowledge of current policy. This

finding suggests that the English language teachers in the sample have a sound understanding of
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policy but, significantly, just over one quarter (26.7%) report that that their understanding of
policy is weak.

Table 4. 11: Effect of policy on teaching

Answer N %
No positive effect 30 28.6
Not sure 11 10.5
Some positive effect 48 45.7
Positive effect 16 15.2
Total 105 100.0

The second survey question asked teachers to self-evaluate how current English language-in-
education policies impact their day-to-day teaching of English. The findings presented in Table
4.11 show that a relatively small number of teachers (15.2%) feel that policy positively impacts
their teaching, but that a further 45.7% report some positive effect. Combined, this suggests that
just over 60% of English language teachers in the sample are comfortable with current English
language-in-education polices. However, significantly, just over one quarter (28.6%) report that
current policy has no positive impact on their teaching. This seems to imply that, at least for these
teachers, current policy is unhelpful and does not help them in their teaching. A subsequent
finding, reported below, that nearly two thirds of teachers feel that current policies should be

changed in some way, would indeed suggest some degree of dissatisfaction.

78



Table 4. 12: Teachers’ views on whether policy should be changed

N %
No 5 4.8
Not sure 8 7.6
Somewhat 26 24.8
Yes 66 62.9
Total 105 100.0

The third survey question asked for teachers’ self-evaluations about whether current English
language-in-education policies should be changed. The data presented in Table 4.12
unambiguously show that the majority of English teachers in this study (62.9%) feel that current
policies should be changed. This finding is considerably strengthened when added to that
percentage of teachers who think that the policies should be somewhat changed. This would
suggest that a significant majority of Saudi English teachers in public schools in this study are not
satisfied with current English language-in-education policy in Saudi Arabia and think that it needs
to be changed or improved in some way. Without qualitative data, however, it is unclear what

aspects of policy need attention.

4.7 Summary of teachers’ views about English language-in education policies

The findings for RQ3 indicate that from the point of view of the 109 respondents in this study,
English language-in-education policies in Saudi Arabia are far from perfect and that there is
considerable room for their improvement. While some three quarters of teachers reported a

good understanding of current policy, a significant number also reported their understanding
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could be improved. This indicates that current policies could be more transparent and better
explained to these teachers. Given that teachers were well-informed from regular participation
in professional development activities, it would have been insightful to know if policy-related
information was a focus of these courses. While many teachers felt comfortable with current
policies and reported they had a positive impact on their teaching, it is significant that over one
quarter of English language teachers in the study have a negative view of current policy and think
that policies do not help them at all in their teaching. This view is supported by the finding that
the majority of teachers reported that policies should be changed. Combined, this suggests that
the Saudi English teachers in this study are dissatisfied with current English language-in-
education policies and furthermore, that the current policies probably influence teachers’ work
significantly. However, without qualitative data, in particular, follow-up interviews with teachers
who responded to the survey, it is not clear what the particular issues with policy are, and how
English language-in-education policy in Saudi Arabia might better support their day-to-day work

in schools.

4.8 Chapter summary

This chapter presents the findings of the study and was organized in accordance with the three
research questions. The main findings of Research Question 1 showed that participants in this
study were predominantly male, and they were mostly 20-40 years of age with English as their
main area of teaching. In addition, they were predominately Saudi citizens. All except one teacher
had obtained a high rating as a teacher as measured by an annual Ministry of Education
assessment. Hence, in this study, English language teachers in Saudi public schools are relatively
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young, share the same culture and the same first language, hold similar but relevant

qualifications, and, by Saudi standards, are judged to be excellent teachers.

Research Question 2 concerns teachers’ self-perceptions of their ability to teach English. The
findings showed that the SPELS scale is a very reliable scale for measuring self-perceptions of
NNES teachers with Cronbach’s a=.90. Furthermore, the results indicated that the teachers’ self-
perceptions are stable and quite independent of the majority of the demographic variables. More
specifically, the only two variables that are significantly correlated to self-perceptions are ‘English
teaching level’ and ‘English teaching qualification’; however, even these two correlations were
very weak (lower than .30). This suggests that teachers’ self-perceptions about their English
teaching skills may be modified and influenced by intra-psychological variables, such as
personality. Interestingly, most of these teachers’ self-perceptions of their ability to teach
English do not appear to be related to the positive feedback they receive from internal school
assessment of their competence as teachers. Interviews with teachers would have provided more

nuanced understandings of their self-perceptions.

Research Question 3 sought to investigate teachers’ views about current English language-in-
education policy in Saudi Arabia. While most teachers in this study reported current policy helps
their teaching, at least to some degree, it is significant that over one quarter of teachers in the
study have a negative view of current policy, a view supported by the additional finding that the
majority of teachers felt that policies should be changed in some way. Again, follow up interviews
with a select number of participants would have provided more nuanced understandings of

teachers’ views about current English language-in-education policy and how it impacts their day-
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to-day work as English teachers. The limitations of the study are further discussed in the

concluding chapter.
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CHAPTER FIVE: DISCUSSION AND CONCLUSION

5.1 Introduction

This study researched the self-perceptions of English language teachers in intermediate and
secondary public schools in Saudi Arabia. From the results of this study, these English language
teachers in the Saudi context can be seen as non-native English speaking teachers (NNESTs). It is
important however to recognise that the distinction between a native English speaker and a non-
native English speaker is problematic (Moussu & Llurda, 2008; Selvi, 2018) particularly when
viewing English through the lens of research on World Englishes and the growth of English as an
international lingua franca (McKay, 2012). Similarly, the distinction between a native English
speaking teacher (NEST) and a non-native English speaking teacher is problematic. As Moussu
and Llurda (2008) point out, it is important to see the distinction as a continuum rather than a

dichotomy.

