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1

No teacher begins a graduate teacher education program with a blank slate.
(Wolff & De Costa, 2017: 76)

Situating the Book

I begin this book by proposing a broadening of the above quote from 
Wolff and De Costa (2017) beyond graduate teacher education programs; 
that is, no teacher begins their teaching with a blank slate. Even those in 
their first year of teaching come with a background. A history. A story. 
And though it is impossible to know everything about language teachers, 
our investment in acknowledging and understanding their backgrounds, 
histories and stories sets the stage for what we can know about language 
teachers and their work.

The origin of this book is inspired by some of my own experiences as 
a former faculty member at the University of Taipei in the Department of 
English Instruction. I had begun developing the idea of ‘teachers of mul-
tiple languages’ (TMLs) and started searching for research participants, 
specifically teachers who had taught or were currently teaching multiple 
languages. It was then that I realized that I actually did not know if any 
of my own colleagues had taught any other languages beyond English. I 
had never thought to ask. And perhaps because we were all part of the 
‘Department of English Instruction’, I had assumed that they were all 
simply English teachers and ascribed to them that singular label without 
much thought. But the idea that some of them might be TMLs incognito 
intrigued me. When I asked my colleagues ‘Have you taught other lan-
guages before?’, some replied ‘No’, but others had responses that were 
more nuanced. One colleague initially said ‘No’, but explained that prior 
to being a professor of English, she was an elementary school teacher who 
had taught Mandarin Chinese. Another colleague also replied ‘No’, but 
mentioned that in addition to teaching English classes at our university, 
she was also teaching Southern Min (often referred to as ‘Taiwanese’) at 
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an elementary school. Both colleagues asked me whether those experi-
ences ‘counted’ as ‘teaching multiple languages’. They seemed hesitant 
to fully commit to the idea that they were legitimate teachers of another 
language alongside English, despite the experience they had that proved 
otherwise. I realized from these interactions (and other similar interac-
tions from searching for research participants) that unlike the identity of 
being a teacher of a single language (e.g. an English teacher), or even a 
speaker of multiple languages (e.g. being multilingual), identifying as a 
teacher of multiple languages was uncharted territory.

This led me to wonder, how many of the language teachers we meet 
and know in our everyday encounters as colleagues, students, adminis-
trators, employers and friends have histories or present realities in teach-
ing multiple languages that we do not know about because it is never 
asked or talked about? Why is it that we rarely consider the experiences 
of language teachers beyond the single identity we first come to know 
them by? This is where I begin this book – highlighting who TMLs are 
through their stories and experiences, and exploring what that means for 
language teaching research.

Purpose of the Book

The purpose of this book is to argue for the visibility and significance 
of TMLs as a demographic group of language teachers that has been 
largely overlooked in language teaching research. In both research and 
teaching contexts, they have been assumed to have the same teaching 
experiences as teachers of a single language but doubled. For instance, a 
teacher who has taught Japanese and Korean is generally considered to 
be a teacher who has taught an additional language in comparison to a 
teacher of Japanese. This book argues that special focus should be paid 
to TMLs because the experience of teaching multiple languages is unique 
from teaching a single language and impacts who teachers become and 
how they teach. I argue that teaching multiple languages is not simply 
an act of teaching a greater number of languages or an additional set 
of coursework, but also an act of navigating more complex worlds and 
developing additional ways of being through new identities, beliefs and 
emotions. Through narratives of individual TMLs, this book aims to 
understand who TMLs are, what makes TMLs unique and how under-
standing TMLs paves the way for new perspectives in research on lan-
guage teachers, language teacher education and multilingualism.

Defining ‘Teachers of Multiple Languages’

A TML is a language teacher who has previously taught or is cur-
rently teaching multiple languages. TMLs are ‘a growing subset of the 
language teacher population in many countries’ (Calafato, 2020: 604), 
and are thus quite diverse; one cannot isolate one specific image of who 
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TMLs are. One reason is because TMLs’ careers often involve teaching 
different student populations in various educational settings depending 
on the languages they have taught, as language teachers in today’s neolib-
eral education market are increasingly seeking careers beyond their local 
educational systems (Li & Lai, 2022). Therefore, the broad landscape of 
teaching multiple languages involves a wide range of educational institu-
tions, geographical settings, language pedagogies, language policies and 
cultural ideologies. For example, the following are sample career profiles 
of several TMLs with different career trajectories:

	• TML #1: A language teacher from the US who primarily taught 
adults English as a second language (ESL) as a part-time adjunct 
instructor at a community college and took on a second part-time job 
teaching German at a corporate office.

	• TML #2: A language teacher in Norway teaching German and Span-
ish at an upper-secondary school.

	• TML #3: A language teacher from Japan who taught Japanese heri-
tage language classes in the US while studying for a master’s (MA) in 
teaching English to speakers of other languages (TESOL) program, 
and after obtaining her MA in TESOL, returned to Japan to teach 
English as a foreign language (EFL).

	• TML #4: A language teacher from Turkey who taught EFL in Tur-
key, traveled to the US to temporarily teach Turkish at a US uni-
versity for one year through a government-sponsored program, and 
returned to Turkey to continue teaching EFL.

TML  #1 and #2 are examples of teachers who are simultaneously 
teaching more than one language in their career, while TML #3 and #4 
are examples of teachers who have taught multiple languages sequen-
tially, transitioning from teaching one language into another. There 
may even be TMLs who are a combination of TML #1/#2 and #3/#4 
(i.e. having taught multiple languages simultaneously and sequentially), 
such as a teacher who has taught English and Spanish simultaneously 
and switched careers to teaching Chinese. Certainly, other combinations 
of TMLs are possible as these categories largely depend on the circum-
stances of a TML’s career: what languages they teach, what contexts 
they are teaching in and when in their career they are teaching those 
languages. This also means that there can be great differences in the 
background and experience of one TML compared to another. The main 
point here is that teaching multiple languages looks different in differ-
ent teaching contexts; there is a great diversity of means and pathways 
that can lead to the teaching of multiple languages. Despite the wide 
variation of circumstances, what many TMLs have in common is the 
multiplicity and non-linearity of TMLs’ careers that comes from teach-
ing multiple languages as part of a ‘changing global workforce outside of 
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the traditional teacher workforce that is usually conceived within a single 
subject area or school setting’ (Li & Lai, 2022). In other words, with each 
language TMLs teach, they are engaging with different linguistic systems, 
teaching methods, student demographics, classroom contexts, institu-
tional systems, sociohistorical contexts and language ideologies – often 
not in a neat, linear manner. The experience of learning to navigate this 
multiplicity and non-linearity influences who TMLs are and how they 
teach, and is, ultimately, what makes them distinct from teachers who 
have only taught one language.

The Need for a New Term: TML and Existing Terms

Existing terms describing language teachers

Research in applied linguistics has explored a plethora of terms to label 
and identify language teachers of various backgrounds. The diversity of 
ways we describe language teachers is no accident – the terminology that 
researchers and practitioners develop to conceptualize who teachers are 
and who they perceive themselves to be is an attempt to account for the 
realities that language teachers experience in their everyday lives (Darvin 
& Norton, 2015; Douglas Fir Group, 2016). In particular, multiple terms 
have been introduced within the past two decades to recognize language 
teachers in relation to using multiple languages, originally with the intent 
of providing alternatives for the term ‘non-native English speaker’ (Jain, 
2018). These terms include ‘bilingual teachers’ (Lemberger, 1997; Rubio 
et al., 2021; Varghese, 2001), ‘multilingual teachers’ (Higgins & Ponte, 
2017; Pavlenko, 2003), ‘the multilingual instructor’ (Kramsch & Zhang, 
2018), ‘plurilingual teachers’ (Ellis, 2016; Maddamsetti, 2020), multi-
competent teachers (Cook, 1999, 2016; Pavlenko, 2003) and translingual 
teachers (Jain, 2014; Menard-Warwick et al., 2019; Motha et al., 2012).

While these existing terms all address some aspect of language 
teachers who know and use multiple languages in their teaching and 
non-teaching lives, none of the existing terms specifically addresses the 
experience of teachers who have taught multiple languages as separate 
subjects. In fact, these existing terms have quite a different focus than the 
term ‘TML’. Terms like ‘multilingual teachers’ and ‘translingual teach-
ers’ aim to account for the knowledge and use of multiple languages in 
any subject that they may be teaching. García (2009: 193) refers to this 
as ‘multiple multilingual education’, or the use of more than two lan-
guages to educate, where ‘programs weave languages in and out of the 
curriculum, dropping them, expanding them, and using them for one 
function or the other’. In other words, these are educational contexts in 
which multiple languages are being used to teach subject content, such 
as mathematics, science, history or the visual arts. Scholars have been 
actively documenting where and how such education models are being 
implemented, such as bilingual or trilingual education in Hong Kong 
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(Wang & Kirkpatrick, 2019) and Taiwan (Graham & Yeh, 2022; Pineda 
& Tsou, 2021), mother tongue language as instruction in Ghana (Ansah, 
2014; Kioko et al., 2014), dual language programs in the United States 
(Arias & Fee, 2018; Christian, 2016; Domínguez-Fret & Oberto, 2022) 
or English as a medium of instruction classes in global higher education 
(Brown, 2014; Kim, 2017). These educational models challenge the long-
standing assumption that teachers should only use one language to teach 
a subject and create learning environments that value multiple languages, 
though the format, implementation, impact and perceptions of multilin-
gual education can vary widely.

Why is there a need for the term ‘TML’?

In contrast to multilingual teachers, the term ‘TML’ describes teach-
ers who are teaching more than one language as a subject. While TMLs 
are multilingual individuals, they may or may not use multiple languages 
when teaching a language. That is, the term ‘TML’ does not describe 
how one teaches, but simply that one has taught more than one language 
as a subject in their career. While it is possible that TMLs are also mul-
tilingual teachers in that they teach multiple languages using multiple 
languages in each classroom, that may not be the case for many TMLs.

Fundamentally, there is so far no common, established term to 
characterize teachers who have taught multiple languages. Without a 
common term, TMLs remain invisible in research, in the workplace 
and in their own self-conceptions. After all, how does one talk about or 
self-identify as a language teacher with the job experience of teaching 
multiple languages without a term like ‘TML’? The argument for intro-
ducing new professional, identity-based labels has been made before for 
recognizing instructors’ ability to speak multiple languages, which had 
previously been unaddressed and left invisible. While terms like ‘native’ 
or ‘non-native’ had been commonly used to describe language teachers, 
there were no terms that allowed teachers to be identified as multilin-
gual. For example, in the following excerpt, Kramsch and Zhang (2018) 
remind us that for multilingual instructors, introducing new labels for 
language teachers may challenge language teachers’ conceptualizations 
of themselves and might make them feel uncomfortable, but could also 
introduce new ways of seeing themselves:

Indeed, even though as individuals they might speak several languages 
and be members of several different cultures, as instructors they are 
trained to present themselves as monolingual and monocultural repre-
sentatives of a nation-state. Such training, too, is the product of history 
and the effect of institutional power. Calling them ‘multilingual instruc-
tors’ might be a programmatic metaphor for the researcher and, as Lihua 
remarks in the Preface, it might open up for them new ways of seeing 
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themselves, though some of them might feel uncomfortable with such a 
characterization and argue that they are in fact required to act as mono-
lingual instructors. (Kramsch & Zhang, 2018)

In line with Kramsch and Zhang (2018), one of the primary motivations 
and goals for this book and introducing the term ‘TML’ is to provide the 
possibility of a new way for TMLs to see themselves.

Ellis (2004: 90) has made a similar argument for the explicit recogni-
tion of language teachers’ multilingualism, calling it the ‘one key aspect 
of teachers’ experience [that] is all but invisible in teacher education, 
employment and professional development’. Finally, Jessner (2008a: 41) 
has argued that in the context of teaching third languages, in order to 
properly take into account the role of the teacher in multilingual learn-
ing, ‘more than one perspective of that teacher has to be taken into con-
sideration’, one of which is ‘the teacher who teaches several languages’.

This book makes the case that establishing ‘TML’ as a new term 
specifically for identifying teachers of multiple languages is long overdue 
and necessary in order to (1) begin collecting, curating and contributing 
research on the teaching of multiple languages; (2) spotlight and learn 
from the stories and lived experiences of TMLs; and (3) professionalize 
the careers and identities of TMLs (Elsheikh & Yahia, 2020). Chapter 2 
begins to make this case by providing a comprehensive overview of the 
current state of TML research.
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In order to understand language teaching and learning, we need to understand 
teachers; and in order to understand teachers, we need to have a clearer sense of 

who they are: the professional, cultural, political, and individual identities which 
they claim or which are assigned to them.

(Varghese et al., 2005: 22)

Research on teachers of multiple languages (TMLs) is still an emerg-
ing landscape. The problem is not that TML studies do not exist. 
In fact, many studies in applied linguistics, language education and  
language policy/planning explore the experiences of TMLs or policies and 
programs relating to TMLs.   Tables  2.1 and 2.2 provide a summary of 
selected studies that examine TMLs or the teaching of multiple  languages. 
These studies are discussed in more detail throughout this chapter, so 
readers can refer to these tables as needed.

To begin with, one problem is a matter of curation: of finding and 
cataloguing these studies as ‘TML studies’ because so far there is no 
collective term that easily and clearly indicates them as such. Many of 
these studies are categorized under other topics, such as language teacher 
identity (LTI), multilingual education or multilingual teachers. Another 
problem is the way the studies are conducted and reported – that when 
language teaching studies are conducted, participants who have the expe-
rience of teaching multiple languages are rarely treated as distinct from 
participants who have taught a single language. Unfortunately, there is 
a common assumption that the teaching of multiple languages is not rel-
evant or significant enough to be provided along with other participant 
background information. This assumption results in three scenarios in 
language teaching research:

 (1) Currently, there are studies that specifically focus on examining 
TMLs but are mostly not labeled as such. These studies may have the 
specific aim of learning more about TMLs (i.e. the teachers’ experi-
ences, their teaching practices or the teacher education system) or 
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focus on investigating some other aspect of language teaching (i.e. 
heritage language learning, language policy, etc.).

 (2) There are some studies that incidentally include participants who 
are TMLs, that is, with no intention to investigate the teach-
ing of multiple languages. Such studies usually only mention 
the fact that the participant has taught multiple languages as a 
brief descriptor of their background, leaving unquestioned their 
background as a TML as a taken-for-granted detail of their pro-
file. No discussion relating to the teaching of multiple languages 
is provided so the findings may not substantially contribute to 
TML research, even though they include TML participants. For 
example, Ruohotie-Lyhty (2013) featured two participants who 
are indicated as qualified to teach multiple languages. However, 
throughout the findings and discussion, whether they are teaching 
multiple languages and what languages they are teaching are not 
clearly or consistently explained. Therefore, interpreting Ruohotie-
Lyhty’s (2013) findings as TML research may be misleading. Other 
examples of such studies include Elmquist (1970), Hurst (2018) and 
Leonet et al. (2017).

 (3) Finally, there are likely studies that may include TMLs as participants 
but are left undiscoverable because many studies do not ask partici-
pants about or provide any information about their language teach-
ing backgrounds.

The following section reviews the existing TML research that I have 
curated through my own search to find TML studies.

Exploring the Experiences and Lives of 
TMLs: Identities, Emotions, Beliefs

Perhaps the most prolific topic in TML research so far is examining 
the experiences and lives of TMLs. These studies provide an in-depth 
look at what it is like for a language teacher to teach another language, 
often in different educational contexts. While some studies are con-
ducted during a set period of time in which a teacher is experiencing 
teaching another language temporarily (e.g. when a teacher goes abroad 
for one year to teach a different language through a language teacher 
exchange program), other studies take a longer, ‘life story’ (McAdams, 
2008; Park, 2006) approach and have participants reflect on their career 
experience in teaching multiple languages. Regardless, what makes these 
studies (and TMLs’ experiences) most interesting is that through their 
lived experience of having taught multiple languages, TMLs can make 
comparisons between the teaching of different languages – comparisons 
in their teacher knowledge, identities, beliefs, emotions, practices and 
students. It is through these comparisons that we can witness the degree 
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of complexity that the teaching of multiple languages requires and why 
there is reason to distinguish TMLs from teachers of a single language. 
From a teacher cognition perspective, Aslan (2015: 256) has described the 
complexity of a TML’s teaching experiences as ‘dynamic and non-linear, 
meaning that they caused unpredictable and context-dependent changes’. 
The following literature review aims to (1) provide a brief overview of 
current understandings of LTIs, beliefs and emotions; and (2) explore 
what findings TML studies have found in relation to TMLs’ dynamic and 
non-linear teaching experiences.

Language teacher identities, beliefs and emotions

Language teacher identities

LTIs are the ways that language teachers understand, construct, per-
form and reflect on who they are and how others perceive them within 
the context of language teaching. Theoretical understandings of LTIs 
have only expanded over time as scholars have shared new findings and 
ways of conceptualizing LTIs. Thus, there is no simple way of defining 
LTIs. However, Kayi-Aydar (2015a) and Yazan (2018a) present the fol-
lowing definitions that provide a helpful foundation for introducing our 
discussion of LTIs for TMLs.

I define identity as multiple presentations of self which are  (re)constructed  
across social contexts and demonstrated through actions and emotions. 
(Kayi-Aydar, 2015a: 138)

Teacher identity refers to teachers’ dynamic self-conception and imagi-
nation of themselves as language teachers, which shifts as they par-
ticipate in varying communities, interact with other individuals, and 
position themselves (and are positioned by others) in social contexts. 
(Yazan, 2018a: 21)

These definitions highlight some of the central themes of LTI that have 
been consistently reported in LTI research, as have other prominent 
scholars (Barkhuizen, 2017; Cheung, 2015; Kayi-Aydar, 2019; Sang, 2020; 
Yazan, 2018a; Yazan & Lindahl, 2020). The following is a summary of 
current understandings of LTI and areas of LTI research:

 (1) LTIs are dynamic, multiple, hybrid and continually evolving (e.g. 
Aneja, 2016; Kayi-Aydar, 2015a; Racelis & Matsuda, 2015; Yazan, 
2018a).

 (2) LTIs are a site of conflict and struggle (e.g. Chang, 2018; Kayi-Aydar, 
2015b; Phan, 2008; Varghese et al., 2005).

 (3) LTIs are individual as well as mediated by social, cultural and 
political contexts; LTIs are internal and external (e.g. Aoyama, 2021; 
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Edwards & Burns, 2016; Fogle & Moser, 2017; Pennington & Rich-
ards, 2016; Tsui, 2007).

 (4) LTIs are inseparable from other social identities, such as race, cul-
ture, gender, class and sexuality (e.g. Cooper & Bryan, 2020; Gagné 
et al., 2018; Ku, 2020; Lander, 2018; Lawrence & Nagashima, 2020; 
Lin et al., 2004; Menard-Warwick, 2008; Motha, 2006; Park, 2015, 
2017; Simon-Maeda, 2004).

 (5) LTIs are constructed, maintained, negotiated and performed through 
membership and participation in communities of practice (e.g. Ajayi, 
2011; Clarke, 2008; Pavlenko, 2003; Tsui, 2007; Varghese et al., 2005; 
Vélez-Rendón, 2010).

 (6) LTIs are constructed, maintained, negotiated and performed discur-
sively through narratives and self-authoring (e.g. Kayi-Aydar, 2015b; 
Liao, 2020; Menard-Warwick et al., 2019; Morrison et al., 2020).

 (7) LTIs shape teacher agency and investment, while teacher agency and 
investment also shape LTIs (e.g. Darvin & Norton, 2015; Haneda 
& Sherman, 2016; Kayi-Aydar, 2015b; Norton, 2013, 2017; Yazan, 
2018c).

 (8) LTIs shape the emotions experienced from teaching, while emotions 
also shape LTIs (e.g. Kim & Smith, 2020; Kocabaş-Gedik & Orta-
çtepe Hart, 2021; Reis, 2015; Song, 2016; Wolff & De Costa, 2017).

 (9) LTIs can be a pedagogical resource (i.e. ‘identity as pedagogy’) that 
can shape language teaching practices, language teacher education 
curriculum and language teaching policies (e.g. Fairley, 2020; Kanno 
& Stuart, 2011; Ku & Liu, 2021; Morgan, 2004; Zheng, 2017).

 (10) LTIs can be transformative as a source of social change and social 
justice (e.g. De Costa & Norton, 2017; Fairley, 2020; Miller et al., 
2017; Morgan, 2016; Varghese et al., 2016).