Following a key research theme in the NNEST literature (Llurda, 2005; Moussu & Llurda, 2008),
the main goal of the current study was to gain insights into teachers’ self-perceptions of their
ability to teach English. This strand of research in the “NNEST movement” (Selvi, 2018) enquires
into NNESTs’ “opinions and self-perceptions of their strengths and weaknesses” (Moussu &
Llurda, 2008, p. 323). A secondary goal of the study was to find out teachers’ views of current
English language-in-education policy in Saudi Arabiain an attempt to understand language policy

from the “bottom-up” (Menken & Garcia, 2010). In contrast to “top-down” policy directives made
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by educational authorities, policy from the “bottom up” refers to the way teachers interpret,

implement and potentially alter policies in their own professional locations.

The current study attempts also to address a gap in the NNEST literature, a paucity of research
related to the ELT context in Saudi Arabia. Considerable research has focused on the “NNEST
movement” (Selvi, 2018) in a large number of international or local contexts but broadly
speaking, these studies challenge the myths regarding native speaker teachers that position
NESTs as superior English language teachers on account of their “native speakerism” (Holliday,
2006), despite evidence that NNESTs are often more qualified and more experienced than NESTs
(Holliday, 2006). Research designs in the NNEST literature often aim for a comparison between
the two groups teaching in the same context (e.g., Moussu, 2006). Yet in the Saudi context,
especially in public schools, there appear to be few native English teachers, further suggested by
the findings of the current study of 109 English teachers in Riyadh. As the current study
confirmed, the vast majority of English teachers in this study are Saudi nationals whose first
language is Arabic. Most of the participants in this study have learnt English in Saudi Arabia, some
having had a study aboard experience. In addition, most Saudi NNESTSs in this study have obtained

their English teaching qualifications locally, in Saudi Arabia.

In other words, while the findings of this study are limited to only 109 English teachers in Saudi
public schools, it suggests unlike many international contexts where English is taught in the
school curriculum, there are few, if any, NESTs and thus Saudi NNESTSs in public schools thus have
no immediate ground for comparison with native English speaking teachers. Nevertheless, as the

literature indicates, even when NESTs are not directly visible in the teaching landscape, such a
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Saudi Arabia, perceptions of inferiority may persist among NNESTs since English language
teaching identities are “essentailzed and idealized” (Selvi, 2018, p.1). The presumed inferiority of

NNESTs is widely entrenched in the global ELT landscape.

Given the local context in Saudi Arabia, and the gap in the NNEST literature, the broad goal of the
study was simply to provide a better understanding of the situation in Saudi Arabia, limited as
the study was to 109 teachers in the capital city, Riyadh. The debate regarding the differences
between NNESTs and NESTs is of course important, irrespective of context, as is the recognition
of NNESTSs as legitimate English language teachers (Holilday, 2006) . In this regard, the findings of
the study may help to highlight the need for “a democratic, participatory, equitable, professional,
and egalitarian future for ELT” (Selvi, 2018, p. 2). The study thus acknowledges the role of Saudi
NNESTs in the Saudi education system and the work they do in the global ELT landscape. The
study contributes to the literature by offering a limited window on the local Saudi context, a

perspective largely absent from the NNEST literature.

As noted, in concrete terms, the aim of the study was to investigate two important topics: 1) the
self-perceptions of the Saudi NNESTs about their ability to teach English and 2) Saudi NNEST’s
understanding of the English language-in-education policies in Saudi Arabia and their views on
these policies. Gathering information on these two topics is important as, in the Saudi context
where native-born Saudis are largely responsible for school-level English teaching, knowing the
views of Saudi NNESTSs, specifically with respect to their ability to teach English, can inform the
Saudi public school educational system. Similarly, from a “bottom up” perspective, teachers’

views of English language-in-education policies and how they impact their day-to-day practice
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have the potential to usefully inform the direction and substance of current policies. Recognizing
the connection between teachers’ practices and language-in-education policy helps to illustrate
how policy impacts teachers’ professional lives and their teaching practices (Menken & Garcia,

2010).

As explained in Chapter Three, the aims of the study were operationalised with three research
questions:
e What are the background characteristics of NNESTs teaching in Saudi intermediate and
public secondary schools?
e What are the perceptions of non-native English teachers in Saudi schools about their
ability to teach English?
e What are the views of NNEST in Saudi Arabia's schools towards English language-in-

education-policies?

In order to answer these research questions, the study employed an anonymous online survey

of 109 English language teachers in the public school system in the capital city of Riyadh.

5.2 Summary of the findings

The main finding of Research Question 1 was that English language teachers in Saudi public
schools in Riyadh share many characteristics resulting in a high degree of homogeneity. The study
confirmed that the vast majority of English language teachers in this survey are Saudi Arabian
citizens and that few, if any, NESTs are employed in the public system. Those who are not Saudi

citizens are likely to be Arabic speaking nationals of neighbouring countries, such as Jordan and
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Egypt. However, it should be noted that the situation in private schools may be different. The
situation in tertiary education is likely to be significantly different as the number of NESTs in this

educational sector is significantly higher (Al-Murabit, 2012).

The study indicated that the sample of 109 teachers consisted mostly of males who were from
20 to 40 years old. While most school teachers in Saudi Arabia are likely to be in this relatively
young age bracket, the gender bias in this study is highly unlikely to represent the wider English
teaching community in Saudi public schools as all teaching is gender segregated. That is to say,
reflecting the wider population demographic in Saudi Arabia, there are likely to be roughly equal
numbers of male and female teachers. Further evidence is needed to confirm these findings. The
study also showed that these teachers’ main field of teaching expertise was English language

suggesting that English language teaching is a specialised profession in these Saudi schools.

Another common characteristic was teaching qualifications. All teachers in the study were well
qgualified and had received their English teaching qualifications in Saudi Arabia. In terms of
expertise and competence, all but one teacher in the study had the highest possible grade from
the Ministry of Education, as measured by an annual performance indicator. Although the sample
was limited to the capital city of Riyadh, a similar high annual rating is likely to be the case across
the entire English teaching population in public schools. While teachers’ expertise is self-reported
and may highlight general teaching expertise rather than actual English language teaching
expertise, it can nevertheless be claimed that, by Saudi standards, the Saudi NNESTSs in this study

are judged to be teachers of commendable expertise, a finding that may well apply across the
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entire public sector. As with previous findings related to Q1, further research on Saudi NNESTs

teaching in Saudi publics schools would provide a clearer picture.

Research Question 2 examined NNESTs’ self-perceptions. It was expected that teachers’
expertise might correlate with teachers’ positive self-perceptions about their ability to teach
English. However, the findings showed teachers’ self-perceptions of their ability to teach English
do not appear to be consistent with the feedback they received from the Ministry assessment of

their expertise.

In methodological terms, the SPELS scale (Self-Perceptions of English Language Skills), which
emerged from the analysis of the data, proved a very reliable scale for measuring self-perceptions
of Saudi NNES teachers, with Cronbach’s a = .90. The analysis showed that teachers’ self-
perceptions are robust and highly independent from many measured demographic variables. A
relationship was found between the two variables (“English teaching level” and “English teaching
qualification”) and teachers’ self-perceptions of their ability to teach English, but it was a weak
relationship and further, the significance of the finding is unclear. Overall, these findings may
lead us to conclude that perhaps these teachers’ self-perceptions of their English language skills
could be moderated and influenced by some intra-psychological variables (i.e. personality

dimensions, intelligence, etc.).

Research Question Three concerned these Saudi NNESTS’ views on current English language-in-
education policy in Saudi Arabia and the impact of policy on their teaching. The main finding was
that while many of these teachers felt comfortable with current policies and reported they had

a positive impact on their teaching, over one quarter has a negative view of current policy and
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thinks that policies do not help them at all in their teaching, a view supported by the additional
finding that a majority of the teachers felt policies should be changed in some way. This would
suggest that English language-in-education policies are a source of dissatisfaction for NNESTs in
Riyadh public schools, and that there is considerable room for their improvement and
amendment. However, how English language-in-education policy could be improved to better
support teachers was unclear given the research methodology adopted in the study. Without
gualitative data, in particular, follow-up interviews with teachers, it is not clear what these policy

issues might be, and what changes might better support English teachers’ day-to-day activities.

5.3 Discussion of the Findings

One finding of the study is that that population of non-native speaking teachers in Riyadh public
schools is culturally, linguistically and professionally homogenous, with few, if any, native English
speaking teachers, at least in the public education system. As is widely recognised, Saudi Arabia
is an Islamic country with a high degree of cultural and linguistic homogeneity, and this is likely

to be the reason why NESTs are not employed.

The decision not to employ NESTs in the Saudi public education system is a policy decision. We
may conclude from this that the Saudi Ministry of Education is satisfied with the current system
of using Saudi nationals as English teachers (or in some instances, Arabic speaking nationals from
neighbouring Gulf States) and it does not recognize the need for change in this regard. Arguably,
unlike many international contexts where English is taught as a lingua franca, it would be

challenging for most NESTs to teach in the Saudi public education system due to cultural and
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linguistic barriers. That said, Japan is also a very homogenous society which has embraced English
language teaching in the public education system, and to achieve this goal has introduced NESTs
as well as native speaker English language teaching assistants into schools. In this context,
Glasgow (2016, p. 59) notes that the recruitment of NESTs is perceived to bring “modernity” to
English language teaching practice, but based on the experience of other countries, such as China
and South Korea, Glasgow (2016) warns that there is often a mismatch between native speaker
practices and local policy goals. Even allowing for the cultural and linguistic challenges, it is
perhaps not surprising that policy makers in Saudi Arabia have not invited NESTs into public
schools, despite the perceived, but often mistaken view of many policy makers and
administrators that NESTs are superior English language teachers (Glasgow, 2016, p 60; see also
Holliday, 2006; Moussu & Llurda, 2008; Selvi, 2018). In short, even if the recruitment policy in
Saudi Arabia were to change so as to invite NESTs into the public schooling system, this may not

result in improved English teaching practice or better educational outcomes.

A further finding was that these teachers’ competence, or expertise, as assessed annually by the
Saudi Ministry of Education, did not correspond to equally high self-perceptions of the teachers’
ability to teach English. Specifically, according to the Ministry ratings as reported by the
participants, Saudi NNESTs in this study have considerable expertise, but according to their self-
perception scores teachers see themselves just as average English teachers. This is perhaps not
unusual as many Saudi NNESTs may feel insecure about their English language teaching despite
being well qualified. This insecurity may be in response to the persistent ideology of “native

speakerism” (Holliday, 2006) but may also simply be recognition of being a second language
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speaker of English, that comes with the various insecurities of teaching a language other than

one’s own native tongue, or a language one is fully bilingual in.