The above list is not meant to be exhaustive or definitive. It certainly 
is not meant to be a checklist of ‘what identity is’. Rather, one should 
approach the above list as what we have observed so far about the role 
that LTIs play as part of language teaching research. Working from 
the foundation of current conceptualizations of LTIs, we can begin to 
explore questions relating to what TML research may contribute to LTI 
research. Of definite interest is to examine what aspects of TML research 
affirms or challenges current understandings of LTIs. Additionally, how 
does the added complexity of teaching multiple languages (which per-
haps may also involve different teaching contexts, mediums of instruc-
tion, teaching methodologies, student populations and/or institutional 
systems) impact the development of LTIs? For example, a key issue often 
discussed in TML research is the experience of having been both a native 
speaker (NS) and a non-native speaker (NNS) teacher and/or transition-
ing from one to another. These are some of the predominant issues that 
are discussed in this book.
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Language teacher beliefs

Language teacher beliefs can be described as the ideas and theories 
language teachers have about language teaching and learning. Language 
teacher beliefs have long been of interest in language teaching research, 
starting in the mid-1980s with a focus on understanding what beliefs stu-
dents and teachers have about language learning and teaching (Barcelos 
& Kalaja, 2011). Although beliefs can be considered universal and relat-
able in that we all have beliefs about language teaching and learning to 
a certain extent, beliefs can also be ‘messy’ (Pajares, 1992: 307), ‘elusive’ 
(Barcelos, 2003: 7) and ‘notoriously difficult to define’ (Mercer, 2011: 
336). One reason is because, from a research standpoint, beliefs may not 
be directly observable because participants may not have the language to 
describe their own beliefs (Kagan, 1992), may not want to voice some of 
their beliefs or may not be conscious of them (Borg, 2018; Kamiya, 2018). 
In addition, what also complicates beliefs is their ‘paradoxical nature’: 
beliefs are both fluctuating yet stable, individual yet also contextually 
mediated and generalizable (Negueruela-Azarola, 2011). Furthermore, 
Mercer (2011: 343) has shown how beliefs are a complex dynamic system, 
in which ‘the system as a whole can be both self-consistent… but yet dif-
ferent components can also adapt and change across contexts and time 
and be mediated in potentially unpredictable ways by various self-related 
processes’.

These issues with conceptualizing beliefs have significant method-
ological implications. The most common data collection methods for 
researching language teacher beliefs are questionnaires, interviews, 
stimulated recall, observations and reflective writing (Song, 2015). In 
general, qualitative methodologies such as interviews, observations and 
reflective writing have been recognized for being able to capture the 
complex and dynamic nature of beliefs in greater depth (Richardson & 
Placier, 2001). However, the persistent problem that underlies any of 
these methods is the difficulty of knowing what teachers ‘really believe’, 
as mentioned in the previous paragraph (Skott, 2015). To address this 
dilemma, Song (2015) has emphasized the importance of employing mul-
tiple data collection methods to improve research credibility and account 
for the complexity and multiplicity of teachers’ beliefs. In addition, Skott 
(2015) has recommended that any research on teacher beliefs should also 
engage with the teachers’ educational experiences within and beyond the 
classroom, emphasizing that beliefs are social and not solely based on 
individual action.

In addition to researching the nature of beliefs, research on lan-
guage teacher beliefs has also investigated how beliefs impact language 
teaching practices and decision-making processes (Borg, 2003; Farrell 
& Bennis, 2013; Pajares, 1992). This line of research has been prolific in 
that beliefs have been seen as a way of accessing the reasoning behind 
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language teaching practices and possibly influencing language teaching 
practices (Song, 2015). However, the opposite has also been of interest, 
that beliefs might (or might not) be able to be changed through some 
form of intervention, such as changing teaching practices (Guskey, 
2002), teacher education curriculum (Borg, 2011; Kurihara & Samimy, 
2007; Phipps, 2007; Urmston, 2003) or reflective practices (Borg, 2011; 
Farrell & Ives, 2015). However, the reality is that language teaching 
beliefs and practices have a reciprocal relationship, each influencing 
the other in complex and sometimes incongruent ways (Basturkmen, 
2012; Borg, 2018). A reciprocal relationship, however, does not mean 
that there is a causal relationship between beliefs and practices. In fact, 
Borg (2018) has concluded that:

We know that very often teachers’ stated beliefs are not reflected in their 
classroom practices, that exceptions to this trend can be identified, and 
that variations in the relationship between beliefs and practices can be 
explained with reference to both internal factors in the teachers them-
selves (e.g. biography, awareness, motivation, experience) and external 
factors (e.g. curricula, time, institutional policy), which may constrain 
what teachers do. (Borg, 2018: 81)

 The discussion around language teacher beliefs in this book does 
not focus on the nature of what beliefs are or determining the relation-
ship between teacher beliefs and practices. Rather, I approach beliefs in 
conjunction with its sister constructs, identity and emotions, in order to 
explore ‘how beliefs develop, fluctuate and interact with actions, emo-
tions, identities or affordances and how they are constructed within the 
micro and macro-political contexts of learning and teaching languages’ 
(Barcelos & Kalaja, 2011: 282, emphasis in original). Specifically, the 
discussion of beliefs in relation to the teaching of multiple languages 
is multi-layered and multi-faceted – TMLs may have different beliefs 
regarding (1) the experience or work of teaching multiple languages; (2) 
the teaching practices of different languages; (3) the way beliefs change 
or are impacted by the transitioning from teaching one language to 
another; and/or (4) the role of teacher education in teaching multiple 
languages. Accordingly, the qualitative data collection methodologies 
employed in this study (i.e. interviews, writing teaching philosophies, 
photo-elicitation) were designed to best operationalize this approach to 
teacher beliefs.

Language teacher emotions

In comparison to the previous two constructs, identity and beliefs, 
language teacher emotions is a relatively more recent topic in language 
teaching research. In the past two decades, there has been an ‘emotional 
turn’ (Barcelos, 2015; De Costa et  al., 2019; White, 2018) in applied 
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linguistics, recognizing the significance of emotions in understanding 
language learning and teaching. Early research focused on emotions in 
language learning, such as the affective filter (Krashen, 1982; Scovel, 
1978) and language learner anxiety (Horwitz et al., 1986). In the 2000s, 
there was a shift toward examining the emotions of language teachers 
through research on multilingualism and emotions in a broader sense 
(Dewaele, 2010; Pavlenko, 2005).

One major area of research on language teacher emotions has 
come from positive psychology, which has changed the focus of psy-
chology ‘from preoccupation only with repairing the worst things in 
life to also building positive qualities’ (Seligman & Csikszentmihalyi, 
2000: 5). Moreover, positive psychology emphasizes ‘a concern with 
individuals as holistic beings with potential for trajectories of positive 
growth’ (MacIntyre et al., 2019). Thus, emotions play an important 
role in the study of the positive psychology of language learning and 
teaching. Some studies have explored the nature of language teach-
ers’ emotional well-being (e.g. Gregersen et al., 2020; Jin et al., 2021; 
Mercer, 2020; Oxford, 2020) and strategies to help manage language 
teacher wellbeing, also known as ‘positive psychology interventions’ 
(e.g. Fresacher, 2016; Gregersen et  al., 2016; Helgesen, 2017; Hiver, 
2016; Talbot & Mercer, 2018). Closely related to this are studies 
focusing on emotional intelligence, which is ‘the ability to understand 
feelings in the self and others and to use these feelings as informa-
tional guides for thinking and action’ (Salovey et al., 2011: 238). Stud-
ies on language teachers’ emotional intelligence focus on measuring 
levels of emotional intelligence in language teachers, understanding 
what factors mediate levels of emotional intelligence in language 
teachers and how emotional intelligence impacts language teaching 
practices (Dewaele et al., 2018; Gkonou & Mercer, 2017; Kang, 2020). 
Finally, a number of studies have also explored the role of empathy in 
language learning and teaching (McAlinden, 2014; Mercer, 2016) as 
well as how language education can play a role in cultivating empathy 
and social justice (Porto & Zembylas, 2020; Zembylas & Chubbuck, 
2009).

Recent research has also expanded to the social and post-structuralist 
perspectives of language teacher emotions, which approach emotions as 
‘discursively constructed’, ‘processes, which shape and are also shaped 
by the sociocultural context’, ‘interactive, dynamic, and form a complex’ 
(Barcelos, 2015: 309–310). Furthermore, social and post-structuralist per-
spectives of language teacher emotions also look at emotion in relation 
to power, inequality, ideology and politics. A prominent example of this 
line of research is Benesch’s (2017, 2018, 2019, 2020) application of two 
related constructs: feeling rules and emotional labor. Feeling rules are 
defined as ‘explicit instructions, formulated by management, about which 
emotions lower-level workers are expected to display in the workplace’, 
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and emotional labor is the ‘conflict between feeling rules and employee’s 
internal feelings’ (Benesch, 2018: 62). For example, Benesch’s (2018) 
examination of the language used in a university’s plagiarism policy 
revealed implied expectations of how faculty members should respond 
upon discovering plagiarism, namely ‘hypervigilance’, ‘indignation’ and 
‘retribution’. Emotional labor was involved when language teachers felt 
conflicted and even resisted the feeling rules of their institution.

The discussion around language teacher emotions in this book 
focuses on understanding the range and dynamics of emotions expe-
rienced by TMLs from teaching multiple languages. In particular, 
what may be unique about TMLs’ experiences of teacher emotions is 
the need to regulate or manage different emotions depending on each 
of the different languages they are teaching. This may complicate the 
emotional labor required of TMLs because they may need to adapt to 
different expectations of what emotions they are allowed to express 
based on the different languages they teach. Furthermore, the discus-
sion in this book also examines possible factors involved in the co-
construction of emotional experiences, including beliefs and identities. 
In this way, the language teacher emotions discussed in this book are 
seen as interactive, dynamic and part of a greater network of teacher 
development.

The relationship between identities, beliefs and emotions

The relationship between LTIs, beliefs and emotions is neither simple 
nor clear-cut. Not all scholars agree on how the relationships should be 
conceptualized or drawn. For example, some scholars approach emotions 
and beliefs under the larger umbrella of identity work (Barkhuizen & 
Mendieta, 2020; Schutz et al., 2007; Yazan, 2018a), while others describe 
identities, beliefs and emotions as working parallel to one another, or as 
interrelated, overlapping and co-constructed constructs (Barcelos, 2015, 
2017; Cross & Hong, 2009).

Although there does not seem to be a singular, simple way to pin 
down the relationship between identities, beliefs and emotions, many 
recent studies have described the three constructs in similar ways: as com-
plex, multiple, dynamic, contradictory, interactive and co-constructed 
(Barcelos, 2015, 2017). Furthermore, scholars have recognized that iden-
tities, beliefs and emotions are indeed inextricably connected (Barcelos, 
2015; Kalaja et al., 2016; Schutz et al., 2007). More specifically, Barcelos 
(2015: 315) has suggested the idea of ‘beliefs-emotions-identities’, in 
which the three constructs are part of a non-linear, complex system and 
they ‘change and adapt in response to any changes within themselves and 
within each other’. The discussion around TMLs’ identities, beliefs and 
emotions in this book applies the above approach to identities, beliefs 
and emotions.
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Identities in teaching multiple languages

Many studies have found that in teaching multiple languages, TMLs 
experience the negotiation of multiple identities changing over time. One 
major factor influencing the negotiation of multiple identities is having 
the experience of being both a NS and a NNS language teacher. Research 
in applied linguistics has long established the terms NS and NNS as 
perpetuating oversimplified and discriminatory categorizations based 
on the ‘elusive’ NS category (Moussu & Llurda, 2008). This has led to 
the deleterious treatment of language teachers and learners manifesting 
as native-speakerism (Cook, 1999; Holliday, 2015; Phillipson, 1992), 
linguicism (Skutnabb-Kangas, 2015) and linguistic racism (Dobinson & 
Mercieca, 2020; Dovchin, 2020). Here and throughout the rest of this 
book, I use the terms NS and NNS with an awareness and sensitivity 
to the greater problem to which they contribute. In the section titled 
‘Reflexivity: Addressing Choices, Contentions and Limitations’ in Chap-
ter 3, I explain in more detail the problems with using the labels NS and 
NNS. Despite the issues with using the NS and NNS labels, I have chosen 
to use them with the purpose of (1) examining TMLs’ experiences with 
the NS construct in the different languages they have taught and (2) using 
terms that the participants were most familiar with and used themselves 
during the process of data collection.

Although it is certainly possible for a TML to have only been a NNS 
teacher, what has been more commonly reported in TML research is 
a situation in which a language teacher shifts roles from being a NS 
teacher to a NNS teacher, or vice versa. This shift results in language 
teachers experiencing a different way of perceiving themselves and a 
different way others perceive them. Furthermore, Li and Lai (2022), 
in particular, explored the role of ‘brokering’, or making new connec-
tions across different communities of practice, in the context of English 
as a second language (ESL) teachers transitioning to a second career as 
Chinese as a second language (CSL) teachers. In their study, Li and Lai 
(2022) found that when ESL teachers transitioned to CSL teachers, they 
engaged in acts of language and knowledge brokering (e.g. adapting to 
new approaches to teacher–student relationship, teacher authority and 
linguistic practices) to help them become members of their new, second-
career communities. Thus, from a teacher identity perspective, brokering 
played a key role in helping TMLs ‘find meaningful connections between 
different professional experiences and facilitated their alignment with 
their second-career professional identity’ (Li & Lai, 2022: 11).

When NS teachers become NNS teachers

One scenario is when a formerly NS teacher becomes a NNS teacher 
when teaching another language. Kim and Smith (2019) studied inter-
national graduate students teaching Korean at American universities. 
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For example, a Japanese participant in their study shifted from teaching 
Japanese as a NS teacher to teaching Korean as a NNS. She reported 
feeling both positive emotions of empathy as well as negative emotions 
of anxiety. As a NNS speaker of Korean, she was able to relate with 
the language learning difficulties her students faced; however, she also 
reported feeling anxious when she was not able to answer a question or 
got confused by certain Korean expressions (Kim & Smith, 2019). Also, 
Fan and de Jong (2019) present an interesting case study of a language 
teacher from China who, at first, had positive experiences teaching EFL 
in China, but upon studying for a master’s (MA) teaching English to 
speakers of other languages (TESOL) program in the US, began to feel 
increasingly unqualified and inadequate in comparison to her NS peers. 
In this scenario, it was not necessarily the experience of teaching English 
as a NNS that discouraged her, but the stigma and ‘native speaker ideal’ 
that she felt was prevalent in US educational contexts that ultimately 
pushed her to give up English language teaching in the US.

When NNS teachers become NS teachers

Another scenario is when a formerly NNS teacher becomes a NS 
teacher when teaching another language. For example, Mutlu and Orta-
çtepe (2016) examined TMLs in the context of Turkish EFL teachers 
participating in a sponsored international education exchange program 
in which they taught Turkish at an American university for one year. 
Mutlu and Ortaçtepe’s (2016: 565) findings showed that as participants 
renegotiated their identity from a NNS teacher to a NS teacher, they 
changed ‘the way [they] described themselves, their self-confidence and 
competence, their perceptions of their abilities as teachers/users of both 
languages, their views of how their students and colleagues perceived 
them, and their beliefs about teaching and learning’. More specifically, 
Mutlu and Ortaçtepe (2016: 565) observed that in adjusting to being a 
native Turkish teacher, the participants felt ‘more confident, safe, and 
powerful in class [as a native Turkish teacher], while they were more 
competent in terms of their teaching abilities in the position of a non-
native English teacher’. Such feelings of confidence as new NS teachers 
were also expressed in Aslan (2015) and Kim and Smith (2019). In other 
words, while the participants associated feelings of confidence, safety and 
power with their experience as a NS teacher, they also recognized the sig-
nificance of their English language training that led to feeling competent 
as a NNS English teacher.

Simultaneously becoming NS and NNS teachers

The examples so far have focused on TML participants who obtained 
language teacher education in one of the languages they taught but 
not the other. In other words, they had likely already established a 



 The Current State of TML Research 19

professional LTI in a certain language (whether as a NS or NNS teacher), 
before exploring a different one. Another scenario that has been studied 
in TML research is the identity development of pre-service teachers 
enrolled in TML teacher education programs. These pre-service teach-
ers, often undergraduate students, are working on a degree in teaching 
two languages and thus, they are simultaneously developing LTIs in 
both languages. In such cases, where the comparison between how one 
identifies with one language or the other is immediate and simultaneous, 
TMLs may experience favoring one language over another. For example, 
Pessoa et al. (2018) examined Brazilian teachers who graduated with an 
undergraduate degree in English and Portuguese education. Of the seven 
participants in his study, three only took English classes to fulfill the 
program’s requirements and did not end up teaching English, and four 
participants eventually did teach English. However, in the study, six par-
ticipants (out of seven) expressed dissatisfaction with the TML program 
and avoided identifying as English teachers because they ‘focused on the 
fact that they had not learned how to speak fluently’ (Pessoa et al., 2018: 
361).

Language learner identities

In addition to shifts between being a NS or NNS language teacher, 
TMLs also experience changes in their own language learner identities, 
particularly as a result of using a different language of instruction in 
teaching a different language. For example, in Kim and Smith (2019), 
all three participants felt their NNS English learner identities were inter-
twined with their TML teaching even though they were not teaching 
English. They were aware that having a high level of English proficiency 
was very important when teaching Korean at an American university, 
causing anxiety at times. Mutlu and Ortaçtepe (2016) also found that 
EFL Turkish teachers teaching English at American universities reflected 
on their English proficiency and this impacted their sense of confidence 
and competence, even when they were not teaching English. Similarly, 
Fan and de Jong (2019) featured a language teacher from China who had 
originally felt confident teaching EFL in China, but upon studying for her 
MA in TESOL in the US, lost confidence in English teaching because of 
her Chinese English accent and level of English fluency. These findings 
suggest that the negotiation of multiple identities and emotions in teach-
ing multiple languages involves not only the languages that are taught, 
but also the languages used during instruction which may be different for 
each of the languages a TML teaches.

Cultural identities

Other studies have shown that another layer of identity that can 
become intertwined with TMLs’ LTIs is their cultural identity, especially 
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if they are transitioning from being a NNS teacher in their own country 
to a NS teacher in a foreign country. One of the observations mentioned 
by TMLs is the significance of culture in their language teaching in tran-
sitioning to the role of a NS teacher (Aslan, 2015; Kim & Smith, 2019; 
Mutlu & Ortaçtepe, 2016). When teaching as a NS teacher for the first 
time, some TMLs have reported feelings of cultural legitimacy, such 
as pride in being able to represent their native culture or country (Kim 
& Smith, 2019). Furthermore, NNS teachers who are teaching their 
language as a NS teacher in a different country (e.g. De Costa, 2015; 
Kim & Smith, 2019; Luo & Gao, 2017; Mutlu & Ortaçtepe, 2016) have 
reported that their experience living and teaching in the US has given 
them firsthand experiences with American culture that they believe will 
benefit their future EFL teaching back in their home country (Luo & 
Gao, 2017; Mutlu & Ortaçtepe, 2016). In other words, not only did they 
feel that they were bringing their cultural identities and knowledge to 
their American students through their new role as a NS teacher, but they 
also felt that they were gaining new cultural knowledge from living in 
the US that could benefit them when they returned to their home country 
and resumed their role as a NNS teacher. Although a positive cultural 
identity can emerge from the NNS to NS teacher transition, the reverse 
has also been shown to occur, in which a NS teacher transitioning to the 
role of a NNS teacher may feel a loss of confidence in no longer knowing 
about the language and culture firsthand (Fan & de Jong, 2019). Kramsch 
and Zhang (2018) described an example of this through Damien, a white 
NNS Chinese instructor in the US who talks with his students about his 
past travels and EFL teaching in China in order to gain greater cultural 
legitimacy with his students.

The negotiation of cultural identities can also be framed separately 
from the NS/NNS dichotomy. For example, one TML participant in 
Blair (2012) explained not feeling ‘just German’ because of her multicul-
tural background as someone who has lived in four different countries, 
taking a bit from each culture, and taught three different languages. 
Another example can be seen in Rostami et  al. (2021: 130), in which 
language teachers in Iran transitioned from teaching Persian or Arabic 
to teaching English and their new identities as EFL teachers were also 
associated with becoming more ‘global’, ‘cosmopolitan’ and ‘academic’ 
(Rostami et al., 2021: 132). According to the participants, this involved 
‘adapting the norms of English-speaking countries’ culture’ to the way 
they teach (Rostami et  al., 2021: 130–131) and being ‘an open-minded 
person from a self and social point of view’ (Rostami et al., 2021: 132). 
In fact, for one of Rostami et  al.’s (2021) participants, changing his 
major to English teaching greatly benefitted his life far beyond his role 
as a teacher. His knowledge of English (which he attributed to his train-
ing and career as an English teacher and contrasted with his previous 
role as a Persian teacher) helped him become a successful international 
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businessman and pulled him out of poverty. In turn, the cultural capital 
he gained as an international businessman helped him become ‘a more 
competent teacher’ because he had firsthand experience traveling abroad, 
meeting people of different cultures and using English for business (Ros-
tami et al., 2021: 133).

Finally, TMLs can also experience differences in the way their 
cultural identities are perceived and judged by others in the different 
teaching contexts they inhabit. Tavares (2022) discussed his experience 
of teaching Portuguese and English, where students from his Portuguese 
class questioned his legitimacy as a language teacher because he did not 
teach the variety of Portuguese they had expected and he did not match 
many of the students’ cultural expectations. On the other hand, this issue 
never came up in the English classes he taught.

Beliefs in teaching multiple languages

The difficulty of being a NS teacher

In conjunction with negotiating multiple identities from teaching 
multiple languages, studies have also shown that TMLs experience 
changes in their language teaching beliefs, many of which are not neces-
sarily specific to the teaching of multiple languages. Several studies have 
found that TMLs who were initially NNS teachers and later became 
NS teachers discovered that being a NS teacher is not as easy as they 
had originally believed (Aslan, 2015; Blair, 2012; De Costa, 2015; Kim 
& Smith, 2019; Mutlu & Ortaçtepe, 2016). For example, in De Costa 
(2015: 145), the participant, Natasha, described that when she had only 
been a non-native speaker teacher (NNST) of English in South Korea, 
she thought being a NS teacher would make teaching easier; however, 
after having taught her native language in the US, she realized that 
‘how successful my lesson is has nothing much to do with whether I’m 
teaching my native language or my second language’. In reflecting on 
her experience as a TML, Natasha found that her language teaching 
efficacy did not have to be bound by a LTI that followed the NS/NNS 
dichotomy; rather, she was able to reconceptualize her LTI in a more 
holistic sense that did not depend on whether or not she was teaching 
her native language. The TML participants in Mutlu and Ortaçtepe 
(2016: 564) made similar observations, noting that ‘being a native 
speaker was not enough to be able teach a language, and being trained 
in language teaching was more important than being a native or a non-
native teacher’.

The benefit of previous teaching experience and training

Studies have also found that the experience of teaching multiple 
languages can reinforce teachers’ perceptions of their previous language 
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teacher education and language teaching experiences (Blair, 2012; Li & 
Lai, 2022; Luo & Gao, 2017; Mutlu & Ortaçtepe, 2016; Tavares, 2022). 
In particular, many TMLs felt that their previous teacher training and 
teaching experience benefitted their teaching of other languages. For 
example, when the TML participants in Mutlu and Ortaçtepe (2016: 
561) moved to the US to teach Turkish as NS teachers, they did not have 
any formal training or experience in teaching Turkish, but they still felt 
competent because as EFL teachers in Turkey, they had previously been 
‘trained in teaching to be equipped with the knowledge and skills to 
implement methods and teach a language effectively’. Tavares (2022: 9) 
felt similarly when recalling his own experiences of being able to draw 
on his ‘ESL teaching experiential repertoire to reflect on potentially best 
ways to create and execute a particular learning activity for Portuguese’, 
or what he described as ‘pedagogical synergy’. Of course, studies have 
also reported TMLs realizing that solely relying on previously learned 
teaching approaches can have its own drawbacks. For example, in Luo 
and Gao (2017: 102), their questionnaire asked a question that pertained 
to the teaching of multiple languages: ‘to what degree does your English 
teaching experience help your role as a Chinese Fulbright TA?’. The 
results from the 25 respondents showed that participants perceived their 
past English teaching experience to be ‘fairly useful’ (i.e. a mean rating 
of 5.84 out of 7), though their perceived usefulness of their past English 
teaching experience was also negatively correlated with their perceptions 
of the overall experience and success of their Chinese teaching (Luo & 
Gao, 2017: 78). Luo and Gao suggested that participants who deemed 
their past English teaching experience as more useful may have depended 
on that when teaching Chinese in the US, rather than testing new teach-
ing approaches, thereby impacting their perceived experience and success 
of their Chinese teaching.

Adopting new teaching methods

Studies have also shown that the teaching of multiple languages can 
be an opportunity to experiment with different approaches to language 
teaching, whether TMLs are teaching within the same educational con-
text (Rostami et al., 2021) or adapting to a different context with differ-
ent educational expectations (Fan & de Jong, 2019; Luo & Gao, 2017; 
Mutlu & Ortaçtepe, 2016). This, in turn, can impact their beliefs about 
effective language teaching practices. Both Luo and Gao (2017) and 
Mutlu and Ortaçtepe (2016) reported findings from participants who had 
positive experiences experimenting with new methods of language teach-
ing while teaching a new language abroad at US universities. While it is 
certainly possible that the opportunity to use new teaching methods is 
more a result of teaching in a new educational context rather than a new 
language, what is also true in such cases is that the willingness to teach a 
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new language granted access to the opportunity to teach in a new context 
(i.e. participate in a government-sponsored teacher exchange program 
to teach their native language at US universities). For such TMLs, the 
experience of teaching multiple languages and teaching in a new context 
abroad is inseparable.

The benefits of being multilingual

In perhaps one of the few large-scale, quantitative TML studies, 
Calafato (2020) conducted an online questionnaire with 460  language 
teachers from Norway and Russia, 98 of whom had taught two foreign 
languages and five of whom had taught three foreign languages. The 
questionnaire focused on language teacher beliefs on (1) the benefits of 
being multilingual, (2) the extent to which learning multilingual lan-
guages was promoted and (3) the NS ideal. One of Calafato’s (2020: 
611) findings showed that TMLs ‘believed statistically significantly more 
strongly than did those teaching only one foreign language in the ben-
efits of being or becoming a multilingual teacher in five out of the six 
items’. This seems in line with findings from Haukås’ (2016) focus group 
study with 12  Norwegian TMLs (i.e. a mix of having taught English, 
German, Spanish, French or Norwegian), in which she found that the 
Norwegian teachers believed in the benefit of multilingualism from their 
own language learning experience, but did not necessarily perceive the 
same benefit for their students because their students did not seem aware 
of how to use their multilingualism to benefit their language learning. 
Furthermore, TMLs have described the way their multilingualism helped 
them use multilingual teaching practices more effectively, especially if 
they had a strong metalinguistic knowledge of the languages (Calafato, 
2021a). However, Calafato (2021a: 597) also noted that for TMLs, ‘meta-
linguistic knowledge in one [foreign language] did not always contribute 
to the ability to implement [multilingual teaching practices] in the other 
[foreign language]’.

The overall benefit of teaching multiple languages

Related to the benefit of experimenting with new approaches while 
teaching a new language, Luo and Gao (2017) also asked about how 
their participants perceived the overall experience of teaching multiple 
languages. This kind of question seems to be less commonly asked in 
TML research, possibly because in many studies, the teaching of multiple 
languages is studied as a relatively recent occurrence in the participants’ 
lives and participants did not have the long-term perspective needed to 
make clear judgements about teaching multiple languages. Another pos-
sible explanation is that researchers perhaps did not frame what they were 
studying as ‘the teaching of multiple languages’ when they conducted their 
studies, so participants did not necessarily provide responses framed in 



24 Teachers of Multiple Languages 

that way. In their study, Luo and Guo (2017: 75) conducted a case study 
on one of their participants, Monica, who they describe as being ‘a typical 
case of Chinese Fulbright TAs in the U.S.’. When asked about her experi-
ence teaching Chinese in the program, Monica described a two-way rela-
tionship in the way her previous English teaching in China benefitted her 
Chinese teaching in the US and vice versa. Similarly, Tavares (2022: 18) 
described his own experience of inhabiting the ‘in-between space of teach-
ing two languages’ as ‘synergetic’ and beneficial both in terms of being 
able to ‘critically reflect on [his] dual identity experiences’ and interchange 
pedagogical knowledge from both teaching English and Portuguese. Com-
ing from a slightly different perspective, Li and Lai (2022: 11) commented 
on the benefits of transitioning from teaching one language into a second 
career teaching a different language, pointing out that language teachers 
who had previously taught a different language come equipped with ‘more 
personal, educational, and professional quests’.

Emotions in teaching multiple languages

Emotions are an inseparable part of language teaching and in TML 
studies, in particular, two major aspects of emotions in teaching mul-
tiple languages have been discussed. The first is in comparing the con-
flicting emotions TMLs feel when teaching one language as opposed to 
another, and the second is in evaluating emotions that either motivate 
or demotivate TMLs to teach one language versus another. Further-
more, emotions are often described in connection with TMLs’ identity 
development, for instance, when shifting into new teacher roles as NS/
NNS teachers. Song (2018: 463) explained that for non-native-speaking 
English teachers, emotions should not be seen as ‘merely an individual 
reaction or feeling, but as something that is constituted, shaped, and 
circulated within social, historical, political, and economic contexts’. 
For TMLs, those social, historical, political and economic contexts can 
become even more complex because teaching multiple languages often 
involves entering and adapting to multiple contexts and institutional 
systems. Thus, complex, often conflicting, emotions become involved 
in teaching multiple languages.

When NNS teachers become NS teachers

The emotions associated with NS/NNS teaching are often complex and 
challenge the assumption of binary experiences (i.e. good vs. bad) between 
NS and NSS teachers. One of the most common emotions expressed by 
TMLs who transition from being a NNS teacher to a NS teacher is a new-
found confidence (Kim & Smith, 2019; Mutlu & Ortaçtepe, 2016) in their 
teaching. In addition to confidence, TMLs also associated other positive 
feelings with transitioning from being a NNS teacher to a NS teacher, 
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including feeling ‘cool’, ‘safe, ‘powerful’ (Mutlu & Ortaçtepe, 2016: 559) 
and as ‘a wanderer who had returned home after a long journey’ (Kramsch 
& Zhang, 2018).

For example, in Kim and Smith (2019), one participant compared her 
confidence as a NS Korean teacher (as an international graduate student 
at an American university) with the frustration of being a NNS Japanese 
teacher (at private institutions in South Korea). She attributed her con-
fidence as a NS teacher to being able to teach Korean culture and act as 
‘a model Korean’ for her students (Kim & Smith, 2019: 37). In another 
example, participants in Mutlu and Ortaçtepe (2016: 559) explained that 
they felt more confident as NS Turkish teachers (as opposed to NNS 
EFL teachers) because ‘their students did not question their knowledge 
of Turkish or refute what they said, but showed them respect’. Interest-
ingly, Mutlu and Ortaçtepe (2016) found that the participants’ newfound 
confidence as NS Turkish teachers did not negatively impact their feel-
ings about their previous experience of being NNS EFL teachers. In fact, 
they reported that their experience in NS teaching reaffirmed their sense 
of confidence in their NNS EFL teaching, because they realized that lan-
guage teaching is not only dependent on their ‘nativeness’ but also on 
their teacher training. However, despite the participants’ ability to main-
tain a certain level of confidence in their NNS teaching after experiencing 
NS teaching, Mutlu and Ortaçtepe (2016) did point out that participants 
still held on to NS norms prevalent in Turkey. While their experience as 
NS Turkish teachers affirmed their confidence in their NNS EFL teach-
ing, it also affirmed their desire to be NSs of English from ‘feelings of 
disappointment at seeing that being a native speaker [of English] was 
an unattainable goal’ (Mutlu & Ortaçtepe, 2016: 562). One might say 
that being able to compare NNS teaching with NS teaching led TMLs 
to understand each role relative to the other, establishing a dialogic 
relationship between the two roles. In other words, their emotions as a 
NNS teacher informed and shaped their emotions as a NS teacher, and 
vice versa.

It should be noted that the emotions expressed by participants in 
Kim and Smith (2019) and Mutlu and Ortaçtepe (2016) are also specific 
to the context of participants who had only made short-term commit-
ments to be a NNS teacher while putting their NS teacher role on pause. 
Specifically, participants in Kim and Smith (2019) were teaching under-
graduate Korean classes as international graduate students at American 
universities, and participants in Mutlu and Ortaçtepe (2016) were in 
a government-sponsored program where EFL teachers can teach their 
native language at an American university for one year. The participants’ 
emotions in both studies could possibly differ if they were making more 
long-term career decisions to transition from being a NNS teacher to a 
NS teacher.
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When NS teachers become NNS teachers

In general, the transition from being a NS teacher to a NNS teacher 
seems to be fraught with more mixed emotions than the reverse situation. 
Some of the negative emotions expressed by TMLs who shifted from 
being a NS teacher to a NNS teacher are anxiety, frustration, insecurity, 
incompetence and discomfort (Fan & de Jong, 2019; Kim & Smith, 2019; 
Mutlu & Ortaçtepe, 2016). These feelings can come from a variety of 
sources, such as ‘being aware of their own weaknesses in terms of pro-
nunciation and vocabulary, not being able to answer students’ questions, 
and not being equipped with the necessary knowledge to be able to teach 
about the target language’ (Mutlu & Ortaçtepe, 2016: 561). As NNS 
teachers, negative feelings can also come from feeling a lack of legiti-
macy, or feeling ‘like being an imposter’. For instance, one participant in 
Kramsch and Zhang’s (2018) study, a white NNS Chinese teacher in the 
US, expressed this feeling after he was constantly assumed to be just a 
student in the classroom. Furthermore, negative feelings can also derive 
from the comparative experience of being a NS teacher versus being a 
NNS teacher. For example, in Fan and de Jong (2019), a TML participant 
felt a loss of confidence and increasing discouragement as she attempted 
to transition from being a NS Chinese teacher to a NNS English teacher, 
causing her to give up on English teaching and return to teaching Chinese 
as a NS teacher. Finally, some TMLs can also feel that they must work 
harder than NS teachers, such as spending more time preparing lessons 
(Blair, 2012; Kim & Smith, 2019; Kramsch & Zhang, 2018). This can be 
a result of certain negative emotions, such as insecurity, or the awareness 
of having to work harder can lead to further negative emotions, such as 
frustration.

Perhaps the most common positive emotion expressed by TMLs 
transitioning from NS to NNS teaching is the new experience of being 
able to better empathize with their students because they themselves 
had once been learners of the language they are teaching (Blair, 2012; 
De Costa, 2015; Kim & Smith, 2019). For some TMLs, empathy largely 
acts as a technical skill to facilitate teaching. For example, in De Costa 
(2015: 144), empathy helped the participant’s NNS teaching in allowing 
her to ‘anticipate student difficulties’, to the point where she actually felt 
‘disadvantaged by her nativeness’ when she was a NS teacher. However, 
for other TMLs, empathy is more about an emotional connection that 
TMLs felt as NNS teachers. For example, a participant in Blair (2012: 
119) emphasized ‘the positive role model advantage she possesses (over 
“native” teachers) in teaching EAP and Study Skills, where “there is a 
better bond” with the students “because they know that I really know 
how they feel”’. Finally, empathy can also be a way for TMLs to connect 
with their own second language (L2) learner selves. For example, in Kim 
and Smith (2019: 37), one participant described his experiences as a NNS 
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teacher as ‘fun’ because she was able to ‘learn more about the language 
as a teacher… which helps [her] grasp a firm understand of those rules’.

Emotions beyond NS/NNS teaching: Self-growth, status and liberation

Perhaps a more interesting finding from TML studies are TMLs who 
have described their transition from teaching one language to another as a 
form of self-growth or a greater improvement in their lives from a macro 
perspective. These emotions are not necessarily framed under or confined 
to their NS/NNS teacher identities. For example, the participants in 
Mutlu and Ortaçtepe (2016: 560) described ‘being more complete’ from 
their experiences teaching Turkish at an American university for a year. 
Their sense of completeness was not simply limited to their classroom 
teaching, but rather their experiences teaching in a new educational con-
text and meeting new people from different backgrounds, leading them 
to ‘being more open to different people, more patient and tolerant, and 
more confident while socializing and dealing with the challenges’.

TMLs have also associated their teaching of multiple languages with 
an increase in prestige and status. Rostami et al. (2021) very clearly demon-
strated this through a study of NS Arabic and/or Persian teachers from Iran 
who transitioned to NNS English teaching. Interestingly, the participants 
did not feel negative emotions from becoming NNS English teachers (as 
other studies have reported). What these participants felt was a substan-
tial increase in social status, recognition and respect due to the prestige of 
English. The participants emphasized that ‘the pay and benefits system are 
the same for all teachers’ (Rostami et al., 2021: 130), but they felt that by 
teaching EFL, they were ‘involved in something that was more valuable 
and global’ (Rostami et al., 2021: 130) and feeling ‘a kind of enthusiasm 
and admiration from among [their] colleagues’ (Rostami et al., 2021: 129).

In addition, TMLs can also feel a sense of liberation or freedom 
when transitioning from teaching one language to another. Kramsch 
and Zhang (2018) described one participant (NS German teacher, NNS 
Spanish teacher) who felt that while teaching German as a NS teacher in 
the US, she had to withhold sharing her life experiences living and travel-
ing in Germany because she was afraid her passion for German culture 
would be labeled as a bias. The participant felt that ‘being a non-native 
instructor of Spanish in addition to being a native German instructor 
liberated her from the emotional drain of having to constantly fight for 
legitimacy as a teacher of German’ (Kramsch & Zhang, 2018). Eventu-
ally, she made the decision to only teach Spanish. Kramsch and Zhang’s 
(2018) participant felt that being German and teaching German tied her 
to the negative perceptions of Germany from the American perspective 
and to escape that ‘emotional drain’, she turned to teaching a differ-
ent language where she could occupy a position that she felt was more 
neutral.
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Emotional labor in teaching multiple languages

So far, the emotions that have been discussed in this section can be 
perceived as TMLs’ emotional reactions to teaching new languages, 
adopting new identities and adjusting to new contexts. Another dimen-
sion of emotions involved in teaching multiple languages is the moni-
toring and crafting of different emotional demeanors that TMLs may 
perceive as being expected or favorable for the different languages they 
are teaching. Scholars have called this ‘emotional labor’ (Benesch, 2017; 
Kocabaş-Gedik & Ortaçtepe Hart, 2021; Schutz & Lee, 2014), or the 
work teachers must put into ‘self-monitoring to achieve “appropriate” 
emotions guided by institutional policies and professional guidelines’ 
(Benesch, 2017: 54). One of the main differences between TMLs’ emo-
tional labor and the typical emotions reported by TMLs is that emotional 
labor involves actively and purposefully enacting certain emotions by 
the TMLs themselves. For example, in Kim and Smith (2019: 40), one 
TML participant teaching Korean (as a NS teacher) as an international 
graduate student at an American university described herself as more 
‘nice’, ‘kind’, ‘outgoing’ and ‘less sensitive to teacher authority’ because 
that was what they thought they should be while using English to teach 
in America. This connects with her identity as a NS Korean teacher at 
an American university where she felt she could be ‘more like a friend of 
my students’ (Kim & Smith, 2019: 41). Interestingly, another participant 
in Kim and Smith (2019) also held the same expectation that teachers at 
American universities might be more like friends with their students but 
reacted differently by intentionally distancing herself from her students 
out of fear that getting closer with students would lead to classroom 
management problems. In both scenarios presented by Kim and Smith 
(2019), TMLs see the monitoring of their emotional demeanor as part of 
their teaching practice and a key aspect of their teaching that could pos-
sibly have serious consequences in their classrooms, whether positively 
or negatively.

Emotional labor may also play a role in helping TMLs adjust to their 
new roles. For example, in Kramsch and Zhang (2018), one participant 
(NS English teacher, NSS Chinese teacher) explained how in teaching 
Chinese in the US as a white NNS teacher, students sometimes did not 
even realize that he was the teacher when he entered the classroom on 
the first day of class. Therefore, he tried to address his students’ sur-
prise at seeing a Chinese teacher that does not ‘look’ Chinese by trying 
to ‘make a joke about it’, ‘lighten it up a little bit’ and ‘try to make a 
connection with the students that, um, I’m right there with you, learnin 
the language’ (Kramsch & Zhang, 2018). In this situation, before any 
language teaching happens, the participant’s time is already spent on 
the emotional labor of ‘gaining the personal trust of his students, level-
ing the playing field, [and] denying the racial difference’ (Kramsch & 
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Zhang, 2018). Li and Lai’s (2022) study of ESL teachers who transitioned 
to teaching CSL also presented examples of TMLs adapting to new 
ways of being in terms of authority, teacher–student relationships and 
teacher talk. Li and Lai (2022) described these adaptations as language 
and knowledge brokering, a key aspect of their transition to new roles 
as CSL teachers.

How and Why Language Teachers Become TMLs

The studies featured above provide a personal look into the indi-
vidual, inner lives of TMLs. This section takes a broader look at patterns 
and trends in the teaching of multiple languages. The following litera-
ture review collects information from empirical studies as well as other 
sources, such as institutional websites.

The teaching of multiple languages covers a wide range of teacher 
backgrounds and teaching contexts based on the educational institu-
tions, geographical settings, language pedagogies, language policies and 
cultural ideologies of the languages that TMLs have taught. Therefore, 
the path that language teachers take in their careers to become TMLs can 
be highly varied. The question I attempt to address in this section can be 
rephrased in several ways, including:

	• How do language teachers become TMLs?
	• Why do language teachers decide to teach multiple languages?
	• What factors impact language teachers’ decisions to teach multiple 

languages?

Overall, this section aims to address the main factors influencing 
language teachers to become TMLs. When a language teacher is decid-
ing whether or not to teach multiple languages, some common scenarios 
can be (1) a language teacher wanting to expand beyond the language 
they are currently teaching, essentially taking on a second career; (2) 
a language teacher adapting to new (sometimes imposed) job expecta-
tions where they are expected to teach more than one language; or (3) 
an aspiring language teacher seeking to improve their job prospects by 
enrolling in a teacher education program for teaching more than one 
language. These are scenarios in which language teachers are confronted 
with difficult choices that likely have a major impact on their career. The 
following sections explore two main categories of factors that influence 
language teachers’ decision to teach multiple languages: personal factors 
and institutional factors. It is important to note that here, the personal 
and institutional do not exist as mutually exclusive categories; in most 
cases, a language teacher is influenced by both personal and institutional 
factors in deciding to teach multiple languages. Furthermore, personal 
factors are inevitably influenced by institutional factors, and vice versa.
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Individual factors

Here, individual factors are considered as factors that operate on a 
personal level, involving the social, psychological or cognitive aspects of 
language teaching. Individual factors are an important consideration in the 
career trajectory of any language teacher, and this is no different for TMLs. 
However, the decision to teach multiple languages presents language teach-
ers with a set of considerations that are distinct from teaching a single lan-
guage and often overlap with considerations for learning multiple languages.