The study also found that demographic variables, such as “English teaching level” and “English
teaching qualifications” are related to self-perceptions. To be more precise, English teaching level
is positively correlated to self-perceptions of English teaching expertise, while the English
teaching qualification is negatively correlated to the self-perceptions. In order to interpret this
finding we must take two factors into consideration: 1) all teachers from the sample teach in
intermediate and/or secondary schools, 2) an overwhelming majority of the teachers have taught
in this setting for six or more years. One interpretation is that the Saudi NNESTs in this study are
a cohort with tertiary education qualifications who teach at levels below their qualifications and
that they have done this for some considerable time. This is likely to leave very little or no room
for professional growth and development. In this matter, Choy, Wong, Goh and Ling Low (2014),
showed that self-perceptions are significantly influenced by professional expectations and the
professional development perspective. In particular, Choy et al. (2014) showed that if teachers
expect more from their job professionally than they get, they will tend to experience lower level
self-perceptions regarding their expertise. For example, if teachers think that their job is less
demanding than their professional qualifications, they will tend to have lower self-perceptions.
Concurrently, if teachers do not see a possibility for further professional development, they will
also tend to have lower self-perceptions regarding their professional expertise (Choy et al., 2014).
Regarding the NNESTSs in this study, it is reasonable to assume that these Saudi NNESTs with a

bachelor’s or master’s degree may perceive that they have very little to learn in a professional
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sense after six or more years of teaching in intermediate and/or secondary schools. That is to

say, the lower the challenge the lower their self-perceptions of their ability to teach.

As noted above, another thing that may contribute to the low self-perceptions of teachers is the
divide between NNESTs and NESTs. This divide is very often seen as a dichotomy and results in
discrimination against NNESTs (Moussu & Llurda, 2008). This discrimination is widespread in the
global landscape of ELT and is very often visible in highly regarded areas of employment outside
of ELT, such as professors in tertiary education (Selvi, 2018). However, according to Alharbi (2017)
and McKay (2012), discriminating against NNESTs simply on the basis of their not being native
English speakers cannot be justified from a professional point of view. As with the teachers in
this study, NNESTs are frequently highly qualified - often more so than NESTs (Holliday, 2006) -
and are able to communicate in English in international contexts with speakers who are
themselves non-native speakers of English, many of whom may use non-standard varieties of

English (McKay, 2012).

Nevertheless, even in the local context of Saudi Arabia where NESTs are not visible, because of
the widespread belief in the global English language teaching context that NESTs are superior
teachers and NNESTs are inferior, identifying as a non-native English teacher may result in
negative feedback and impact teachers’ self-perceptions of their ability to teach English.
However, the current study is not able to support these assertions. It would have been profitable

to gain teachers’ views through follow-up interviews.

The study found that these teachers viewed English language-in-education policy in Saudi Arabia

as problematic. This is not at all surprising as there have been considerable changes in recent
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years (Alharbi, 2017) and teachers may well be confused about their role in this changing
educational landscape. Teachers may also feel uneasy about current policies because of their
perceived relevance to their teaching situation. As the literature notes, “top down” policies, or
those introduced by educational authorities, are often planned and implemented with little
regard to educational realities in schools or the teaching context of practitioners (Menken &
Garcia, 2010a). In short, these Saudi NNESTs appeared to be dissatisfied with current policy.
Consequently, it may be the case they feel helpless and may experience a lack of purpose and
motivation, which can then influence their self-efficacy, self-esteem and consequently impact

negatively on self-perceptions (Chen, Gully, & Eden, 2004).

As suggested by Menken and Garcia (2010a, p1), Saudi NNESTs may be indeed “at the centre of
[a] dynamic process”, and that they have opinions about what can and should be done to improve
policy. However, this study could not investigate teachers’ agency, that is, how they acted to
translate English language-in-education policies into practice (Menken & Garcia, 2010a, p1). In
this sense, the study found out little about the “policy-to-practice connection” (Ng & Boucher-
Yip, 2016, p. 1), or how teachers’ experiences, ideas and beliefs determine how they interpret
national or school policy and how they “translate policy into instructional practices” (Ng &
Boucher-Yip, 2016, p. 1). The “policy-to-practice connection” explains how the way teachers
implement policy is “influenced by a myriad of factors such as their beliefs, attitudes towards
pedagogy and their political or personal ideologies” (Ng & Boucher-Yip, 2016, p. 1). More
nuanced understandings of Saudi NNESTs’ views on English language-in-education policy and
how it is implemented in practice is outside the scope of the current study, but is an area ripe for

further investigation.
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5.4 Limitations of the study

All research has limitations. The first limitation of this study concerns the generalisability of the
findings. This study included only 109 teachers from the intermediate and secondary public
education sector, all in the capital city of Riyadh. English language teachers from other regions of
Saudi Arabia, or perhaps more crucially, from private schools or the tertiary sector were not
included. In particular, given the teaching demographic in universities is significantly different
(Al-Murabit, 2012), it is reasonable to assume that the results could have been different if
teachers from the tertiary sector had been included. Similarly, in this study, only teachers from
public schools in Riyadh were included while private schools were omitted. Private schools apply
slightly different policies and have a different, and usually more modern, approach towards
education; hence the findings could have been slightly different if private schools were included
in the study. Nevertheless, the sample of 109 respondents in this study is likely to be a fairly good

representation of those teaching in the public system.

The third limitation relates to reliability. This study examined self-perceptions, which are a highly
subjective construct. In addition, self-perceptions were examined only with self-reporting
measures, which are vulnerable to the bias of social desirability. All the data collected in this
study was acquired from the participants and there was no triangulation to present alternative
perspectives. Even the teachers’ Ministry of Education ratings were self-reported. Hence, it is
quite possible that the data were skewed because the teachers in the study wanted to present

themselves in the best possible light.
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Fourth, this study did not control for any intra-psychological variables such as personality, traits,
intelligence, attitudes, locus of control or self-concept, all of which could influence self-
perceptions. Control of these variables in future studies could provide more precise results

regarding NNESTs’ self-perceptions.

Finally, the findings of this study relied on the analysis of a quantitative survey. While the survey
did contain some open-ended questions, which had the potential to offer a more interpretative
understanding, these open-ended survey questions were not included in the data analysis, and
thus were not part of the findings. To add to this, the original design of the study was mixed
method, with a number of follow up interviews based on the initial findings of the survey.
However, interviews were not conducted due to logistical issues and time constraints. Follow up
interviews with a select number of participants would have provided more in-depth
understandings of teachers’ self-perceptions of their ability to teach English and more nuanced
understandings of teachers’ views about current English language-in-education policies and how

they impact on their day-to-day practice.

5.5 Recommendations

The study makes a number of methodological and design recommendations. Above all, future
studies in of NNESTs in the Saudi context should tackle the limitations of the current study.
Specifically, in order to get a better and more detailed picture of NNESTs in Saudi Arabia, future

studies should:

e Examine the situation in the tertiary system
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e Include the views of other stakeholders (e.g., school principals, teacher educators and

Ministry officials)

e Control for and measure other relevant intra-psychological variables, such as personality,
traits, intelligence, attitudes, locus of control or self-concept, which are all variables that

could influence self-perceptions.

Furthermore, future studies could move from simple correlation analyses to prediction,
moderation and mediation analyses. For example, past studies (e.g., Choy et al. 2014) show that
self-perceptions of teachers can be influenced by the congruence between teachers’ professional
expectations and perceived real world situation, and this study showed that qualification level is
negatively correlated, while teaching level is positively correlated to the self-perception of these
NNESTs in intermediate and secondary education. Future studies could try to answer the
question of what other variables moderate or mediate these relationships. For example, future
studies could try to answer whether job satisfaction moderates the relationship between
teaching level and self-perceptions or whether it moderates the relationship between teachers’

gualification level and self-perceptions.

It would also be interesting to investigate whether some personality traits moderate the
correlation between more objective and standardized measures of NNESTs’ expertise such as
Ministry measures of teacher competence and more subjective measures such as one’s self-

perception’s of one’s expertise.
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As noted above, the “policy-to-practice connection” is an area ripe for further investigation.
While the current study sought answers on these Saudi English teachers’ views of current English
language-in-education policy through a survey, how teachers interpret policy and how they

implement policy in practice needs to be the focus of a further study.

Finally, the current study used a quantitative survey instrument. Future studies on Saudi NNESTs
need to supplement quantitative data with more interpretative measures, such as semi-
structured interviews. These additional methodological procedures would collect qualitative data
which are better able to capture, in teachers’ own words, their self-perceptions about their ability
to teach English and their views on current English language-in-education policy and how policy

impacts their teaching practice.
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Auckland University of Technology Ethics Committee {AUTEC)

Auckland University of Technology

D-88, Private Bag 92006, Auckland 1142, NZ
T: +64 9921 9999 ext, 8316

E: gthics@aut.ac.nz

ww w.aut.ac.nz/researchethics

10 September 2018

Kevin Roach
Faculty of Culture and Society

Dear Kevin

Re Ethics Application: 18/349 The self-perceptions of non-native English teachers in Saudi Arabian schools regarding
their ability to teach English and the impact of English language-in-education policy on their
teaching practice

Thank you for providing evidence as requested, which satisfies the points raised by the Auckland University of Technology
Ethics Committee (AUTEC).

Your ethics application has been approved for three years until 10 September 2021.
Non-Standard Conditions of Approval
Standard Conditions of Approval

1. A progress report is due annually on the anniversary of the approval date, using form EA2, which is available online

through http://www.aut.ac.nz/research/researchethics.
2. Afinal report is due at the expiration of the approval period, or, upon completion of project, using form EA3, which

is available online through http://www.aut.ac.nz/research/researchethics.
3. Any amendments to the project must be approved by AUTEC prior to being implemented. Amendments can be

requested using the EA2 form: http://www .aut.ac.nz/research/researchethics.

4. Any serious or unexpected adverse events must be reported to AUTEC Secretariat as a matter of priority.
5. Anyunforeseen events that might affect continued ethical acceptability of the project should also be reported to the
AUTEC Secretariat as a matter of priority.

Please quote the application number and title on all future correspondence related to this project.

AUTEC grants ethical approval only. If you require management approval for access for your research from another institution
or organisation, then you are responsible for obtaining it. If the research is undertaken outside New Zealand, you need to
meet all locality legal and ethical obligations and requirements. You are reminded that it is your responsibility to ensure that
the spelling and grammar of documents being provided to participants or extemal organisations is of a high standard.

For any enquiries, please contact gthics@aut.ac.nz

Yours sincerely,

o

Kate O’Connor
Executive Manager
Auckland University of Technology Ethics Committee

Ce: Habib Alharbi
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Appendix 2
The questionnaire

Q1- Please select your age bracket — dyea)l clidd Jpu=d (op

o 20-30

(o] 30-40

0 40-50

0 50 or above S! ol

Q2- Please select your gender Gl ol (2

o Male 53

o Female (&

Q3- What nationality do you hold? S i (2 Lo
o Kingdom of Saudi Arabia 43 gswll doyall dSdasll
o Other Arabic speaking country 3T 3¢ ub

o Non-Arabic speaking country g e & b

Q4- Is English your main area of teaching? ¢ u)ydidl § (oud)l e (o dopdi)l Al Jo
0 Yes 2

o NO Y

Q5- For how many years have you been teaching English?  §&uadl &) cluoyad Olgiw sde o
o Less than two years ¢role ¢po J3

o] 3- 5 years wlgiw 0-Y

0 6 — 10 years &lgiw ) --1

o 11 -15years 4w V0-\)

0 16 years or more ST of dicw )1

Q6- For English, what level(s) do you mostly teach?

TIWI G L/ W oyl @ ) Sbgiwall( Ssiuedl 50 Lo cdiploniP) dal) dodlly

o Intermediate lawgis

0 Secondary$sb

o Both intermediate and Secondary ($$63 lawgio

Q7- What is your highest qualification? $<iMage el 9o Lo

o PhD  olygSo

o Masters degree iu>lo

0 Post graduate diploma Wl oyl o glos

o Bachelors degree (wg,/54!