Motivation, interest or passion

Language teachers might teach multiple languages because they have 
an interest in learning multiple languages and that interest may have 
transferred to their teaching career (Blair, 2012). While the relationship 
between the motivation to learn languages and the motivation to teach 
languages may not be causal, some TMLs mention that their motivation 
to teach multiple languages originated from their passion for learning 
multiple languages. On the other hand, one can also imagine the opposite 
scenario; if a language teacher has had negative experiences learning mul-
tiple languages, they may not be interested in pursuing a career teaching 
multiple languages.

Career development and linguistic entrepreneurship

Language teachers might teach multiple languages as a strategic deci-
sion to improve their careers or career prospects. This perspective can be 
described as a form of ‘linguistic entrepreneurship’, which De Costa et al. 
(2016: 696) define as ‘strategically exploit[ing] language-related resources 
for enhancing one’s worth in the world’. From the perspective of the lin-
guistic entrepreneur, teaching multiple languages would be about more 
than simply language teaching; it would also be about self-development 
as ‘the ideal neoliberal subject’, embodying characteristics such as ‘ini-
tiative, innovation, self-reliance, resilience, and the ability to respond 
quickly to competition’ (De Costa et al., 2021: 139). This market-driven, 
commodity-based approach to one’s teaching career can be a significant 
motivator in attracting language teachers to teach multiple languages.

There are different ways in which the teaching of multiple languages 
can be seen as a strategic asset to one’s teaching career.

 (1) A general benefit in teaching multiple languages. The ability and experi-
ence of teaching multiple languages in a general sense (without specific 
reference to which languages are taught) can be seen as a way of increas-
ing a teacher’s breadth of experience and knowledge. Tavares (2022) 
described this eloquently when he explained how teaching two languages 
(i.e. English and Portuguese) benefitted him as a language teacher:
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The opportunity to draw on the experiences from one position 
(ESL) to design teaching material, manage a group of students, and 
problem-solve in the other (Portuguese) played an essential role 
in helping me feel better equipped to teach a different language 
to an audience whose needs and expectations at times contrasted 
sharply with what I had been accustomed to. (Tavares, 2022: 18)

In addition, some language teacher education programs have 
advertised their TML-based degrees as increasing ‘marketability’ 
and ‘employability’ as a language teacher in a globally competitive 
market (HU University of Applied Sciences Utrecht, 2021a, 2021b, 
2021c). This perspective can seem like a natural extension of popular 
discourse on multilingualism that frames learning multiple languages 
as beneficial in a variety of ways, regardless of which languages an 
individual learns. Furthermore, teaching multiple languages can 
be seen as ‘casting a wider net’ in order to reach a larger language 
learner market. For example, from a brief search through popular 
online language tutoring websites, such as ‘iTalki’ (https://www 
.italki .com/) and ‘Verbling’ (https://www .verbling .com/), one can 
find teachers advertising themselves on a literal job market as teach-
ing more than one language.

 (2) A specific benefit based on teaching certain languages. Language 
teachers might teach a different or additional language due to a 
perceived benefit of that specific language. The perceived benefit 
could be in cultural capital (De Costa, 2019), such as gaining greater 
respect, recognition or status based on shifting from teaching one 
language to another (Rostami et al., 2021). The benefit could also be 
financial, such as when a language teacher wants to teach another 
language because another language is in greater demand and there 
are simply more language teaching jobs or better compensation for 
that language (Kayi-Aydar, 2015a). Another scenario could be if a 
NNS teacher faces job discrimination in the NS language teaching 
job market, and teaching a language in which they are perceived as 
a NS provides them with better job prospects (Kramsch & Zhang, 
2018; Park, 2006). The perceived benefit could also be more abstract 
and related to one’s professional LTI (Ku, 2020). For example, a 
language teacher may experience imposter syndrome (Ahns & Deles-
clefs, 2020; Bernat, 2008; Kramsch & Zhang, 2018) or feel under-
qualified despite being certified (Chang, 2018; Fan & de Jong, 2019; 
Kayi-Aydar, 2015a) to teach a certain language but feel differently 
when teaching another language.

Park (2006) presented one example of how issues around LTI and 
linguistic entrepreneurship may influence a teacher’s decision to 
become a TML. One of the participants in Park’s study is Shu-Ming, 
who grew up in Taiwan, immigrated to the United States with her 
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family at the age of 13, went back to Taiwan to teach English at 
the age of 30, enrolled in a TESOL graduate program in the United 
States at the age of 33 and volunteered by teaching ESL at an adult 
education center during her graduate studies. Although she had not 
taught another language besides English at the time of Park’s study, 
Shu-Ming explained that after graduating from her graduate TESOL 
program, she originally hoped to teach English in China, but was 
met with discouraging prospects on contacting hiring companies in 
China. She noted that companies in China preferred Caucasian NS 
English teachers and would pay her as a local Chinese teacher (rather 
than an expatriate English teacher) since she was ethnically Chinese. 
She concluded her narrative by saying that she considered teaching 
Chinese at a university in the United States. Even though Shu-Ming 
never actually became a TML, she felt that teaching Chinese in the 
United States might bring her better job prospects than teaching 
English in China, despite having completed an MA TESOL degree.

Fan and de Jong (2019) featured a language teacher with a simi-
lar career trajectory, in which a language teacher from China (with 
Chinese and English teaching experience in China) moved to the US 
to study for an MA in TESOL degree, but later gave up on teaching 
English. She felt she was unqualified to be an ESL teacher in the US 
because of her non-native English speaker accent and perceived lack 
of proficiency. Both Park (2006) and Fan and de Jong (2019) showed 
how the decision to switch from teaching one language to another 
can involve complex factors such as job market prospects, racial 
identity and feelings of professional legitimacy.

Global migration and mobility

Language teachers might teach multiple languages as ‘an instru-
ment for migration’ (Aydarova, 2017). For example, a language teacher 
may see the teaching of multiple languages or enrollment in language 
teacher education programs abroad as a way to access language teaching 
job markets abroad. The opposite may also be true, in which teaching 
multiple languages does not come as the precursor to migration, but 
migration happens first, forcing a language teacher to adapt to a different 
language teaching job market in a different place. For example, Li and 
Lai (2022) presented narratives of an ESL teacher from mainland China 
who, upon migrating to Hong Kong, switched to teaching CSL. In these 
examples, decisions to teach multiple languages are considered in the 
context of globalization and global flows, where becoming a language 
teacher often means going beyond local contexts and national borders 
and engaging with an increasingly interconnected world (Kramsch, 2014; 
Li & Lai, 2022; Paine et al., 2016). While global migration and mobility 
does indeed involve societal forces greater than the individual, I have 
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categorized this under ‘individual factors’ because the decision of lan-
guage teachers to turn to the teaching of multiple languages in response 
to global migration and mobility is an individual one.

The unintended, accidental and imposed on

Language teachers might teach multiple languages ‘accidentally’, 
a term that Yoshihara (2018: 11) used to describe university language 
teachers who never intended or wanted to become language teachers 
but ended up as language teachers due to negative experiences in corpo-
rate workplaces and a desire for ‘something different and meaningful in 
their lives’. In other words, in contrast to the previously described fac-
tors, language teachers may end up teaching multiple languages with-
out the explicit intention of doing so. This is not necessarily surprising 
considering that teaching multiple languages is not a commonly named 
profession, so language teachers may ‘accidentally’ find themselves 
teaching multiple languages without having planned it as part of their 
career. There is also a dark side to the ‘accidental’ nature of becoming 
a TML, in that some language teachers may be pressured to teach mul-
tiple languages against their desire due to local demand for teachers of 
a certain language. For example, in schools in under-resourced or rural 
areas, teaching multiple languages (e.g. English and the local language) 
may be imposed on a language teacher due to the lack of teacher supply. 
Even if the teacher is underqualified and teaching multiple languages 
was originally not part of the teacher’s job responsibilities when hired, 
the teacher may reluctantly agree in order to keep their job. For exam-
ple, Blachford and Jones (2011) described a language teacher in a small 
village in China who had taught English and Mandarin classes, despite 
being underqualified and fearful of teaching English, because the rural 
school was short-staffed.

Institutional factors

The previous section discussed the personal factors that may lead 
language teachers to make the decision in their careers to become TMLs. 
This section discusses the institutional factors intertwined with the per-
sonal factors that play a strong role in the path to becoming a TML. In 
particular, the institutional factors highlight the fact that while teaching 
multiple languages is a language teacher’s personal choice, it is also likely 
that that choice was made under the influence of greater trends and forces 
at play, such as new language education policies and access to language 
teacher education. Moreover, the institutional factors suggest that (1) 
TMLs are not simply isolated cases; and (2) TMLs are not solely a recent 
phenomenon, but rather, they have long existed and are now a part of a 
growing group of language teachers moving toward greater professional-
ization in the language teaching profession. The following sections cover 
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two main institutional factors: language teacher education programs and 
language education policies. Like the personal factors, these two insti-
tutional factors are interconnected, that is, they exist in relation to one 
another rather than as isolated entities.

TML-focused language teacher education programs

An important institutional factor influencing language teachers to 
become TMLs are active language teacher education programs focused 
on training teachers to teach multiple languages (hereafter ‘TML pro-
grams’) in various parts of the world. Table 2.2 offers examples of active 
TML programs that I have found as of September 2021. This is by no 
means an exhaustive list of all the currently active TML programs, since 
there is no commonly used term to describe such programs. However, 
the TML programs listed provide a sample of the variety of programs 
that exist.

It is important to note that these TML programs are primarily 
teacher education programs, meaning that in addition to language 
proficiency, their curriculum also has a strong focus on language peda-
gogy, second language acquisition and the teaching of specific language 
skills (e.g. reading, writing). Some active TML programs have the aim 
of learning to teach multiple languages explicitly written in the title 
of the degree (e.g. a dual certificate in TESOL and teaching Chinese 
to speakers of other languages [TCSOL]) (see Examples 1, 2, 5, 6, 7, 8 
in Table 2.2). These TML programs are usually structured as ‘double 
degree’ or ‘dual certificate’ programs. Essentially, institutions have 
taken existing language teacher education degree programs (e.g. MA 
in TESOL) and provided the option of pairing them with another lan-
guage teacher education degree program (e.g. MA in TCSOL). While 
the option of pairing degrees, such as doing a double major or getting a 
bachelor’s degree with a certificate, is common in many modern higher 
education institutions, what is different about these TML programs 
is the institution’s explicit and intentional pairing of two language 
teacher education degrees on their menu of academic programs. Since 
all of these programs are paired degree programs, it seems that none 
of these programs has a curriculum or individual courses specifically 
designed to address the issues of teaching multiple languages. Rather, 
they seem to be two individual language teacher education programs 
pieced together.

In contrast, other active TML programs do not explicitly put the aim 
of learning to teach multiple languages in the title of the degree, even 
when it is a part of the curriculum. This means that while the degree may 
seem like a standard teaching degree (e.g. MA in primary education), the 
actual curriculum provides some coursework that prepares teachers to 
teach multiple languages (see Examples 3 and 4 in Table 2.2).
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A few significant features about teaching multiple languages as a 
career can be observed from current TML programs.

Table 2.2  Examples of active TML programs

 Name of institution Location TML degree(s) offered

 Undergraduate programs

1 HU University of Applied 
Sciences Utrecht

Netherlands Double bachelor’s degree in
• Teaching English + German (HU 
University of Applied Sciences Utrecht, 
2021b)
• Teaching French + another language 
(University of Applied Sciences Utrecht, 
2021a)
• Teaching Spanish + another language 
(University of Applied Sciences Utrecht, 
2021c)

2 McGill University, 
Department of Integrated 
Studies in Education

Canada Bachelor of education (BEd) in teaching 
English as a second language – TESL 
elementary and secondary + teaching 
Greek language and culture (McGill 
University, 2021)

3 Universidade do Estado de 
Mato Grosso 

Brazil Double undergraduate degree in 
Portuguese and English language 
teaching (i.e. Licenciatura em Letras 
– Português/Inglês) (Universidade do 
Estado de Mato Grosso, 2022)

4 Universidade Federal do 
Triângulo Mineiro

Brazil Double undergraduate degree in 
Portuguese and English language 
teaching (i.e. Licenciatura em Letras – 
Português/Inglês) (Universidade Federal 
do Triângulo Mineiro, 2022)

 Master’s programs

5 Free University of Bozen-
Bolzano

Italy Trilingual master’s degree in primary 
education (Italian, Latin, German) (Free 
University of Bozen-Bolzano, 2021)

6 Middlebury Institute of 
International Studies

US • Master’s degree in TESOL with a 
specialization in teaching foreign 
languages (TFL) (Middlebury Institute of 
International Studies, 2021b)
• Master’s degree in TFL with a 
specialization in TESOL (Middlebury 
Institute of International Studies, 2021a)

7 New York University, 
Steinhardt School of 
Culture, Education and 
Human Development

US Dual-certification master of arts in 
world language education and TESOL 
(prepares you to teach English as a 
second language for Grades K–12, and 
Chinese, French, Italian, Japanese or 
Spanish for Grades 7–12) (New York 
University, 2021)

 Other programs

8 Teachers College of 
Columbia University, in 
collaboration with Osaka 
Gakuin University and 
Macau University of Science 
and Technology

US, Japan, Macau 
(online)

Dual certificate programs in teaching 
Chinese and English (TCSOL/TESOL) 
(Teachers College, 2021a, 2021b)
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 (1) The existence of TML programs means that the path to teach 
multiple languages as a career is not solely an incidental or indi-
vidual endeavor; becoming a TML through obtaining an accredited, 
institution-based degree program has become a viable option in 
mainstream higher education in some countries. This is not to say 
that informal paths to become TMLs no longer exist or that those 
are inferior in some way; rather, the existence of TML programs 
indicates a level of professionalization that is emerging when it comes 
to teaching multiple languages as a career.

 (2) The location of TML programs across a variety of institutions, 
countries, languages and degree types shows that the development 
of teaching multiple languages as a career is happening in various 
contexts around the world, suggesting that TMLs are geographically 
spread out, though perhaps not yet widespread.

 (3) The way institutions are advertising current TML programs suggests 
some perceptions of the role that teaching multiple languages may 
have in the global language teaching market. For example, HU Uni-
versity of Applied Sciences Utrecht promotes getting a double degree 
in teaching two languages (see Table 2.2) as making students ‘stand 
out in the job market’, ‘more flexible as a teaching professional’ (HU 
University of Applied Sciences Utrecht, 2021b) and ‘boosting your 
prospects of finding a teaching position’ (HU University of Applied 
Sciences Utrecht, 2021a, 2021c). The emphasis in targeting one’s 
prospects and position in the job market can be seen as a part of 
the discourse of linguistic entrepreneurship, which can and should 
be questioned and analyzed with a critical lens. One might ask: 
how valid are such claims? If those are the benefits of obtaining a 
TML-based degree, what are the possible downsides?

Overall, these examples of TML programs attest to the fact that there 
are organized initiatives actively recruiting and training pre-service and 
in-service teachers to become TMLs. Nowadays, it is not just that people 
are learning and speaking more than one language (i.e. multilingual 
education and multilingual societies) or that our language teachers are 
able to use more than one language in their teaching (i.e. multilingual 
teachers), language teachers are also expanding their professional exper-
tise beyond teaching a single language for their entire teacher career and 
becoming TMLs.

Now, if we take a step back and take a broader look at the TML 
program landscape, the establishment of TML programs may be new 
in some contexts, bringing with them a sense of innovation or excite-
ment. However, in other contexts, TML programs are not new and their 
effectiveness has been contested. Krawczyk-Neifar (2017) presented a 
study on an extramural three-year BA program specializing in teaching 
English and Spanish as foreign languages at the University of Occupa-
tional Safety Management in Katowice in Poland. The study involved 
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using a questionnaire with 10  undergraduate students and interviews 
with two instructors in the same program in order to elicit their opinions 
about the efficiency of the bilingual teacher training program. Although 
the study did not specify whether the two instructors were TMLs (one 
specialized in teaching English and the other Spanish), the 10 undergradu-
ate students can be seen as pre-service TMLs, being specifically trained to 
teach both English and Spanish (not just teaching in English or in Span-
ish). The results showed that most of the students were not interested in 
becoming foreign language teachers or taking language pedagogy classes. 
They enrolled in the program with the broader belief that knowing more 
than one foreign language would benefit their job prospects but did not 
solely focus on pursuing a teaching career. From the interviews, the two 
teachers expressed skepticism at the bilingual teacher training program’s 
effectiveness, particularly because they felt that the students did not have 
the appropriate competence in the two foreign languages to be teachers 
of the languages. Krawczyk-Neifar (2017: 180) concluded the study by 
stating that the program was a failure because ‘you cannot properly edu-
cate a teacher of two languages in a 3-year BA extramural course where 
the students are at B2 in the case of the first language and at A1/A2 in the 
case of the second language’.

The effectiveness of TML programs has also been contested in the 
Brazilian educational context where students can get a double degree in 
English and Portuguese teacher education. Cox and Assis-Peterson (2008) 
and Celani (2010) have pointed out the drawbacks of double degree pro-
grams, that students often do not gain proficiency in either of the foreign 
languages and teachers are not prepared to teach (as cited in Pessoa et al., 
2018). Brandão (2019, 2021), for example, has shown the challenges of 
Brazilian language teachers from an undergraduate Portuguese–English 
language teaching program – that the difficulty was not only a matter 
of developing language proficiency but also the process of being able to 
imagine themselves as EFL teachers. Furthermore, Pessoa et  al. (2018) 
and Mastrella-de-Andrade and Pessoa (2019) have shown from a criti-
cal lens that dominant discourses around TML programs in Brazil often 
involve failure, dissatisfaction and unpreparedness.

Language education policies and programs

Another institutional factor that influences language teachers to 
become TMLs are language education policies and programs, often 
operating in conjunction with TML programs. While there may be some 
language education policies and programs that are meant to explicitly 
address the teaching of multiple languages, what seems to be most com-
mon are policies and programs meant to address some other aspect of 
language education and the teaching of multiple languages happens to 
also be affected. The following list introduces examples of language 
education policies and programs that have influenced language teachers 
to teach multiple languages, in effect, becoming TMLs. Like the  previous 
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examples of TML programs, this list is not meant to be exhaustive; 
rather, the aim is to provide a variety of examples that illustrate how lan-
guage education policies and programs have impacted teachers to teach 
multiple languages at different historical periods and contexts.

	• Global politics and international relations. At times, large-scale 
changes in global politics and international relations have impacted 
changes in language education policies, in turn, impacting on lan-
guage teachers’ careers. For example, Chinese–Soviet relations in the 
1950s and 1960s had a major impact on foreign language education 
in China. After the founding of the People’s Republic of China in 
1949, China and the Soviet Union developed a friendly relation-
ship, which led to an increase in Russian language education and 
a decrease in English language education in higher institutions and 
secondary schools in China. Thus, in the 1950s, Russia became the 
primary foreign language in China. However, Chinese–Soviet rela-
tions became strained in 1960, leading to a resurgence of English 
language education. With the sudden shift toward English language 
education and a shortage of qualified English teachers, in the late 
1950s and early 1960s, many Russian language teachers in China 
were trained to become English language teachers (Cortazzi & Jin, 
1996; Hu, 2002; Yang, 1987). Furthermore, while some of these newly 
trained English teachers ‘were quite successful and became quali-
fied for their new jobs’, others ‘remained limited in English ability’, 
undoubtedly affected by the lack of exposure to English during the 
Cultural Revolution from 1966 to 1976 (Yang, 1987: 29). This is an 
example of language teachers becoming TMLs as a result of changes 
in language education policies tied to global politics. In other words, 
if there had not been changes in Chinese–Soviet relations, there may 
not have been a need for Russian language teachers to switch to 
teaching English in China.

	• Global language and cultural exchanges. A common way that lan-
guage teachers inadvertently become TMLs is through studying 
abroad, particularly as an international graduate student, and taking 
on opportunities to teach their first language (L1) at the institution 
where they are studying. This is particularly common in American 
universities. For these TMLs, studying abroad at an American uni-
versity is what brought them into the position of teaching multiple 
languages. De Costa (2015) and Kim and Smith (2019) both featured 
TMLs in this specific situation.

Language education policies that have created programs to facil-
itate foreign language education and exchange have also produced 
TMLs. Another way to frame this is programs systematically devel-
oping TMLs but for the purpose of global language and cultural 
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exchange. The most notable of such programs is the Fulbright For-
eign Language Teaching Assistant (FLTA) program funded by the 
US Department of State with the goal of ‘develop[ing] Americans’ 
knowledge of foreign cultures and languages’ (Fulbright Foreign 
Student Program, 2021). Operationally, the program sponsors lan-
guage teachers from over 50 countries to come to the US for one year 
to be teaching assistants for foreign language classrooms, ‘sharing 
[their] culture and language with American students’ (Fulbright 
Foreign Student Program, 2021). Interestingly, two of the require-
ments to be eligible for the program are (1) ‘an early career teacher 
of English or training to become a teacher of English, or are an early 
career educator in a related field’ and (2) ‘an interest in teaching 
your native language and culture to students in the U.S.’ (Fulbright 
Foreign Student Program, 2021). In other words, a preferred FLTA 
candidate would be currently a pre-service or in-service EFL instruc-
tor in their country but with the desire or willingness to teach their 
native language at a US institution. Essentially, each year, a portion 
of language teachers participating in the FLTA program (i.e. those 
who are not teaching their native language in their home country) 
would be experiencing the teaching of multiple languages for the 
first time.

An example of an FLTA participant is Andrey, an FLTA from 
Russia whose story is featured on the Bureau of Educational and 
Cultural Affairs Exchange Programs (2021) website. Andrey felt 
that the FLTA program was a ‘perfect opportunity’ and ‘beneficial 
to [his] future career as an English and German Teacher’ (Bureau 
of Educational and Cultural Affairs Exchange Programs, 2021). He 
spent his time as an FLTA at Michigan State University teaching 
Russian. Other examples of FLTAs are described by Luo and Gao 
(2017) in their study on Chinese Fulbright teaching assistants in 
the US, and Mutlu and Ortaçtepe (2016) in their study on Turkish 
teachers (though the latter do not specify the name of the pro-
gram). In these examples, it is notable that Andrey expressed that 
he already had aspirations to teach multiple languages (i.e. English 
and German) prior to being an FLTA, and saw the experience of 
teaching Russian in the US as contributing toward that goal. From 
his story, it is not quite clear if he had previous experience teaching 
English and German; regardless, he saw the FLTA program as con-
tributing to his career goal of being a TML. On the other hand, the 
participants from Luo and Gao (2017) and Mutlu and Ortaçtepe 
(2016) started the FLTA program as EFL teachers and finished the 
FLTA program as TMLs. Both are examples of language teach-
ers participating in the teaching of multiple languages but framed 
under a program for global language and culture exchange.
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	• Improving language teacher qualifications. Another example of the 
way language education policies can influence language teachers to 
become TMLs is through programs that aim to improve language 
teacher qualifications. Because such programs attempt to ameliorate 
local problems in language education, the programs can vary widely. 
An example of a program aimed at improving language teacher 
qualifications is Brazil’s National Development Plan for Teachers in 
Public Educational Systems and Network (PARFOR). PARFOR was 
created in 2009 with the aim of helping 400,000 in-service teachers 
gain the appropriate qualifications to meet the Brazilian government 
goal of educating 30% of those age 18–24 (Gimenez et al., 2016: 221). 
In order to achieve this, PARFOR was designed to help ‘the large 
number of in-service teachers who do not hold a degree in the subject 
they are teaching (e.g., Portuguese language teachers who also teach 
English without holding a degree in English)’ (Gimenez et al., 2016: 
221). In the case of PARFOR, TMLs (i.e. Portuguese language teach-
ers who also taught English) had already been teaching in Brazilian 
schools, though many without adequate qualifications. Thus, PAR-
FOR provided a pathway for TMLs to further professionalize their 
careers by improving their language teacher qualifications.

	• The teaching of less commonly taught languages (LCTLs). Language 
education policies can also target the teaching of LCTLs and involve 
TMLs as a temporary solution for the lack of qualified teachers of 
LCTLs. A LCTL is defined as ‘a language considered important by 
the government, but unsustainable by the market’ and varies for each 
country depending on their political situation (Gor & Vatz, 2009: 
234). According to Piri (2002) in the ‘Guide for the Development of 
Language Education Policies in Europe: From Linguistic Diversity to 
Plurilingual Education’, one issue with LCTL instruction is the lack 
of qualified language teachers. Thus, Piri (2002: 21) proposed that ‘it 
may be necessary to make do with… teachers of other languages who 
have a sufficient command of a smaller language or native speakers of 
a smaller language who have some teaching qualifications’. In other 
words, because there are not enough language teachers specializing 
in teaching LCTLs, language teachers of other languages may have 
to teach both the language they typically teach (and are qualified 
to teach) and the LCTL. Thus, the need to address issues of teacher 
supply in LCTL instruction has often led to language teachers inad-
vertently becoming TMLs.

This approach to maintaining LCTL instruction has played out 
in different contexts. In fact, this is the approach that the aforemen-
tioned FLTA program has taken. The FLTA program covers over 
50 countries and from those countries, most of the languages that 
the FLTA participants are expected to teach in the US are catego-
rized as a LCTL by the FLTA program (Fulbright Foreign Student 
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Program, 2021). In other words, the FLTA program primarily func-
tions by recruiting current EFL teachers from other countries to 
temporarily teach LCTLs at US universities. Another example of 
language teachers becoming TMLs from teaching a LCTL is in Tai-
wan, where the Ministry of Education’s local language-in-education 
policy has provided the opportunity for certified, in-service elemen-
tary school teachers who are already teaching Chinese or English to 
also teach one of Taiwan’s local languages (Taiwanese Hokkien, 
Hakka and aboriginal languages) (Chen, 2006; Scott & Tiun, 2007; 
Tsao, 2008).

	• Teaching in under-resourced areas. Parallel to the development of 
TMLs to address the lack of teachers for LCTL instruction, language 
education policies may also be enacted for language teachers in 
under-resourced areas to teach more than one language. For example, 
in China, TMLs are developed when teachers who teach subjects 
other than English (e.g. Chinese, mathematics, biology) are relocated 
to primary schools in rural areas to teach English. This is done in 
response to the shortage of English teachers in rural areas (Xiong & 
Xiong, 2017). While this example as well as the two examples from 
the US and Taiwan of TMLs teaching LCTLs feature large-scale, 
government-led initiatives, it is also possible that such language 
education policies are enacted locally at the school or community 
level. For example, Blachford and Jones (2011) described a language 
teacher in a small rural community in Yunnan, the most ethnically 
diverse province in the People’s Republic of China with 25 out of the 
56 ethnic groups of China living there. Specifically, Blachford and 
Jones examined the way trilingual education policies have impacted 
the Wenhai school, a rural Naxi school. The Naxi are one of the 
ethnic minorities living in Yunnan, and they speak Naxiyu. For many 
ethnic minorities in China, trilingual education has emerged due to 
the need to learn Mandarin (which is considered to be ‘fundamental 
to participation in all aspects of Chinese society’) (Blachford & Jones, 
2011: 233), English (which should be taught starting no later than 
Grade 3 based on a government policy passed in 2001) (Blachford & 
Jones, 2011: 228) and their local language (which ‘the government has 
mandated… that national minority children should receive education 
in their own language’) (Blachford & Jones, 2011: 229). Thus, many 
minority children are using their local language as their L1 as well as 
learning Mandarin as a L2 and English as a third language. Finally, 
to make things even more complicated, some schools in Yunnan have 
students from different ethnic minority groups. For example, the 
Wenhai school in Blachford and Jones’ study has children from both 
the Naxi and Yi ethnic groups, but since the school does not have 
teachers who speak Yi, the Yi children learn Mandarin through Naxi 
and English through Mandarin.
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All this is to say that in order for the Wenhai school to tackle 
the challenge of trilingual education in an under-resourced area, 
one teacher had to teach both English and Mandarin classes. This 
was implemented despite the teacher not having received any formal 
teacher training, having low English proficiency and expressing feel-
ings of fear over teaching English (Blachford & Jones, 2011). The 
need for the teacher to teach multiple languages seemingly against her 
desire was due to the overall shortage of teachers in rural areas. This 
particular case is an example of how language teachers may become 
TMLs because of schools in under-resourced areas attempting to 
address new language policies that may become ‘an enormous bar-
rier’ (Blachford & Jones, 2011: 255) as opposed to a solution for rural 
schools. Furthermore, in such situations, it is possible for teachers 
to be coerced into teaching more than they desire or are qualified to 
teach due to a fear of losing their job and pressure to meet the needs 
of the community.

Conclusion

I conclude this chapter by briefly summarizing some observations I 
have made from my experience in attempting to find existing literature 
in applied linguistics, language teaching and language education policy 
research. The difficulty lies in the absence of an established, shared term 
to refer to TMLs. Instead, researching TMLs requires searching for and 
combing through studies that one might suspect to include TMLs (e.g. 
multilingual education), and examining whether TMLs are mentioned 
and what those studies say about TMLs. In general, I would summarize 
the current state of TML research with the following observations:

	• Currently, only a few studies specifically focus on examining TMLs. 
These studies often originate from a variety of sub-disciplines in 
applied linguistics, language education or language education policy, 
and they do not use a common terminology to refer to TMLs. Thus, 
at first glance, they often do not seem to be directly related to each 
other.

	• Some studies incidentally include participants who are TMLs, usually 
with the primary aim of studying another facet of the participant (e.g. 
non-native English speaker teacher [NNEST] identity). These studies 
rely on the authors specifically disclosing the participants’ teaching 
backgrounds (i.e. how many languages they have taught). Most stud-
ies do not disclose this information and leave the question of how 
many languages participants have taught unknown.

	• Furthermore, studies that include a TML participant usually only 
mention the fact that the teacher has taught multiple languages as 
a brief descriptor of their background, and leave it unquestioned 
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and unexplored. Such studies rarely question or explain how some 
participants’ experience of teaching multiple languages may influ-
ence the findings and differentiate them from other participants. The 
assumption tends to be that participants who have taught multiple 
languages do not need to be distinguished from those who have not 
taught multiple languages.
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Chapters 1 and 2 introduced the concept of teachers of multiple languages 
(TMLs) and discussed issues addressed in TML research, including the 
complex inner lives of TMLs and multiple factors impacting TMLs’ 
career trajectories. The rest of this book focuses on a qualitative study 
of three TMLs. I detail the choices made in designing a qualitative study 
that was able to take into account the complexity of researching not only 
TMLs from different educational, geographic and cultural backgrounds, 
but also the different psychological factors of TML lives, namely their 
identities, beliefs and emotions. This includes a discussion around choos-
ing a conceptual framework, finding participants and applying narrative 
and visual research methods.

Conceptual Framework: Douglas Fir Group’s Framework

This study adapted the Douglas Fir Group’s (DFG) (2016) ‘Transdis-
ciplinary Framework for SLA in a Multilingual World’ (see Figure 3.1) 
as the conceptual framework for interpreting the narrated experiences 
and identities of TMLs. This framework was chosen because it breaks 
down how different levels of social interaction influence one another 
when it comes to language teaching and learning. Using this framework 
to interpret TMLs’ experiences allows for a multi-layered understanding 
of how these different elements relate to one another when it comes to 
the teaching of multiple languages. The DFG’s framework was proposed 
by a group of 15 distinguished scholars across 10 different disciplinary 
perspectives within second language acquisition (SLA) as a way of under-
standing how multilingualism in ‘a new world order in the 21st century’, 
characterized by increasing globalization, technological advances and 
mobility, is changing SLA (Douglas Fir Group, 2016: 19). Several phe-
nomena emerge as a result of these new global forces. Communication 
has become deterritorialized and is no longer limited to one’s immedi-
ate locality; language use and learning have become more dynamic and 
open-ended. An increasing number of individuals from a wider range 
of backgrounds are deciding to learn additional languages, becoming 
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multilingual and transcultural. Thus, the DFG’s new framework for 
SLA aims to address the needs of multilingual individuals by examining 
language learning and teaching from various contextual perspectives (e.g. 
private vs. public, material vs. digital) in a multilingual world (Douglas 
Fir Group, 2016).

The DFG framework treats SLA as complex, ever-changing and 
multi-dimensional, involving the layering of diverse cognitive capabilities 
and social interactions in a multilingual context (Hall, 2019a). Structur-
ally, the DFG framework provides a new way of conceptualizing SLA 
by integrating the various levels at which SLA occurs (i.e. micro, meso, 
macro) with the various disciplinary understandings of SLA (e.g. neural, 
cognitive, social, ideological) and with the greater context of the global-
ized, multilingual world that we live in (Douglas Fir Group, 2016). More 
specifically, the DFG’s framework integrates three mutually dependent 
levels inspired by an ecological framework (Bronfenbrenner, 1979). The  
three levels can be summarized as:

	• Micro level: Internal mechanisms (e.g. cognition, emotions) are used 
during interaction with others (linguistic, non-verbal, graphic, audi-
tory, semiotic, etc.).

	• Meso level: Sociocultural communities and institutions (family, 
school, neighborhood, work, etc.).

	• Macro level: Large-scale, society-wide ideological structures (e.g. 
beliefs about language use or language learning, cultural values and 
political values).

Figure 3.1 The Douglas Fir Group’s framework (Adapted from Douglas Fir Group, 
2016; Copyright 2016 by The Modern Language Journal)
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According to the Douglas Fir Group (2016), second language (L2) 
learning begins at the micro level of social activity, in which individual 
learners manage cognitive and emotional systems during social interac-
tions using any available semiotic resources, such as linguistic, non- verbal, 
graphic and auditory resources. These micro-level interactions occur 
within the meso level, shaped by sociocultural communities and institu-
tions, such as family, school, local neighborhood and the workplace. Not 
all learners are able to experience the same kinds of social interactions at 
the meso level; the degree to which learners have the power and/or agency 
to invest their identities and material resources into accessing meso-level 
communities and institutions is impacted by certain society-wide condi-
tions (e.g. economic class, politics, culture) at the macro level. Thus, the 
everyday communities and institutions that learners may take part in 
for language learning are influenced by (and also influence) large-scale, 
societal ideologies at the macro level of the DFG’s framework. Ideologies 
can be defined as individual and group beliefs and values around the role 
of forces such as culture, politics and economics in society (Hall, 2019a). 
The DFG emphasizes that while each of the three levels represents differ-
ent aspects of language learning, all three levels and mutual interactions 
among the three levels are essential to fully understanding SLA.

Foundational themes from the DFG framework

From their multi-level framework, the DFG introduced 10 funda-
mental themes relating to SLA. While these themes originally focused on 
language learning, De Costa and Norton (2017: 8, emphasis in original) 
showed that the same themes based on the DFG’s framework can be 
applied to language teaching as well (e.g. from ‘language learning is 
identity work’ to ‘language teaching is identity work’). Below is a brief 
summary of each of the 10 themes reinterpreted by De Costa and Norton 
(2017) from the DFG’s original 10 fundamental themes through the per-
spective of language teaching:

 (1) ‘Language competencies are complex, dynamic, and holistic’ (De 
Costa & Norton, 2017: 8): In contrast to conceptualizing language 
competencies as fixed, abstract systems, the DFG’s framework 
views language competency as a dynamic system of resources for 
meaning-making (Hall, 2019a), meaning that language learning and 
teaching involve the use of the entirety of one’s semiotic resources 
across various languages, varieties and registers, applying them flu-
idly based on different contexts over a lifetime.

 (2) ‘Language teaching is semiotic teaching’ (De Costa & Norton, 2017: 
8): Language teaching involves the application and teaching of a wide 
range of semiotic resources, including the use of linguistic, visual, 
graphic and auditory means of expression. In addition, semiotic 
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resources can be verbal (e.g. turn-taking, intonation, pausing), 
non-verbal (e.g. gestures, facial expressions, body positioning) or 
written (e.g. typography). The importance of taking into consider-
ation the different forms of semiotic resources involved in language 
teaching has also been highlighted in studies looking at the role of 
multimodality in language teaching (Early et al., 2015). The meaning 
conveyed by semiotic resources is shaped by meso- and macro-level 
social institutions, such as family and school, and therefore, are not 
neutral nor equally accessed (Douglas Fir Group, 2016).

 (3) ‘Language teaching is situated and attentionally and socially gated’ 
(De Costa & Norton, 2017: 8): Language teaching starts at the micro 
level, requiring recurring social interaction guided by a range of cog-
nitive activities and emotions (Douglas Fir Group, 2016). During the 
process of language teaching, these cognitive capabilities help guide 
patterns of meaning-making, which become more entrenched with 
more frequent input (Hall, 2019a).

 (4) ‘Language teaching is multimodal, embodied, and mediated’ (De 
Costa & Norton, 2017: 8): Language teaching involves the applica-
tion and teaching of multimodal semiotic resources, activating the 
entire human body as an embodied whole to assist teaching and 
learning, such as the use of repetition, recast, tone, eye gaze and 
gesture (Douglas Fir Group, 2016). Language teaching also occurs 
through the use of cultural tools and resources that make sense of the 
world (Douglas Fir Group, 2016). Mediational tools used in language 
teaching range from the use of language itself, to cultural artifacts 
such as charts, books and technology. Thus, for example, the type of 
materials used by language teachers can influence the type of interac-
tions and activities a language teacher decides to use.

 (5) ‘Variability and change are at the heart of language teaching’ (De 
Costa & Norton, 2017: 8): Language teaching is an ever-changing 
endeavor (Douglas Fir Group, 2016: 29). This means that no two 
teachers will experience teaching in the same way due to differences 
in the micro, meso and macro levels of social interaction.

 (6) ‘Literacy and instruction mediate language teaching’ (De Costa & 
Norton, 2017: 8): Literacy and instruction are important influences 
on L2 teaching. These include not only the form of instruction and 
literacy that language teachers have experienced in the languages 
they know and/or teach, but also the instructional approaches and 
language pedagogy they have received about language teaching 
through language teacher education (LTE) programs and other 
forms of professional development. The mediational relationship 
between literacy/instruction and language teaching should not be 
misunderstood as a direct relationship, that is, more instruction 
equals better language teaching. In fact, literacy and instruction may 
not influence language teaching in the ways we expect. For example, 
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language teachers may not find the theoretical nature of what is 
taught in language teacher programs applicable in everyday teaching 
contexts (Johnson, 2019).

 (7) ‘Language teaching is identity work’ (De Costa & Norton, 2017: 8): 
When language teachers teach, they do so with historically situated 
and contextually influenced social identities (Douglas Fir Group, 
2016). These social identities, both as social categories (e.g. ethnicity, 
nationality, religion) and roles in relation to their interactions with 
others (e.g. students, native speaker, teachers) influence teachers’ 
motivation and investment in teaching opportunities in various con-
texts and communities. Language teachers’ identities, both real and 
imagined, fluctuate over time and space, as they are influenced and 
performed through interaction (Douglas Fir Group, 2016).

 (8) ‘Agency and transformative power are means and goals for language 
teaching’ (De Costa & Norton, 2017: 8): While language teachers 
and their practices are shaped by larger societal and institutional 
forces, they also act as individual agents who have a significant role 
in influencing those forces themselves. Language teachers may draw 
upon certain identities over others depending on the context in order 
to participate in ways that grant them greater agency over teaching 
opportunities or practices in their career (Douglas Fir Group, 2016).

 (9) ‘Ideologies permeate all levels of language teaching’ (De Costa & 
Norton, 2017: 8): Ideologies impact the level of access, investment 
and agency that language teachers may feel the desire, ability or 
need to exercise in their teaching practices or their overall teaching 
career. Some of the more common language-based ideologies that 
impact language teaching are language education policies that influ-
ence what languages should or should not be taught, the ideology of 
monolingualism as the assumed norm (Ortega, 2014) and the fallacy 
of the native speaker as the ideal model for language teaching and 
learning (Phillipson, 1992).

 (10) ‘Emotion and affect matter at all levels of language teaching’ (De 
Costa & Norton, 2017: 8): Language teaching is an emotionally 
driven process that affects the micro, meso and macro levels of social 
interaction. At the micro level, emotions impact language percep-
tion and cognition. At the meso level, emotions are experienced 
socially, or are deeply tied to the social interactions and relationships 
involved in teaching. Emotions also influence and are influenced by 
society-wide ideologies at the macro level.

Applying the DFG framework

Since the DFG introduced its transdisciplinary framework, applied 
linguistics scholars from various disciplinary perspectives have sought 
new ways of applying and extending the DFG’s framework in areas such 
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as LTE (Gao, 2019; Johnson, 2019); multilingual socialization (Duff, 
2019); multilingualism and social justice (Ortega, 2019); language learner 
agency from a complex dynamic systems perspective (Larsen-Freeman, 
2019); conversation analysis and interactional linguistics (Hall, 2019b); 
the psycholinguistic development of complexity, accuracy and fluency 
(LaScotte & Tarone, 2019); multilingualism and translanguaging (Cenoz 
& Gorter, 2019); raciolinguistics (Flores & Rosa, 2019); and generative 
approaches to SLA (Slabakova, 2019)

A year after the DFG’s framework was first introduced and pub-
lished in The Modern Language Journal (Douglas Fir Group, 2016), 
De Costa and Norton (2017) edited a special issue of The Modern 
Language Journal focusing on introducing and expanding the appli-
cation of the DFG’s framework for language teacher identity (LTI) 
research, or what they call ‘A Transdisciplinary Approach to Language 
Teacher Identity’. They argued that applying the DFG’s framework to 
LTI research helps researchers address the ways in which increasing 
multilingualism and globalization impact the real-life issues relevant to 
language teachers.

For this study, I believe the DFG’s framework is particularly suitable 
for investigating the teacher lives of TMLs (including identities, beliefs 
and emotions) for two reasons. First, the framework places an emphasis 
on the increasing multilingualism around the world, of which TMLs are 
part. From the perspective of the DFG framework, TMLs are treated as 
‘people who learn to live—and in fact do live—with more than one lan-
guage at various points in their lives’ and ‘the learning and teaching of 
additional languages across private and public, material and digital social 
contexts in a multilingual world’ (Douglas Fir Group, 2016: 20).