0 Diploma pgb

o No English teaching qualification ol Gl oy Joge S ud
Q8- What is your highest English teaching qualification? aall juwyd5 § b Jage Jel 9o Lo
il "

o PhD olygiSa

o Masters degree _wiwuzlo

o Post graduate diploma Wl ©luhudl e gls

o Bachelors degree (3,84

0 Diploma pgho
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0 No English teaching qualification sl dalll yuyasd Jage U ud
Q9-Where did you obtain your English teaching qualification? uyiid) cllage e clsa> ool oo

S Ayl dall

0 In Saudi Arabia 4gxull e

) In another Arabic country ;3T 3 e b o0
0 Overseas duixl dga (y

Q10- In the last 2 years how many professional development courses related to English
teaching for have you attended? sl Luw)ydi dakaxell ggall pshatdl Glss sue S eninsdl il 3
flgde clia> (@l Ll

o None 895 Vg

o] 1-2

o] 3-4

o More than 5 ;e ST

Q11. As a teacher in Saudi Arabia, you receive an annual report of your performance, what was
the last rate performance?

Taude cdias Juae H3T b sy ol £l (Soiundl a0l (A5 (s gadl doyadl Aol (3 @dnsS

o 90-100

o] 80-90
o] 70-80
) Less than 70 e J3

End of Biodata Question
Q12- How do you rate your speaking skills? il (§ <lihlge @uds S

o) Impeccable sUasYl o ddls

o Good 3=

) Below average Jawgiall cpo J31

o Poor dauss

Q13- How do you rate your listening skills? §¢lLuwd! 3 <ihlge ouis CaS
o) Impeccable sUasYl ;e 45

o] good 84>

o below average lawgioll cpo J31

o poor daaus

Q14- How do you rate your reading skills? 8¢}l 3 <lihlgo ous oS
0 Impeccable sUasYI ;e 4l

o good ddu=>

o below average lawgisll cpo J31

o poor daas

Q15- How do you rate your writing skills?S&USJI (3 elil)lge s oS
o) Impeccable sUasY o dJls

o] good ddu=

o) below average awgiall oo J31

o poor dais

Q16- Out of the four skills (listening, speaking, reading & writing), which two are your
strongest? Sebal (55891 QLB b ()&USVg 8s),allg Cammilly & laiwd)( dandl hlgall G o0
e listening &l
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o speaking ¢sa=il
o reading &s!,all

o writing LUSJ)

Q17- How do you rate your accuracy in spoken English? &l &ass (§ cha) BBl Sue oxd5 S
ERAEE]

0 Impeccable sUasYl ;e 4l

o good 8>

o) below average tawgill ;o J31

o poor dais

Q18 18- How do you rate your fluency in spoken English? EESUFUNES Y QUL ERNED S
Syl

o) Impeccable sUasYl e 45

o] good 84>

o below average lawgisll cpo J31

0 poor daas

Q19- How do you rate your accuracy in written English? LHUS (3 SliBd (Sde ol oS
S losy) dal)

0 Impeccable sUasYI ;e 4

o] good 84>

o below average lawgiall ;o J31

0 poor daus

Q20- How do you rate your fluency in written English? LI QLS (3 B S oS
EONERN]

o) Impeccable sUasY o 4l

o] good 84>

) below average Jawgisll cpo J31

o poor dais

Q21- How do you rate your accent? §lizeg) @3 S

) Impeccable sUasYl oo ddls

o good 84>

o below average lawgiall cpo J31

o poor daus

Q22- Do you think having a native-like pronunciation is essential to be an effective English
teacher?

Sduplzayl A3l Yad Bhae 0555 OY $)9,72 (aluedl idoial 8 Glasll e 8)udll Of dias Jo

o Very important dlal) doge

o somewhat important b J> (4] dege
o not important really dege s
o not important at all GbY! e doge ne

Q23- Do you think having a native-like accent is essential to be an effective English teacher?
Tdydaal A3 Ylad ladao 0655 OY (G190 oY uminll Amgll dgolinn domgd o] O it Joo

o Very important LU dogeo

o somewhat important b J> J] dege

o not important really doge p¢
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0 not important at all 3MbY! e dage ne

Your knowledge of English 4ol dallb clolal)
Q24- How do you rate your knowledge of English grammar? L)l aelgdy clolol] uds oS
EBAREN]

) Impeccable sUasYl oo ddls

o] good 84>

o below average lowgiall ;o J31
o poor daus

Q25- How do you rate your knowledge of English vocabulary? $&mxsl wlsyaall @lidyas b oS
o) Impeccable sUasY o ddls-

o good ddu=>
o below average lowginll ;o J31
o] poor dauass

Q26 26- How do you rate your knowledge of English pronunciation? aslll ki clid,ae eadi oS
EESE Y

o) Impeccable sUasYl ;e 45

o] good 84>

o) below average lawgiall ;o J31
0 poor daas

Q27 27- Do you think it is important to have a native-like proficiency to be a good English
teacher? oS Lyl dal) cabio! ddsciall hlgal dgaline Ollgs ) 05S5 O pgall (e 4T diins Jo

LRVE N

o] Very important 4L dogo

o somewhat important b J> ] dage

o not important really dege e

o} not important at all GbY! e doge ne

Q28 28- Do you think it is essential to know the culture of English-speaking countries for an
English teacher?$ syl &l wlae) LU dab LI Joll 481 d3yme (§y9mall oo 4l Aitad Jo
o Very important LU dogeo

o somewhat important b J> (4] doge
o] not important really doge p¢
o not important at all G e doge ne

Q29- Is it okay to have a non-native English accent in the classroom?