Second, because the DFG’s framework is structured into multiple 
layers that compose a holistic ecology, the framework acknowledges 
the different sources (e.g. micro: cognitive, emotional, interactional; 
meso: communities, institutions; macro: beliefs, values) that may influ-
ence and be influenced by teaching multiple languages. By taking into 
consideration multiple sources of influence, the framework allows for a 
more comprehensive understanding of what makes teaching multiple lan-
guages different from teaching a single language. This is important when 
exploring the experiences of TMLs because TMLs are characterized by 
an added layer of complexity; namely, to understand TMLs, one must 
take into account all of the language teaching experiences a TML has in 
the multiple languages they have taught, not just the current language 
they are teaching.

Lastly, as a concluding note, it is important to understand that when 
the DFG proposed their framework and encouraged researchers to apply 
it to their respective disciplines, the DFG highlighted that they do not 
expect nor suggest that a researcher attempt to investigate all dimen-
sions of the framework all at once or within the same study (Douglas Fir 
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Group, 2016). Instead, what the DFG envisioned is that their framework 
would encourage a transdisciplinary mindset in SLA research, in which 
researchers integrate different disciplinary perspectives without com-
promising their own (Douglas Fir Group, 2016). Thus, my approach in 
applying the DFG framework to this study started with using the struc-
ture (i.e. micro, meso, macro) and the broad concepts (i.e. the individual, 
the sociocultural/institutional, the ideological) of the framework to guide 
my interpretation and analysis of the participants’ narratives.

Narrative Inquiry: Lived Experience as Knowledge

The task of understanding the personal experiences of teaching multi-
ple languages told by TMLs necessitates a methodology oriented toward 
stories and lived experiences. This study applied narrative inquiry, which 
can be broadly defined as ‘an approach to the study of human lives con-
ceived as a way of honouring lived experience as a source of important 
knowledge and understanding’ (Clandinin, 2016: 17). In other words, 
researchers conducting narrative inquiry explore their participants’ lived 
experience through the stories told during the researcher–participant 
interactions. Narrative inquiry can be seen as the process of participants 
making sense of their past, present and future selves to the researcher as 
well as to themselves (Barkhuizen et al., 2014).

In this study, I use the terms story and narrative interchangeably, 
following Riessman (2008) and Spector-Mersel (2010). While different 
academic traditions treat the relationship between a story and a narrative 
differently, using the two terms interchangeably is considered contempo-
rary conventional practice in the social sciences (Spector-Mersel, 2010). 
In defining what a story is, Barkhuizen (2018) provided specific yet acces-
sible criteria, which I employ in my study:

 (1) Stories narrate experiences that have happened in the past or will 
happen in the future (an imagined future).

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

 (3) Stories have a ‘temporal dimension’ in which ‘something happens 
over a period of time’ (Barkhuizen, 2018: 112).

 (4) Stories have action. Something happens in a story.
 (5) What happens in a story is situated in a social context, characterized 

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

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

 (7) Stories ‘look like stories’; as readers and listeners, ‘we have a feel for 
what a story is and usually these feelings are right’ (Barkhuizen, 2018: 
121).
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Barkhuizen’s criteria detail the foundational elements that build a 
story: temporality, characters, thoughts and emotions, action and social 
context. Thus, we can see from Barkhuizen’s (2018) criteria that these 
foundational elements also broadly coincide with the foundational ele-
ments that the DFG framework consists of, making stories a particularly 
suitable form of data.

Applying narrative inquiry for researching language teachers

In applied linguistics, narrative inquiry has been recognized as one of 
the main methodological approaches in past and recent research explor-
ing the lives and experiences of language teachers (Barkhuizen, 2016; 
Barkhuizen et al., 2014; Benson, 2014; Block, 2015; De Costa & Norton, 
2016; Hayes, 2017; Kayi-Aydar, 2019; Norton & De Costa, 2018). As a 
research methodology, several characteristics of narrative inquiry make 
it valuable and necessary for language teacher research.

One characteristic pertains to the intimate relationship between nar-
rative inquiry and language teachers as research participants. In contrast 
to more positivist approaches to research, narrative inquiry places a 
strong emphasis on the lived experiences of participants and treating 
them as people whose stories represent ways in which they situate them-
selves in the world. In the words of Barkhuizen et  al. (2014: 12), ‘nar-
rative inquiry is the only methodology that provides access to language 
teaching and learning as lived experiences that take place over long 
periods of time and in multiple settings and contexts’. Stories provide a 
format to authentically represent how teachers see themselves and their 
experiences (Clandinin & Connelly, 2000). In the same vein, Clandinin 
and Caine (2008: 541) referred to narrative inquiry as an ‘intimate study’ 
of an individual’s experiences. Thus, narrative inquiry provides the kind 
of full-bodied exploration of language teachers’ experiences and the 
reflective commentary on those experiences needed to produce rich and 
descriptive findings that incorporate both aspects of teachers’ inner lives 
(e.g. perspectives, beliefs) and social lives (e.g. community membership, 
social relationships) (Clandinin & Rosiek, 2007; Pomerantz, 2013).

Participants

This study features three participants who have taught multiple 
languages from different backgrounds (i.e. language, teaching experi-
ence, teaching context, nationality and ethnicity). Before conducting this 
study, the participants had either been past colleagues or past students 
of mine. It is through my familiarity with their lives as teachers that I 
knew these participants had taught multiple languages. Like other schol-
ars who have conducted narrative-based studies with language teach-
ers (Barkhuizen, 2009; De Costa, 2015; Kayi-Aydar, 2015a; Park, 2006, 
2017), our prior relationship also served as a resource to build rapport 
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during our interviews and grant greater access to their experience of 
teaching multiple languages (Roiha & Iikkanen, 2022).

Beyond simply knowing them and their teaching circumstances on 
a personal level, I also recruited these three participants as a form of 
unique case sampling, which is a type of purposeful sampling intended 
to select ‘unique, atypical, perhaps rare attributes or occurrences of the 
phenomenon of interest’ (Merriam & Tisdell, 2016: 97). This was also 
used by Aslan (2015) to recruit TML participants. Furthermore, I also 
took into consideration the concept of maximum variation sampling, 
which maximizes differences to increase the likelihood of findings that 
reveal different perspectives (Creswell, 2013). In other words, I sought to 
find participants with the same specific, unique characteristic of having 
taught multiple languages while also having other different characteris-
tics in order to gain diverse perspectives.

In addition, I also used the stated goal of the DFG framework as a 
guiding compass for recruiting participants: ‘responding to the pressing 
needs of additional language users, their education, their multilingual 
and multiliterate development, social integration, and performance 
across diverse globalized, technologized, and transnational contexts’ 
(Douglas Fir Group, 2016: 24). Thus, the participants recruited for this 
study were representative of additional language users whose educa-
tion, multilingual development and social lives have been shaped by the 
greater forces of globalization and technology (e.g. experiences studying 
and teaching abroad and integrating innovative technologies into their 
teaching). Table 3.1 presents the profiles of the participants.

Data Collection

Collecting data in multiple modes

This study incorporated narrative-based data from different sources 
(i.e. teaching philosophy, interviews, photographs). Creswell (2013) 

Table 3.1 Demographic profile of participants

Pseudonym Ann Megan Haruko

Gender Female Female Female

Nationality Taiwan US Japan

Age 25 34 33

First language taught

Language English English English

Location Taiwan Germany and US US and Japan

No. of years 7 13 9

Second language 
taught

Language Chinese German Japanese

Location Taiwan and US US US

No. of years 3.5 2 1
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recommended that when designing procedures for conducting narra-
tive research, one should consider the different mediums through which 
data collection can be conducted. This is important because narratives 
in everyday communication are often multimodal or conveyed through 
multiple modes of expression (i.e. written, verbal, visual); thus, giving 
participants access to different modes of expression during data collec-
tion may produce more comprehensive narratives.

It is important to note that collecting data from different sources and 
modes does not mean that one should expect a single, consistent conclu-
sion in the findings. In fact, collecting data from different sources and in 
different modalities (i.e. written, verbal, visual) will likely produce some 
inconsistencies that are a result of different perspectives and angles on the 
same phenomenon. However, it is the very act of addressing and interro-
gating these inconsistencies that increases the credibility of the research-
er’s findings (Gaskell & Bauer, 2000; Patton, 2015). To summarize, data 
collection for this study involved collecting narrative-based qualitative 
data from three different sources in three different modalities (i.e. ver-
bal, written, visual): oral narratives through semi-structured interviews, 
written teacher philosophy statements and participant-produced photo-
narratives through photo-elicitation. Table 3.2 presents a summary of the 
entire data collection process.

Semi-structured interviews

The primary source of narrative data came from semi-structured 
interviews that specifically focused on asking participants about their 
teaching experiences in teaching multiple languages over the span of 
their teaching career. The narrative interview questions were inspired 
by McAdams’ (2008) life story interview guide, which focused on piv-
otal moments in a person’s life, such as high, low and turning points. 

Table 3.2 Summary of data collection process

Task Month 1 Month 2 Month 3

Informed consent Issued to and 
collected from 
participants

– –

Photo-elicitation task Issued to participants – Collected from 
participants

Teaching philosophy Issued to participants – Collected from 
participants

Semi-structured 
Interview 1

Conducted with 
participants

– –

Semi-structured 
Interview 2

– Conducted with 
participants

 

Photo-elicitation interview – – Conducted with 
participants
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However, rather than focusing on the participant’s life trajectory, I chose 
to focus on their teaching career. Nevertheless, this did not mean that 
the narrative interview did not contain aspects of their life beyond the 
classroom. Teachers’ lived experiences of their own careers are not con-
fined to the classroom. And certainly, events in teachers’ lives that may 
have happened before they became teachers or after they have retired 
from teaching may influence part of their experience of being a teacher. 
Therefore, the narrative interviews were not restricted to the period of 
time when they were actually hired as teachers. Again, the primary focus 
of the narrative interview is to address pivotal moments in the teachers’ 
lives in relation to their teaching career, as guided by the interview ques-
tions adapted from McAdams’ (2008) interview guide (see Appendix A).

Interviews were conducted in-person or through Skype and divided 
into two sessions, one session a month with each session lasting roughly 
90  minutes each; 90  minutes is the recommended length of time for 
interview protocols in qualitative research in order to ensure that there 
is enough time to go in-depth with participants but not stretch for so 
long that participants lose focus (Seidman, 2006). The two sessions were 
spaced one month apart in order to ensure flexibility in accommodating 
the participants’ schedules, all of whom were full-time teachers at the 
time of the interviews. Seidman (2006) stated that while many variations 
in the spacing of interviews exist, what is important is that structure is 
maintained throughout the process. The first session asked participants 
to answer questions regarding their past and present teaching experi-
ences, and the second session was in regard to their future plans for 
their teaching career and any follow-up questions to expand on previous 
points. In the planning stages of my study, I estimated that two sessions 
were necessary for participants to address all the questions I had planned 
as well as any additional follow-up questions in enough depth, though 
I had also planned for a third interview if necessary. Participants were 
given the choice to conduct interviews in Chinese or English. All inter-
views were conducted primarily in English and fully transcribed in Eng-
lish. The full interview guide used for all interview session can be found 
in Appendix A.

Written teaching philosophy statement

Participants were also asked to write a teaching philosophy state-
ment. A teaching philosophy statement is not directly a form of narra-
tive. However, within a teaching philosophy statement, the participant 
may choose to use narratives in order to show their beliefs or teaching 
philosophies. Thus, the teaching philosophies can be seen as a type 
of ‘teacher identity text’ in the way that it ‘provides a forum for the 
discussion of “self”’ (Hallman, 2015: 8). Each participant wrote their 
own teaching philosophy statement on their own time. The researcher 
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gave participants a month to complete the teaching philosophy to allow 
participants the time and flexibility for greater reflection, as opposed 
to immediate face-to-face responses as produced from the interviews. 
Participants were provided with a guide as to what topics the written 
teaching philosophy would cover. Participants were free to write as many 
pages as they liked, as long as they covered all the topics. The main topics 
for the teaching philosophy were (a) the teacher’s beliefs about language 
learning, (b) the teacher’s beliefs about language teaching and (c) how the 
teacher’s beliefs are connected to their teaching. The specific guidelines 
provided for participants to follow in writing the teaching philosophy 
can be found in Appendix B.

Photo-elicitation

Photo-elicitation can be considered a specific type of visual elicitation 
using photographs in research interviews (Barkhuizen et al., 2014; Harper, 
2002). Most photo-elicitation studies follow the format of asking partici-
pants to take their own photographs, which are used as the subject of 
discussion during the interview; however, photographs can also be taken 
by the researcher or collected from an outside source (Barkhuizen, 2018; 
Barkhuizen et al., 2014). For photo-elicitation, the role that photographs 
play during research interviews is as a ‘a trigger to “telling” whether that 
is for oneself, in making sense of and remembering experiences past and 
present, or for others, including researchers’ (Harrison, 2002: 108). In 
language teaching and learning research, photo-elicitation and the use 
of participant-taken photographs have been applied to explore English 
language learning in formal and informal contexts (Nikula & Pitkänen-
Huhta, 2008), international students’ perceptions of their educational 
environment (Shaw, 2013), the identities and participation of marginal-
ized language learners in L2 communities (Giroir, 2014), international 
LTIs through narrative inquiry (Cabrera, 2017) and language learners 
studying abroad (Umino & Benson, 2016, 2019).

In narrative inquiry and life story research, photographs have been 
considered a rich source of narrative data (Harrison, 2002; Umino & 
Benson, 2016, 2019). While, like the teaching philosophy statements, 
photo-elicitation is not directly a narrative form of data collection (in 
the sense that it is not directly asking participants to share stories), it is 
a method of using visual expression (i.e. photographs) to elicit stories 
about the teachers’ teaching experiences brought about through a differ-
ent mode of thinking. Furthermore, Riessman (2008: 4) explained that 
narrative data is not limited to verbal data collected from interviews, 
highlighting the fact that ‘many kinds of texts can be viewed narratively, 
including spoken, written and visual materials’.

For this study, I chose to use photo-elicitation because it has the 
potential to elicit responses from participants that oral-only interviews 
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lack. The following are the four main advantages of using photo- 
elicitation (as opposed to a traditional oral-based interview), as summa-
rized by Rose (2016):

 (1) Photo-elicitation provides different insights. Scholars argue that dis-
cussing photographs through an interview can elicit information that 
researchers may not have otherwise thought about addressing or may 
not have been aware of (Harper, 2002; Rose, 2016).

 (2) Photo-elicitation prompts different types of talk than other inter-
view methods. Scholars argue that photo-elicitation triggers more 
emotional responses (Harper, 2002; Rose, 2016). Also, since the use 
of images allows for ‘communicating more holistically, and through 
metaphors, they can enhance empathic understanding, capture the 
ineffable’ (Bagnoli, 2009: 548). Furthermore, Collier (1957) experi-
mented with both verbal-only interviews and verbal interviews with 
photographs and observed that the use of photographs allowed for 
the participants’ interview responses to be more accurate, while tra-
ditional oral interviews were less organized and more open-ended. 
Lastly, photo-elicitation can be directly connected to the methodol-
ogy of narrative inquiry in that photographs can be treated as a form 
of storytelling (Harrison, 2002).

 (3) Photo-elicitation helps explore aspects of life that are usually over-
looked. Particularly when using participant-taken visual materials, 
Rose (2016: 316) noted that ‘asking [participants] to take photographs 
of that life, and then to talk about the photos, allows the participants 
to reflect on their everyday activities in a way that is not usually done; 
it gives them a distance from what they are usually immersed in and 
allows them to articulate thoughts and feelings that usually remain 
implicit’. Mannay (2010: 91) explained that using photo-elicitation 
allows for both the researcher and the participant to discuss things 
that may have been taken for granted, describing this process as ‘mak-
ing the familiar strange’. Harrison (2002: 98) suggested that taking a 
photograph has the special capability of instantly capturing a moment 
in a format that makes it particularly suitable for the narration of 
experiences, hence the use of photographs in narrative inquiry.

 (4) Photo-elicitation can empower participants. Scholars argue that 
allowing participants to take their own photos and explain what they 
mean provides them with the opportunity to share their expertise in 
the research process (Rose, 2016). Mannay (2010) noticed that using 
participant-taken visual materials gave participants more control 
over the data and more time to reflect on the data with less interfer-
ence from the researcher.

For this study, participant-taken photo-narratives were collected through 
photo-elicitation procedures. Following Giroir (2014), Langmann and 
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Pick (2018) and Woodley-Baker (2009), photo-narratives was the pre-
ferred term used to describe the visual photograph-based data collected 
for this study because it most accurately described the importance of the 
relationship between the image and the narrative as part of the inter-
pretation of the data. Data collection for the photo-narratives through 
photo-elicitation was conducted according to the following steps.

The first step of data collection was describing the photo-elicitation 
task to each participant. The prompt was to take and curate a set of 6–12 
photographs that represent their everyday lives as language teachers, 
defined as people, places, objects, actions, feelings or ideas that appear 
or play a role in their daily routines as a language teacher (see Appen-
dix C). The prompt was designed according to common photo-elicitation 
practices in providing an appropriate balance of enough direction while 
allowing for creative flexibility in what kind of photographs they should 
be taking (Rose, 2016). Furthermore, it is also common practice in 
photo-elicitation procedures to provide participants with a numerical 
range in the number of photographs they should take (Bates et al., 2017; 
Langmann & Pick, 2018; Rose, 2016). The number of photographs was 
determined by taking into consideration the desired level of depth in the 
corresponding photo-elicitation interview. Limiting the number of pho-
tographs allows for a researcher to go into more depth when discussing 
individual photographs during the photo-elicitation interview, though 
it limits the creative expression of the participant. Thus, providing a 
numerical range for the number of photographs that participants should 
take balances out the restriction by providing the participants with some 
creative control over what they produce (Bates et al., 2017; Rose, 2016). I 
also gave participants the following specific guidelines to help them bet-
ter understand the task:

	• Photographs did not necessarily have to be restricted to the class-
room, as the everyday lives of language teachers may involve situa-
tions outside the classroom as well.

	• Photographs did not necessarily have to be restricted to images of 
teaching, as the everyday lives of language teachers often involve 
activities beyond simply teaching.

	• Photographs could be literal images of their everyday lives as teach-
ers (e.g. a photograph of a classroom) or their photographs might 
be abstract representations of their everyday lives as teachers (e.g. a 
photograph of road traffic as a representation of the workload with 
which a teacher may be dealing).

	• Participants were encouraged to take new photographs, though 
the use of existing photographs was allowed. Two of the three 
participants included smartphone or computer screenshots as their 
photographs. Originally, I had not thought about the inclusion 
of screenshots as a possible type of photographic data that the 
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participants might submit. After looking through the screenshots 
and referring to academic literature regarding screenshots, I decided 
to accept the screenshots as a form of ‘virtual photography’ (Moore, 
2014).

	• Photographs could be taken with any method or device available to 
the participant (e.g. smartphones, digital cameras, disposable cam-
eras or polaroid cameras). All three participants ended up using their 
smartphones to take their photographs.

Overall, I encouraged the participants to treat the prompt openly and 
creatively, so that they would be able to take ownership and agency of 
the medium to produce photo-narratives that were meaningful to them. 
Following ethical research practices in photograph-based research, par-
ticipants were informed that all personal identifying features (i.e. faces, 
names, etc.) in the photographs would be blurred to ensure anonymity 
and protect the privacy of all individuals shown in the photographs 
(Langmann & Pick, 2018). After I described the photo-elicitation task to 
the participants, the participants were given the option to join the study 
by signing a written informed consent.

For the second step of data collection, participants were given two 
months to take and curate their photographs. At the end of the two-
month period, I collected their photographs. Because all of the par-
ticipants took digital photographs, the photographs were sent to me by 
email or through an online chat program.

For the third step of data collection, I arranged individual photo-
elicitation interviews with each participant. During each interview, I 
used a prepared interview guide (Appendix A) and asked the participant 
to describe what each photograph they took is depicting, why they took 
the photograph and how the photograph pertains to their life as a lan-
guage teacher. Each photo-elicitation interview lasted 60–90 minutes and 
all were conducted over an online video chat service. It was through the 
photo-elicitation interview that I was able to combine the photographs 
with the participants’ oral narratives about the photographs to create the 
photo-narratives.

Data Analysis

Thematic analysis (Alleyne, 2014; Barkhuizen, 2018; Barkhuizen 
et  al., 2014; Block, 2015; Riessman, 2008) was the primary method of 
data analysis for this study for all three modes of data (i.e. written, verbal 
and visual). Thematic analysis has been the most frequently used data 
analysis approach in narrative inquiry (Barkhuizen, 2018; Barkhuizen 
et  al., 2014; Riessman, 2008). Thematic analysis in narrative inquiry 
involves a process of analyzing stories for overarching themes (C. Ellis, 
2004). In general, thematic analysis consists of three steps: reading 
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through the data multiple times, coding the data for patterns and cat-
egorizing the patterns under thematic headings (Barkhuizen et al., 2014). 
Using thematic analysis in this study allows for not only the analysis of 
prominent themes in individual TML participant’s narratives but also 
the analysis of recurring themes across all of the TML participants’ nar-
ratives. In fact, Barkhuizen et al. (2014: 77) claimed that ‘thematic analy-
sis is probably best suited to multiple case studies, because it opens up 
the possibility of comparing the narratives in a data set, of establishing 
shared themes, as well as highlighting individual differences’. In order to 
achieve this, I adapted Kanno and Stuart’s (2011) two-stage approach of 
using within-case analysis and cross-case analysis for a thematic analysis 
of all three modes of data:

 (1) The first reading consisted of a ‘within-case analysis’ (Kanno & Stu-
art, 2011), which means that I read all of the data collected for one 
participant as a set, before moving on to the data collected for the next 
participant. These initial readings involved taking notes on recurring 
issues I observed; assigning codes through open coding based on the 
micro, meso and macro layers of the DFG’s framework; and identify-
ing the greater arch of LTI development for each teacher (Kanno & 
Stuart, 2011). Also, during the first reading, I began chronologically 
tracking each participant’s teacher story as a timeline. After the first 
reading, I created a narrative timeline of their teaching career.

 (2) The second reading consisted of a ‘cross-case analysis’ (Kanno & 
Stuart, 2011), which means that I compared the three participants’ 
individual analysis with each other. This reading also involved tak-
ing notes and assigning codes through open coding but focused on 
grouping the themes from individual participants into collective 
categories (Kanno & Stuart, 2011). Furthermore, the themes identi-
fied from individual participant’s narratives in the first readings were 
cross-compared for patterns and common themes. The second read-
ing was conducted at least a week after the first reading in order to 
gain a fresh perspective on looking at the data.

Although I used the within-case and cross-case analysis approach for 
all three modes of data, I had to adopt an additional analytical approach 
for the analysis of visual data. This was crucial because I needed to 
address how the participants’ photographs should be read and inter-
preted as visual data. Banks and Zeitlyn (2015) suggested two interrelated 
elements of reading photographs: the internal narrative and the external 
narrative. The internal narrative represents the content an image conveys 
without any knowledge or application of external context. Internal, in 
this sense, refers to the meaning of the photograph contained within its 
frame. Thus, the internal narrative is the surface content of the photo-
graph that can be seen by any reader without knowing the intentions or 
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ideas of the photographer. The problem is that the internal narrative is 
incomplete. As Banks and Zeitlyn (2015) pointed out, what readers can 
deduce from the internal narrative may not be the same as what the pho-
tographer intended to portray. Harrison (2002: 105) also contended that 
photographs ‘only provide an outline of the story’ and that ‘it is events 
outside the frame [emphasis added] which gives them meaning’.

Thus, in addition to analyzing an image for the internal narrative, 
it was also crucial to analyze the image for the external narrative, or 
the social context the image is situated in (Banks & Zeitlyn, 2015). The 
external narrative focuses on the surrounding story that cannot be seen 
by simply looking at the photograph itself. Understanding the external 
narrative requires input and storytelling from the photographer to fill in 
the spaces of information that the photograph does not immediately con-
vey. Thus, the external narrative is based on the idea that ‘what is absent 
must be conjured up’ (Harrison, 2002: 104) through narratives behind, 
under, around and about the photographs. By examining both the inter-
nal and external narratives when using thematic analysis to analyze the 
participant-taken photographs, the resulting analysis provides insight 
into not only what content the images portray as viewed by an external 
reader (like myself as the researcher) with no knowledge of context but 
also the participant’s interpretation of the image and the social context 
within which the image was taken.

Validation, Trustworthiness and Verisimilitude

Validation and trustworthiness

Over decades of qualitative research, many perspectives on vali-
dation have developed that try to refine what validation means for 
qualitative research, particularly in relation to traditional concepts of 
validation based on quantitative research. Some qualitative research-
ers have proposed new terms and concepts because the terms used in 
positivist-oriented research cannot be transferred to qualitative research 
(Ely et  al., 1991). For example, Lincoln and Guba (1985) introduced a 
set of new language concepts that more appropriately addressed qualita-
tive research working under a constructivist paradigm (as opposed to 
a positivist paradigm). They proposed that naturalistic inquiry should 
aim to establish trustworthiness instead of rigor, which can be achieved 
through credibility, transferability, dependability and confirmability as 
opposed to internal validity, external validity, reliability and objectivity, 
respectively. How trustworthiness is ensured in this study is explained in 
the ensuing paragraphs. Lincoln and Guba’s alternative language for vali-
dation has remained highly influential and is often cited in contemporary 
qualitative studies. In narrative research, Mischler (1990) also proposed 
using the term trustworthiness to emphasize knowledge as socially con-
structed as opposed to knowledge as objective reality.
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Verisimilitude

Validation in narrative inquiry studies, in particular, has also been 
reframed to take into consideration the unique nature of what narrative 
studies focus on. According to Riessman (2008), narratives are more than 
a sequence of factual events in that they are shaped around a specific per-
spective and they seek to persuade the audience of that perspective. Thus, 
narrative researchers aim not to verify facts but rather to understand the 
meaning made of those facts by participants (Loh, 2013). This is directly 
tied to focus in narrative inquiry on using stories as data and what that 
data is able to provide narrative researchers in terms of interpretation 
and findings. Polkinghorne (2007) explained that:

Storied evidence is gathered not to determine if events actually happened 
but about the meaning experienced by people whether or not the events 
are accurately described…. Storied texts serve as evidence for personal 
meaning, not for the factual occurrence of the events reported in the sto-
ries. (Polkinghorne, 2007: 479)

Taking into consideration narrative inquiry’s focus on understand-
ing the meaning that participants make of their experiences, prominent 
narrative inquiry researchers (Connelly & Clandinin, 1990) have adopted 
the term verisimilitude from literary studies as an important criterion 
for establishing trustworthiness in narrative inquiry. A narrative inquiry 
study that achieves verisimilitude is ‘believable and realistic, accurately 
reflecting all the complexities that exist in real life and engaging the 
reader’ (Creswell & Poth, 2018: 49). Establishing verisimilitude in a nar-
rative inquiry study is crucial because it allows readers to understand the 
complexities detailed through the participants’ stories and more clearly 
see the connection between participants’ stories, the thematic findings 
and the theoretical implications made as a result of the study. For this 
study, I engaged in different ways of ensuring trustworthiness and verisi-
militude, namely through generating rich, thick descriptions and exercis-
ing reflexivity.

Generating rich, thick descriptions

Rich descriptions in qualitative data are defined as providing ample 
details when describing and presenting data (Stake, 2010). Providing rich, 
thick descriptions is important because it ensures transferability, or the 
ability for data to provide readers with enough information to compare, 
or transfer, the findings of one case with those of other cases (Schwandt, 
2007). In order to provide rich, thick descriptions for each participant’s 
narrative, I provided detailed descriptions as well as direct quotes from 
the participant data whenever I felt it was important to capture their 
experience in their own words and stay true to the participant’s voice. In 



62 Teachers of Multiple Languages 

paying attention to generating rich, thick descriptions during the process 
of writing participants’ narratives, I found I had to go back and contact 
participants individually by email to confirm some contextual details I 
did not collect from the data.

Reflexivity: Addressing choices, contentions and limitations

As qualitative researchers, another way of establishing trustworthi-
ness is being aware of your own biases and subjectivity through reflexiv-
ity (Patton, 2015). Reflexivity is key in order for qualitative researchers 
to produce credible and trustworthy research. Hesse-Biber (2007: 129) 
defined reflexivity as ‘the process through which a researcher recognizes, 
examines, and understands how his or her own social background and 
assumptions can intervene in the research process’. The following section 
discusses specific choices I have made as the author of this book and the 
implications these choices have on the way this research is presented. The 
problems I present in this section revolve around (1) my positionality 
as both insider and outsider; (2) the labeling of separate, countable lan-
guages; (3) the limitations of historical and global comparisons; (4) the 
labeling of ‘native’ and ‘non-native’ speakers; and (5) the methodological 
limitations.

Researcher positionality as both insider and outsider

For narrative inquiry, part of what reflexivity means is that the 
researcher must be aware of the multi-layered nature of narrative 
inquiry. One layer of narrative inquiry involves the narratives that 
participants share with researchers while another layer involves the nar-
ratives that researchers create from what the participants share with 
them (Flowerdew & Miller, 2013). This has direct implications for how 
researchers should approach data analysis and report narrative inquiry 
studies. Researchers doing narrative inquiry should guard against the 
risk of interpreting narratives as objective and generalizable truths. As 
Riessman (2008) suggested, it is not the role of a researcher in narrative 
inquiry to find narratives or ‘the’ story, but rather to participate in the 
co-construction of multi-vocal narratives in a certain context at a certain 
time. In this way, it was important for me to acknowledge that narratives 
are ‘socially constructed representations of lived experience’ rather than 
objective truth (Hayes, 2013: 65).

Another crucial aspect of exercising reflexivity is interrogating my own 
positionality as the researcher of this study. Essentially, this seeks to address 
the question: How does my position as the researcher impact this study? 
Similar to Hesse-Biber (2007), Park (2006, 2017) and Rudolph (2012), as the 
researcher of this study I position my role as both an insider and outsider. 
I was born in Taiwan and immigrated with my family to the United States 
at a young age. At home in the quiet suburbs of Southern California, my 
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parents were committed to maintaining a strong ethnic Chinese identity 
through a daily habit of using conversational Mandarin and incorporating 
common Taiwanese cuisine and cultural traditions in everyday life. When 
I relocated from the United States to Taiwan as an adult in order to pursue 
a teaching English to speakers of other languages (TESOL) career in higher 
education, the cultural capital of ‘being Taiwanese’ that my parents had 
sought to retain throughout my upbringing provided me with a partial 
insider status in Taiwan that other American expatriates in Taiwan may 
not have had, particularly in interacting with the participant from Taiwan 
in this book. On the other hand, for the two other participants from the 
United States and Japan, having Taiwanese heritage may not have granted 
me any particular insider status. Furthermore, my multiple identities as 
male, openly gay, Taiwanese American, a Western-educated academic, 
multilingual and ‘native speaker of English’ also unavoidably positioned 
me as an insider to some participants and an outsider to others. Lastly, 
while my study focused on the experiences of TMLs, I personally have no 
experience of teaching multiple languages myself and I thus relied on the 
participants as experts of their own lived experiences.

In order to exercise reflexivity throughout the data collection and 
analysis process, I was fully transparent with my participants about my 
background, intentions and research goals. By doing this, I hoped to 
build trust with my participants (C. Ellis, 2004). I read literature from 
qualitative studies in not only TESOL but also narrative studies and 
visual studies in order to gain a greater awareness of the impact my deci-
sions and positionality as a researcher may have on the data and findings 
of this study. Using what I have learned from other qualitative research-
ers and qualitative research reference books, I actively engaged with the 
relationship between how my role as the researcher and the data collec-
tion procedures I used influenced the narratives I collected. I think that 
my personal interactions and relationships with the participants outside 
of the study made it easier for the participants to share their personal 
narratives with me. In preparing for the interviews, I considered how I 
would phrase questions or respond to participants in ways that might 
prompt or discourage certain responses over others.

The labeling and counting of named languages

Sociolinguists have long recognized problems with modern conceptu-
alizations of languages as countable, singular entities that can be differ-
entiated and named (Cenoz, 2013; Makoni & Pennycook, 2007; Otheguy 
et al., 2015). This is an issue I want to address because discussion around 
the teaching of multiple languages involves the labeling and counting of 
named languages.

The primary problem is that separating languages into independent 
categories does not reflect the way languages and communication actually 
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happen. For example, when it comes to multilingualism, Cenoz (2013) 
differentiated between atomistic and holistic views of multilingualism. 
Atomistic views of multilingualism focus on analyzing languages as 
separate entities occurring side by side, such as code-switching. In this 
view, multilinguals are expected to use language as if they were two or 
more monolinguals. In contrast, holistic views of multilingualism avoid 
focusing on one language at a time and consider a multilingual person’s 
linguistic repertoire as a whole, emphasizing hybridity and fluid bound-
aries in the way multilingual speakers use languages. This perspective has 
led to the proposal of new ways of approaching multilingual communica-
tion and education, including concepts such as metrolingualism (Otsuji 
& Pennycook, 2009), polylingualism (Jørgensen, 2008), plurilingualism 
(Marshall & Moore, 2018; Taylor & Snoddon, 2013) and perhaps the 
most well-received of them all, translanguaging (García & Li, 2014). 
Thus, some may argue that the holistic perspective’s emphasis on fluid 
language boundaries and hybridity more accurately reflects the way mul-
tilingual speakers communicate in real life (Cenoz, 2013).

However, for Makoni and Pennycook (2007), even a holistic perspec-
tive of multilingualism is problematic, as they argued for the need to 
‘disinvent’ the concept of language altogether. Makoni and Pennycook 
(2007) began with the premise that modern conceptualizations of lan-
guage are ‘inventions’; that is, the naming and development of languages, 
such as French or Afrikaans, are part of processes of social construc-
tion, often as a result of periods of colonialism. Here, Cenoz (2013) and 
Makoni and Pennycook (2007) partially overlapped in both challenging 
the idea of languages as discrete, countable entities; however, the latter 
explained in greater depth that ‘to abstract languages, to count them as 
discrete objects, and to count the speakers of such languages, is to repro-
duce a very particular enumerative strategy’ (Makoni & Pennycook, 
2007: 11) – a strategy that was largely based on European colonization. 
In addition, Makoni and Pennycook (2007: 27) went further by proposing 
the ‘disinvention and reconstitution’ of how we conceptualize language. 
This means that even concepts such as multilingualism need to be recon-
sidered. According to Makoni and Pennycook (2007):

Not only do the notions of language become highly suspect, but so 
do many related concepts that are premised on a notion of discrete 
languages, such as language rights, mother tongues, multilingual-
ism or code-switching. It is common in both liberal and more critical 
approaches to issues in sociolinguistics to insist on plurality, sometimes 
strengthened by a concept of rights. Thus, there are strong arguments 
for mother tongue education, for an understanding of multilingualism 
as the global norm, for understanding the prevalence of code-switching 
in bilingual and multilingual communities, and for the importance of 
language rights to provide a moral and legal framework for language 
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policies. Our position, however, is that although such arguments may 
be preferable to blinkered views that posit a bizarre and rare state of 
monolingualism as the norm, they nevertheless remain caught within 
the same paradigm. They operate with a strategy of pluralization rather 
than questioning those inventions at the core of the discussion. (Makoni 
& Pennycook, 2007: 22)

As I write this book, I recognize that this book’s discussion on TMLs 
reinforces the labeling and counting of named languages. This also means 
that this book and any other TML research participate in atomistic views 
of multilingualism and perpetuate the colonial invention of languages. I 
say this not only to show my awareness and respect for research high-
lighting the blurred boundaries of language, but also to express what in 
my view is the conundrum of TML research; that in order to spotlight 
the actual careers of TMLs, the labeling and counting of languages are 
unavoidable. That is, from a pragmatic perspective, if I want to study 
teachers who have taught Spanish and Italian, referring to the named 
languages of ‘Spanish’ and ‘Italian’ as separate entities is unavoidable. 
In addition, as a researcher and writer, retaining the labeling and count-
ing of named languages more authentically reflects the subject matter 
and aims of this book because the current state of TMLs in language 
education consists of separate languages. All of these involve, to a cer-
tain extent, the acknowledgement of languages as distinct entities. That 
certainly does not take away from what is also true – that the blurred 
boundaries between Spanish and Italian are part of the lived experience 
of teachers who have taught Spanish and Italian. I believe both perspec-
tives can coexist.

The limitations of historical and global comparisons

There can be a tendency to assume that the teaching of multiple lan-
guages is a new trend. This kind of ahistorical framing has occurred in 
many discussions around multilingualism, with some scholars emphasiz-
ing the ways that modern multilingualism is different from previous ver-
sions (Aronin & Singleton, 2008; Lo Bianco & Aronin, 2020) and other 
scholars reminding us that multilingualism has been integral in the past 
around the world, including ancient societies (Adams et  al., 2002), the 
Middle Ages and the Early Modern Age (Classen, 2013; Critten & Dut-
ton, 2021) and precolonial South Asia (Canagarajah & Liyanage, 2012).

In addition, there has been a tendency to assume that multilingual-
ism operates in the same way in any context. Pennycook and Makoni 
(2020: 102–103) described this as applying a ‘northern research gaze’ that 
causes ‘the exclusion and invisibility of research from the global South 
in applied linguistics’. This is particularly relevant when it comes to 
TML research because one cannot assume that the teaching of multiple 
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languages manifests in the same way in the Global South as it does else-
where. Pennycook and Makoni (2020) explained that:

Many students in the early years of schooling in different parts of the 
world (though particularly in the Global South) attend school without 
knowing they are ‘multilingual’. Being multilingual is something they dis-
cover at school through a radical process that alters their self- perception 
and identity when pedagogy forces them to discover languages as 
separate entities. […] The northern understanding of multilingualism as 
‘multiple monolingualisms’ insists on ideas such as a mother tongue or 
a medium of instruction so that ‘African languages, which have existed 
side by side for significant periods of time, complementing each other 
in multilingual symbiosis, are suddenly cast as competing for spaces’ 
(Banda, 2009, p. 2). The idea of ‘a language’ as an educational construct 
is also reflected in debates as to whether Caribbean Creole (CC) is a 
variety of English or a separate language. Nero (2006) cites examples 
of Jamaican speakers of CC who assumed they spoke English until they 
were assigned to ESL classes, thus challenging their sense of being native 
speakers of English. (Pennycook & Makoni, 2020: 52)

What this means for TML research is that the way the teaching of multiple 
languages is implemented in the Global South should not be expected to 
be the same as the way it has been institutionalized in the Global North, 
such as through certificates and degrees (see Table 2.2). Pennycook and 
Makoni (2020) proposed that what is needed is not simply the inclusion 
of the Global South within existing theoretical frameworks; rather, what 
is needed is ‘to change the predominant terms and assumptions, and to 
revisit principles upon which the new contexts are included’ (Mignolo, 
2018: 149, as cited in Pennycook & Makoni, 2020: 103).

One of the points that I want to make clear is that the teaching of 
multiple languages is not a new phenomenon; rather, what is new is a 
collective scholarly effort to study it within language teaching research 
or applied linguistics. After all, as long as there was a need to learn mul-
tiple languages for any reason, there may have been teachers who were 
able to teach multiple languages. There is documentation that suggests 
the existence of TMLs in some form in various historical eras and con-
texts around the world, such as a brief mention of teachers of Greek and 
Latin (Adams, 2004: 692; Biville, 2002: 86) and teachers of English and 
Russian in China in the 1960s (Cortazzi & Jin, 1996; Hu, 2002; Yang, 
1987). However, the problem with searching for historical examples of 
TMLs and using them to compare with more recent examples of TMLs 
is that conceptualizations of ‘language’, ‘language education’ and ‘teach-
ing’ have always been changing, as Makoni and Pennycook (2007) have 
shown in the way conceptualizations of languages have been ‘invented’. 
What may currently be considered to be the teaching of multiple 
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languages may have manifested in a completely different way in the past. 
Thus, my review of previous TML studies and my own research are 
limited to modern conceptualizations of ‘language’, ‘language education’ 
and ‘teaching’, with my earliest example of teaching multiple languages 
in the 1960s in China. That being said, further research is needed that 
surveys and clarifies the way conceptualizations of teaching multiple 
languages have transformed over time and in different contexts. For this 
book, though I have tried to address the many ways teaching multiple 
languages manifests across time and contexts, including examples from 
the Global South, the book mainly focuses on the current iteration of 
the teaching of multiple languages through examining the lives of three 
TMLs situated in the Global North.

The labeling of ‘native’ and ‘non-native’ speakers

In connection to concerns around the labeling of discrete languages, 
the use of the labels ‘native’ and ‘non-native’ to differentiate speakers 
has been shown to be problematic as well. The ‘native’ and ‘non-native’ 
speaker labels, often referred to as ‘the native nonnative speaker dichot-
omy’ or ‘the NS/NNS dichotomy’ (Faez, 2011) have been shown to be 
unhelpful and even inaccurate in several ways. First, scholars have shown 
that there is no clear definition for the concept of the ‘native speaker’ 
(Cook, 1999; Davies, 2003; Moussu & Llurda, 2008). Even then, it is 
common for native speakers to be assumed as the ideal language teachers, 
or what Phillipson (1992) called ‘the native speaker fallacy’.

Second, the NS/NNS dichotomy perpetuates systems of oppression 
and discrimination. Much of the research that has been done on this topic 
has been specifically in relation to English, that is, the status of non-native 
English speaker teachers (NNESTs) and native English speaker teachers 
(NESTs) in the field of English teaching (Llurda & Calvet-Terré, 2022; 
Rivers, 2018). This is likely due to the current status of English as the 
global lingua franca as well as the most frequently taught language. Fur-
thermore, the fact that NNSs of English exponentially outnumber NSs of 
English also contributes to the predominance of research questioning the 
role of native-speakerism in perpetuating oppression and discrimination 
in English teaching (Llurda & Calvet-Terré, 2022).