S oubl Jadl (§ g ol doegls dilaniY Al oasts VT Jgudiall (0 o

0 Yes pa

o No Y

Q30- Is it ok to use a ‘non-standard’ variety of English in the classroom? 4l plasuil o Sey Jo
S ool uadll (3" sline 2" S Ll

0 Yes 2 ‘

o No Y

Q31- List your three strengths as an English teacher: &Ll dal) oladS €lighd bolas oo MG ,S3I:
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Q32- List your three weaknesses as an English teacher: : LYl 44l @ladS Wlans blas e &SI

Q33- Is the English curriculum helpful in teaching English?
gyl (3 dude ooyl dalll gio Jo
o Very helpful 4l Juae
o somewhat helpful b 4> J| du2e
o] not helpful Jxas nc
o not helpful at all AMLYI Je dido pe
Q34- Does the curriculum help in getting students ready for exams? 3 bl el sl Jo
FObleio pdaine ORI Ja
o Very helpful 4l Juae

o somewhat helpful b u> J| du0
o) not helpful Lo p&
o) not helpful at all AMLYI Je dido pe

Q35 35- Does the curriculum help in teaching students listening?
TMal) g lotudl GunydS (3 (b grgrall i Jo
o Very helpful 4l Juae

o somewhat helpful b u> ] Juase
o not helpful Jsae nc
o not helpful at all AMLY! Je dido pe

Q36- Does the curriculum help in teaching students speaking?
‘!‘L.JBUQ.U RS U,u:s)..\:s (3 wbﬂ‘ é@,bo.” @ J2
o Very helpful Ll Juae

o somewhat helpful b 4> J| duae
o not helpful Jsas nc
o not helpful at all AMLYI Je dido pe

Q37- Does the curriculum help in teaching students reading?
SOl Bely8)l ()5 (3 grgredl Ll Jo
o Very helpful Ll Jae

o somewhat helpful b 4> J| du2e
o not helpful Jxae ne
o not helpful at all AMLYI e dido pe

Q38- Does the curriculum help in teaching students writing?
Tl LUSIH ) d5 (3 (whd! giall duid Jo
o Very helpful 4l Juae

o) somewhat helpful b u> | Juase
o not helpful Juae ns
o not helpful at all AMLYI Je dido pe

Q39- How do you rate your understanding of the English language-in-education policies?
§aadatl! (3 DalosYl L)l uyS sl Elagd @uis oS

o) Impeccable sUasYl ;e 45

o] good 84>

o below average lowginll ;o J31
o poor daaus
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Q40- Do current policies have a positive effect on your teaching?
Telun)ds e lbml A6 Al Olulud) Jo

0 Yes px

0 Somewhat b J> |

o) NoY

o Not sure about the answerolg=l (e 13STe ol

Q41- Do you think the current policies need to be modified?
S ) zlisss Al olulead! OF Sl Jo

0 Yes pa

0 Somewhat b J> |

o No Y

o Not sure about the answerclg=d! ¢pe 138

Q42- Generally speaking, do you think native English-speaker teachers are better than non-
natives?

Sl bl p o Juadl Al Al cpbo Wl ralandl OF diind U cple JSCi

0 Always true &3l uowe ’

0 Sometimes true Okl pam § rewe

0 Not true zuowe n&

o) Not true at all MY e oo ne

Q43- Generally speaking, do you think non-native English-speaking teachers are better than
native English-speaker teachers?

Slar bl yralaall (o Jiadl 0 LYl Aalll (aab ! e cpelaall OF diiad Jo cple S

o Always true &3l> zuouo ’

0 Sometimes true Okl pam § e

o) Not true zuowe A&

o Not true at all MY A oo ne

Q44- In the Saudi context, do you think Saudi teachers would be better than native English-
speaker teachers? pibll cnalaoll (po Jiadl (395 9Sum (s gaud] alandl OF diiad o 8352wl Blud! 3
ESAREEHIR ”
o Always true &31> zuoue

0 Sometimes true Okl pam § mewe

) Not true guowe ¢

o Not true at all EMbY! Je miome

Q45- As a non-native English speaking teacher do you feel judged by native teacher standards?

Selde 4L 3l alaall e (Sl yulas gabas oy 4 4223 Jo LplasYl L 3bU _ae ohasS

0 Yes =

o Sometimes 0LVl jas &

o No Y

o Not sure about the answer olg=dl ;e 138Te cod

Q46- In your opinion are you as good at teaching English as a native English-speaker?dg=>9 ;o
Sler bl ypalacdl Jio LplansPl Aalll oyl (@ Sz il U 2 las

0 Yes pa

o No

Q47- Do you think your students would prefer to be taught by native English-speaker teachers?
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Syl Aal casbiol ot Jid oo mguyll Oyl el O Ll Jo
0 Yes 2
o) No Y
Q48- Do you prefer to be addressed as a ‘non-native English-speaker teacher’ or a ‘bilingual
English teacher’?
TN U5 ode” of" Dl dal) ol oiomie 22" oS eld) oyl o3 of Jeads Jo
0 Non-native English-teacher L=yl dal) Aol axie pe
o Bilingual English teacher 4l 35 uyde
Q49- Would you be as confident teaching in an English-speaking country as you are in Saudi
Arabia? Please state your reasons. (§ yu)d LS oyl dalb dabl dgs § (uydd! oo Wl 09w Jo
bl 555 (2 S gacadl dygyal) dSLanll "
0 Yes p2
o No
A The reasons: byl

Q50- Is there anything you would like to add? §BLo] 295 £ (g L§T S o
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Appendix 3

Auckland University of Technology
Private Bag 92006, Auckland 1142, NZ
T: +64 9 921 9999

www.aut.ac.nz

Invitation to participate in a research study

Topic: The views of English language teachers in Saudi intermediate and
secondary schools

Greetings. My name is Habib Alharbi and | am a Saudi student completing my
Masters of Arts (Applied Language Studies) at the Auckland University of
Technology, New Zealand. | invite you to participate in my study.

What is the study about?.
| am interested in the views of English language teachers in Saudi schools. |
also am a Saudi school teacher.

How can you volunteer?
This part of my study involves an electronic survey. You can access the survey
by going to this website address: *** % ¥k

It is an anonymous survey so no-one will know who you are. The survey will
first ask some background questions, such as age, gender, experience and
gualifications. It will then ask about your views on teaching English in Saudi
schools and on current English language policies in Saudi Arabia.

When you access the online survey there is some more information about the
study.

The survey will take about 30 minutes of your time. Almost all questions are
multiple choice.

Thank you for your time
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Auckland University of Technology
Private Bag 92006, Auckland 1142, NZ

T: +64 9 921 9999
www.aut.ac.nz

g grad) il Gudaall (B duplaiy) ARl abra o) g gdagal)

b il by Jesl gagnn il Uy uall cunn e A5l 4 Lanyy oSl DL
gy (3 AL oSge ol ailiges (Al oISl daals 8 (Ralail] & galll il ) ISV
faubll godaga oo La

o] b Laa Jeel i Cun Basgand) Golad) 8 Ldaty) A ddes o] ddjaas diga U
Agaadl gl

9 ghaiaS clia cugllaall La

bl s e alls L) (W Jedall eliCey Uy oKl Blatad b (e giall s (el

6 e o o o o R e ok ok ok R R

Ladia b 058 e Abra e anl oS0 o) MLy g e CRISH L) e bl Y
dlia & .o agally 5ally Gainlly seall Jie cdaulul) cilaghealls Aabaiall A1 any Glasu!
Ll oy Sl by Loasad) Gaphaalls Lpdadyh AU G g el Adbd) ALY sy
Aagaadl Ay pall AShedll 3 Aagall At} Aay)

c Y LY ) Jeadl die Auball Aalall clagledd) G 230 e Y eliSay
Ble & L ghiu¥) A s oLl e BN ey e 38 20 Jgs Yzl

e (e LAY Al e

PS8y e oSS0
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Appendix 4

AUI]

TE WANANGA ARONUI

Electronic Survey 0 TAMAKI MAKAU RAU

Participant Information Sheet

The self-perceptions of non-native English speaking teachers in Saudi Arabian schools about their ability to teach
English and their understandings of how English language-in-education policy impacts on their teaching practice.

My name is Habib Alharbi and I am a Saudi student completing my Masters of Arts (Applied Language Studies) at the Auckland
University of Technology, New Zealand. As part of my master’s thesis in Applied Language Studies, I invite you to participate in a
study about English language teachers in Saudi schools. This part of my study involves an anonymous survey. You will not be
disadvantaged in any way if you do not choose to participate in this research.

What is the purpose of this research?
The study has two aims: (1) to investigate your perceptions about teaching English and (2) to find out your understanding of current
English language policy in Saudi Arabia and this how these polices might impact on your teaching of English.

How was I identified and why am I being invited to participate in this research?

You have responded to my advertisement and have accessed the online site (Qualtrics) where I have the questionnaire. This
Information Sheet is on page 1 of the questionnaire. You were invited to participate in this research if you are a non-native English
speaking teacher of English in a Saudi Arabian secondary school.

‘What will happen in this research?

Please respond to my questionnaire by answering the questions. The questions are in English and Arabic. The questions ask about
your English language background, about your teaching of English and about your knowledge of English language policy in Sandi
Arabia, and how his impacts on your teaching practice. The questions are mostly multi-choice. Doing the questionnaire will take will
take about 30 minutes of your time.

What are the discomforts and risks?
None. The survey is anonymous. No-one will know who you are

How will these discomforts and risks be alleviated?
There are no discomforts or risks

What are the benefits?
My study is about English language teaching in Saudi Arabia. Your participation in the study will enable you to reflect on your
teaching of English and the policy context in which you work. This reflection has the potential to improve your teaching.

How will my privacy be protected?
The survey is anonymous. No-one, including myself, the researcher, will know who you are.

‘What are the costs of participating in this research?
There will be no direct cost to you during the research. In total it will take up about 30 minutes of your time.

‘What opportunity do I have to consider this invitation?
My advertisement asked for volunteers for my study. The advertisement noted that you had up to four weeks to volunteer.

How do I agree to participate in this research?
You agree to participate in the research by completing the anonymous survey

Will I receive feedback on the results of this research?
A summary of the survey findings can be found at: **¥***

‘What do I do if I have concerns about this research?
Any concerns regarding the nature of this project should be notified in the first instance to the Project Supervisor:

Kevin Roach, Auckland University of Technology, Auckland , New Zealand
kevin.roach@aut.ac.nz, +64 9 921 9999 ext 6050

Concerns regarding the conduct of the research should be notified to the Executive Manager of AUTEC: Kate O’Connor,
ethics@autacnz , +64 9 921 9999 ext 6038.

Whom do I contact for further information about this research?
Kevin Roach: kevin.roach@aut.ac.nz +64 9 921 9999 ext 6050

Researcher Contact Details:
Habib Alharbi: doob06(@live.com

Project Supervisor Contact Details:
Kevin Roach kevin.roach@aut.acnz +64 9 921 9999 ext 6050

App by the A L yof T gy Ethics C on 30'* August 2018, AUTEC Reference number 18/ 349

4 December 2019 page 1 of 2 This version was edited in Sept 2018
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Kate O’Connor, ethics(@aut.ac.nz , 921 9999 ext 6038.

e Joa claghall 5o 23a o Jgeanldl s
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