Studies show that NNESTs in the TESOL profession face discrimina-
tory hiring practices based on a bias for NESTs, or ‘native-speakerism’ 
(Clark & Paran, 2007; Flynn & Gulikers, 2001; Mahboob & Golden, 
2013; Mahboob et al., 2004; Medgyes, 1992; Selvi, 2010), and are treated 
as second-class citizens in the field of TESOL (Rajagopalan, 2005) and 
‘children of a lesser English’ (Mahboob et al., 2004). Internally, native-
speakerism can also lead to manifestations of NNEST anxieties, such as 
the ‘I-am-not-a-native-speaker syndrome’ (Suarez, 2000) and the impos-
ter syndrome (Bernat, 2008). Even upon securing a job position teaching 
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English, NNESTs are confronted with further assumptions about what 
types of English teaching they are probably most suitable for. As high-
lighted by Selvi (2014), it is not uncommon for NNESTs to be positioned 
as more suitable for teaching reading and grammar while NESTs are 
perceived to be more suited to teach speaking, listening and writing skills. 
Thus, native-speakerism disempowers NNESTs by limiting the potential 
identities available to them (Yazan, 2018b).

The prevalence of unjust challenges and inequities that NNESTs face 
in the TESOL profession has resulted in scholars calling for the recon-
ceptualization of the NS/NNS dichotomy. Redefining the conceptual 
understanding of the NS and NNS involves reframing the relationship 
between the NS and NNS. Yazan (2018b) cautioned against oversimplify-
ing NESTs and NNESTs as two distinct groups of people, emphasizing 
the need to recognize the complexities that such identities may entail. 
Selvi (2014: 584) made a similar point by claiming that one of the prevail-
ing myths is that ‘native speakers are from Venus, non-native speakers 
are from Mars’. While some NNEST research has focused on making the 
distinction between the skills NESTs and NNESTs have, arguing that 
NNESTs have assets in language teaching that NESTs lack (Medgyes, 
1992), Selvi (2014) suggested that NS/NNS studies are moving toward 
exploring translinguistic and transcultural identities. This could be a 
movement toward what some scholars call a ‘post-native era’ (Blair, 
2015; Houghton & Hashimoto, 2018), where language users are no lon-
ger framed under singular, overly simplistic notions of nativeness and 
rather are seen as beyond native (Blair, 2015). Essentially, the NS/NSS 
dichotomy has become unable to account for the complex, multi-faceted 
nature of learners’ and teachers’ diverse backgrounds (Faez, 2011).

Many scholars who feel strongly about reconceptualizing the NS/
NNS dichotomy have also introduced alternative terms for NS and NNS 
learners, such as ‘language expert’ (Rampton, 1990), ‘English-using 
fellowship’ (Kachru, 1992), ‘multicompetent speaker’ (Cook, 1999), 
‘competent language user’ (Lee, 2005), ‘new speaker’ (O’Rourke & Pujo-
lar, 2013), ‘L1, LX user’ (Dewaele, 2018) and ‘proficient multilinguals’ 
(Calafato, 2019). Alternative terms have also been introduced for the 
terms NEST and NNEST, such as ‘BEST (bilingual English-speaking 
teacher)’ (Jenkins, 2003), ‘transnational English teacher’ (Menard-
Warwick, 2008), ‘multilingual instructor’ (Kramsch & Zhang, 2018), 
‘MET (multilingual English teacher)’ (Kirkpatrick, 2010), ‘DEST (diverse 
English-speaking teacher)’ (Selvi, 2014) and ‘translingual English teacher’ 
(Motha et al., 2012).

One might look at the ever-lengthening list of alternative terms and 
wonder the purpose of these terms. What are scholars trying to achieve? 
Jain (2018) argued that these terms (i.e. NNEST and alternative terms) 
are connected to teacher identities, influencing language teachers’ self-
perceptions, language ownership, speaker legitimacy and professional 
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credibility. Multiple studies (Golombek & Jordan, 2005; Oxford & Jain, 
2010; Pavlenko, 2003; Reis, 2012) have shown that forming new concep-
tualizations of LTIs can affect NNESTs’ teaching practices. For example, 
Pavlenko (2003) demonstrated with pre-service teachers that by having 
discussions and readings about multicompetence, bilingualism and the 
NS/NSS dichotomy through an MA TESOL course, the new identity 
labels they had just learned (i.e. being a multicompetent speaker or a 
multilingual speaker) served to offer more positive self-perceptions than 
using the identity label of being a non-native speaker.

Beyond the TESOL profession, there remains much more research 
to be done with NS and NNS language teachers of languages other 
than English. Taking into consideration the specific nature of English in 
the greater landscape of foreign language teaching as the global lingua 
franca, one cannot assume that the experiences of NESTs and NNESTs 
represent the experiences of NS and NNS of languages other than Eng-
lish. In the Foreword to Houghton and Hashimoto’s (2018) edited vol-
ume on post-native-speakerism, Rivers (2018) called for an expansion in 
the framing of native-speakerism as a concern for all teachers, including 
those in other fields and of other languages beyond simply English teach-
ing. Houghton and Hashimoto’s (2018) edited volume included several 
chapters examining native-speakerism in Japanese language teaching 
(i.e. Bouchard, 2018; Hashimoto, 2018; Kadowaki, 2018; Nomura & 
Mochizuki, 2018; Nonaka, 2018). Llurda and Calvet-Terré (2022) have 
made a similar proposal, claiming that English language teaching ‘has 
monopolized most research on this topic’ and suggesting that one of 
future themes of research on native-speakerism should focus on NS and 
NNS teachers of languages other than English.

In accordance with the recent pivot toward investigating native-
speakerism in contexts beyond English language teaching, this book 
discusses NS and NNS teachers of English as well as Mandarin Chinese, 
German and Japanese. While I used the terms NEST and NNEST to 
specifically refer to teachers of English in the above discussion on native-
speakerism, the rest of the book uses the terms NS and NNS teachers in 
order to be inclusive of languages beyond English. Furthermore, as men-
tioned in Chapter 2, I use the terms ‘NS/NNS’ in this book with a critical 
awareness of the problematic issues their use perpetuates. In addition, I 
have chosen to use ‘NS/NNS’ for two reasons in particular. First, one of 
the constructs I aimed to examine was the experience and navigation of 
‘nativeness’ within the career of teaching multiple languages, since many 
TMLs have experienced both sides of the NS/NNS dichotomy still per-
petuated within the profession of language teaching. Therefore, one pur-
pose of using the terms ‘NS/NNS’ is to pinpoint the NS construct that can 
then be questioned through a TML lens. The second reason why I have 
chosen to use the terms ‘NS/NSS’ is to use terms that the participants 
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used themselves and/or were familiar with in order to facilitate ease of 
communication and make the discussion more precise.

Limitations in methodological design

Some of the difficulties in designing this study on TMLs was using a 
methodology that could account for teachers located in three different 
countries as well as exploring both the teachers’ past and present experi-
ences. In particular, in the earlier stages of planning the research design 
for this study, I had considered classroom observations as one of the 
possible data collection methods. Classroom observations would have 
provided more direct insight into TMLs’ approaches to teaching differ-
ent languages, particularly for those who were simultaneously teaching 
more than one language, as well as TMLs’ different classroom contexts. 
However, classroom observations were ultimately unfeasible because of 
the logistical and financial challenges of conducting classroom observa-
tions in three different countries. Thus, this study relied on retrospective 
methods that could be conducted by participants in different locations 
around the world (i.e. Taiwan, Japan and the US).

Ultimately, I have attempted to show that the choices I have made in 
this book are not without contentions and limitations; they are rooted 
in particular perspectives and ideologies with which not all agree. I hope 
that with my explicit discussion of these choices comes a better under-
standing of how this book is situated and why it is situated in this way.

Introduction to Narrative Chapters

Chapters  4 through 6 present the participants’ TML narratives  
re-storied (Creswell, 2008) from the interview transcripts, teaching 
philosophy and photo-narratives of their lived experiences as TMLs. 
Each chapter consists of three sections: (1) a descriptive timeline of each 
TML’s language teaching career trajectories (presented as stages); (2) a 
discussion of the participants’ LTIs, beliefs and emotions; and (3) a dis-
cussion of other aspects of being a TML. For the timeline of each TML’s 
language teaching career trajectories, two of the participants voluntarily 
used metaphors to describe the stages of their language teaching career, 
or ‘metaphors of living out the profession’ (Brandão, 2021). Finally, 
photographs from participants’ photo-elicitations are also integrated 
throughout each of the chapters.
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4

Ann’s Language Teaching Career Trajectory

Figure 4.1 presents an overview of the stages of Ann’s language teach-
ing career. The version of her career described in this chapter spanned 
from 2011 to 2019. The following sections explain in detail each stage of 
Ann’s teaching career.

Stage 1: ‘The budding stage’ (fall 2011–spring 2013)

Ann’s narrative of her teaching career began when she was admitted 
to an undergraduate English language teacher education (LTE) program 
at North University (pseudonym) in Taiwan in 2011. This LTE program 
has a history and reputation for specializing in the preparation of under-
graduate students to become elementary school English teachers in Tai-
wan. When Ann was in high school, ‘all [she] wanted was to be admitted 
to a good university’ so when she was admitted to North University, she 
was ‘super excited’ and her parents ‘were all excited for [her]’ (Inter-
view 1, 13 June 2019). Upon getting accepted into the LTE program, she 
‘knew [she] would be a teacher’ (Interview  1, 13 June 2019). Ann was 
admitted to North University through early admissions, thus giving her 
‘the advantage of several months before [she] actually started university’ 
(Interview 1, 13 June 2019). With her spare time, Ann decided to try and 
look for a tutoring job because ‘before that, [she] didn’t actually have any 
real teaching experience’ (Interview 1, 13 June 2019). She described her 
first tutoring job in the following excerpt:

Excerpt 1

So I got the advantage of several months before I actually get into the 
university, so I have a lot of time, and at that time I tried to look for some 
tutor jobs, but before that, I didn’t actually have any real teaching experi-
ence. So I found a student to teach, but not only English, because some-
times the students will ask me about other subjects, I also answered, but 
it wasn’t so professional and it was my first tutoring job and my tutoring 
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fee was so cheap and sometimes I just stayed there and accompanied her 
and if she had some questions she would ask me, that kind of tutoring. 
(Interview 1, 13 June 2019)

Ann did find a student to teach but the tutoring sessions did not focus 
exclusively on tutoring English ‘because sometimes the student will ask 
me about other subjects’ (Interview 1, 13 June 2019). Even though Ann 
felt that this ‘wasn’t so professional’, she still tried to answer the stu-
dent’s questions because it was ‘[her] first tutoring job and [her] tutoring 
fee was so cheap’ (Interview 1, 13 June 2019). Ann recalled that ‘some-
times [she] just stayed there and accompanied [the student] and if he had 
some questions, he would ask me’ (Interview 1, 13 June 2019). Ann con-
sidered her first tutoring job to be ‘that kind of tutoring’ (Interview 1, 13 

Figure 4.1 Stages of Ann’s career trajectory
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June 2019), implying a certain stigma toward the lack of professionalism 
that might be associated with individual tutoring sessions. Furthermore, 
there also seemed to be a lack of agency when Ann tolerated aspects of 
her first tutoring job that she did not necessarily feel comfortable with, 
such as teaching subjects other than English and sometimes simply keep-
ing the student company.

Overall, Ann viewed Stage  1 as a time in her career when she was 
still ‘accumulating experience’ (Interview  1, 13 June 2019). Once the 
undergraduate LTE program began, she started her freshman courses, 
which involved a mix of English-related survey courses (e.g. introduction 
to Western literature, introduction to linguistics, freshman academic 
writing) and general education courses (e.g. Chinese, math, education). 
Ann’s goal during her first year was ‘to get good grades in all [her] sub-
jects because [she] heard that if [she] got lower grades or failed, then 
[she] couldn’t enroll in the teacher education courses’ (Interview  1, 13 
June 2019). She continued working as a tutor and despite feeling a lack 
of professionalism, she mentioned that she ‘got fond of it’. Stage 1 ended 
after the first semester of her second year of the LTE program when she 
left Taiwan for one semester to study abroad in Shanghai.

Stage 2: ‘A small tree’ (spring 2013–fall 2014)

Stage 2 began during the second semester of her second year in the 
LTE program and ended once she had finished her third year in the LTE 
program. During this period, Ann spent the second semester of her sec-
ond year in the LTE program studying abroad in Shanghai. For Ann, this 
study abroad trip marked her first time living abroad for an extended 
period of time. When she returned to Taipei from Shanghai, she felt 
conflicted between her interest in becoming an elementary school teacher 
in Taiwan and her newfound desire to explore teaching opportunities 
abroad. However, Ann continued to work on her LTE coursework and 
stay involved in the department’s teaching English to speakers of other 
languages (TESOL-)oriented activities. In particular, Ann indicated that 
doing English storytelling at elementary schools was a ‘big moment’ 
(Interview 1, 13 June 2019) in her teaching career.

Excerpt 2

Our department always holds the English storytelling contest. So I won 
and then I went to the elementary school across from our university and 
I also performed in our university auditorium in front of a lot of elemen-
tary school students and they laughed. When they laughed I thought all 
of the practice was worth it. I’m a person who likes kids and I felt satis-
fied. Though it’s not directly related to my teaching job, but I mean it’s 
still related slightly because as a good teacher, when you teach kids, you 
should be a good storyteller. (Interview 1, 13 June 2019)
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This experience was important to Ann not only because she felt that she 
was successful at English storytelling but also because she was able to 
gain greater access to the people and places associated with being an ele-
mentary school teacher. Furthermore, she gained acclaim and approval 
not only from the students who enjoyed her storytelling but also from her 
department. It is important to note that this was an event officially orga-
nized and sanctioned by her own department. In winning the contest and 
doing well during her performances, Ann felt that she was on track to 
possibly being the ‘good teacher’ that she had been imagining, as judged 
not just by herself but others in her community.

Stage 2 ended at the end of her third year in the LTE program. Stage 2 
was a time when she began participating in both locally situated activi-
ties specifically related to becoming an elementary school English teacher 
in Taiwan as well as globally situated activities that introduced her to 
the idea of pursuing a teaching career abroad. At Stage  2, these two 
paths were not yet clearly differentiated; at this point, Ann had not yet 
described a divergence in her career pursuits. It was not until Stage 3 that 
Ann began to feel the need to choose one path over the other.

Stage 3: ‘Two stems tangled together’ (fall 2014–summer 2015)

Stage 3 began during the first semester of her fourth (and final) year 
in the undergraduate LTE program. During Stage 3, Ann began to seri-
ously consider what career path she would pursue in terms of becoming 
an elementary school English teacher in Taiwan or teaching Chinese to 
speakers of other languages (TCSOL) abroad. Stage 3 was a pivotal time 
for her and required her to make decisions that would influence what 
career opportunities would be available to her in the future. Ann was 
aware that if she wanted to become an elementary school English teacher 
in Taiwan, this was the time when she had to start preparing for the 
national teacher certification exam. However, she was also aware that 
if she wanted to teach Chinese abroad, this was the time when she had 
to start applying for graduate school in TCSOL. In trying to figure out 
which career path to prepare for, Ann described the dilemma she faced by 
characterizing Stage 3 as being ‘two stems tangled together’.

Before making any final decisions, she continued to pursue both pos-
sibilities. In terms of preparing to become an elementary school English 
teacher, Ann completed a three-week English as a foreign language (EFL) 
teaching practicum at an elementary school. Ann considered this another 
‘big moment’ in her teaching career because of its length (a full three weeks 
working in the same classroom) as well as the experience gained from the 
practicum. Ann described her experience in the following excerpt:

Excerpt 3

I was assigned to the first grade classroom and then we need to go to 
the classroom for three weeks and then we need to teach. Because three 



 Ann’s Narrative: Accessing Global Dreams as a TML 75

weeks is much longer than English camp stuff, that’s not so impressive 
compared to the three-week internship because you are really a teacher 
for them. At first, they are very scared to talk to you because they don’t 
know you but they will find that you’re very kind, because they are first 
graders and they are very innocent and scared of you at first and timid. 
And then they start to want to know things about you, and every break 
will swarm around your seat and want to talk to you during the three 
weeks. When I left, I felt really sad, but I know I can handle it, so I think 
that was a big moment, and it was during the beginning of senior year. 
(Interview 1, 13 June 2019)

From the excerpt, we can see that Ann completed the three-week EFL 
teaching practicum feeling that she was ‘really a teacher for them’. Fur-
thermore, she witnessed the transition from students feeling shy around 
her at first but later getting to know her as part of the classroom. Perhaps 
what really anchored the three-week practicum as a ‘big moment’ for 
Ann was the sadness she felt at the end of the practicum. Her positive 
experience with the three-week practicum likely made the dilemma of 
choosing between two different career paths more difficult. If she decided 
to become an elementary school English teacher, she would have had to 
start preparing for the national teacher certification exam and complete a 
half-year teaching practicum after finishing her LTE program.

Also, during her final year in the LTE program, Ann began simultane-
ously investing in a possible career in TCSOL by enrolling in a TCSOL 
certification program run by a cram school separate from her university. 
She spent weekday nights and weekends taking TCSOL courses and 
eventually obtained a TCSOL certificate. She decided to get a TCSOL 
certificate because she wanted to ‘acquire some knowledge about Chinese 
teaching’ and she was ‘thinking about applying for graduate school of 
teaching Chinese’ (Interview 1, 13 June 2019). Furthermore, the TCSOL 
certificate allowed her to teach Chinese part-time at a cram school. 
Eventually, she did submit applications to various graduate programs 
specializing in TCSOL. The ‘two stems’ of Ann’s teaching career eventu-
ally converged during her final year in the LTE program when she was 
admitted to a master’s (MA) degree program in TCSOL. It was at this 
time that she decided to dedicate her time and resources toward getting a 
master’s degree in TCSOL.

Ann made the decision to pursue a master’s degree in TCSOL because 
she wanted a career that would provide her with more opportunities 
working and traveling abroad. She explained:

Excerpt 4

For me, I just think I love teaching but it depends like, what I teach and 
the students. Here, I don’t have the chance to explore the outside world 
because I just stay in Taipei. So, I just think that maybe I should change 
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my job to become another teacher. Maybe I can teach Chinese because 
that can help me go abroad to different countries. (Interview 1, 13 June 
2019)

From the excerpt, one can see that Ann perceived teaching TCSOL as a 
way to gain access to a career abroad, a pathway that she believed would 
not be available to her if she stuck with teaching English to elementary 
school students. She explained that as a native speaker (NS) of Chinese, 
‘if you are a Chinese teacher, most of the teachers will go abroad to teach, 
and you are the symbol of your country’ (Interview  1, 13 June 2019). 
Despite making the clear decision to invest time and resources into pursu-
ing a master’s degree in TCSOL, this did not mean that Ann would never 
teach English again. In fact, Ann presented a very nuanced explanation 
of how she viewed herself as a teacher on a broader level:

Excerpt 5

It’s very complicated. Because I think teaching English is fun and teaching 
elementary school children, they are so cute. Like I think being a teacher, 
you need to inspire others, but I think the important phase to inspire oth-
ers is in elementary school… So that’s why I think if I can graduate from 
this master’s, and my dream is to go a lot of countries to teach, and after 
I get old, or even I got married, I will come back to Taiwan, so maybe I 
will go back to teach English. (Interview 1, 13 June 2019)

From this excerpt, we can see a certain level of flexibility when it came to 
Ann’s view of who she is as a teacher. Her career trajectory as a language 
teacher was very much tied to her life circumstances – to put it simply, 
if she wanted to travel, she should teach Chinese, and when she wanted 
to return to Taiwan, she could teach English. It seemed that the primary 
motivating factor for Ann to pursue degrees and teaching experience in 
both TESOL and TCSOL was to have the flexibility in her later life to 
continue language teaching (whether in English or Chinese) in any of the 
life circumstances she imagined for herself in the future (whether travel-
ing abroad, getting married or returning to Taiwan).

Stage 3 ended once Ann accepted her admissions offer to the graduate 
program in TCSOL and graduated from her undergraduate LTE pro-
gram with a bachelor’s degree in English instruction.

Stage 4: ‘Branching out to India’ (summer 2015)

Stage 4 took place during the summer vacation period after Ann had 
graduated from her undergraduate LTE program and before the first 
semester of her graduate program in September. During the summer, 
she participated in a volunteer program teaching Chinese as a second 
language (CSL) to children in India. While she had taught some Chinese 
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classes at a cram school after getting her TCSOL certificate, teaching 
CSL in India was the first time Ann had ever taught abroad. According 
to Ann, ‘though it was short compared to the other stages but [teach-
ing in India] had a big influence on [her] so that’s why it has its own 
stage’ (Interview 1, 13 June 2019). Ann said that ‘just the chance to go 
abroad was a big moment’ so ‘[she] felt very excited]’ and she chose India 
because she felt that ‘when you go to some new country, you’ll feel a 
totally different feeling’ (Interview 1, 13 June 2019).

Overall, she had a very positive experience teaching CSL in India. 
She ‘felt touched’ because the students ‘were very nice to [her]’ and ‘they 
studied so hard’ (Interview  1, 13 June 2019). One particular moment 
stood out in Ann’s memory:

Excerpt 6

So the most impressive thing was when I taught ‘ni hao’ (你好) to several 
classes. For the whole school, I’m their first Chinese teacher and I’m only 
one person so I cannot teach every class but the class I taught, when they 
saw me, they would use everything they learned in my class. And then 
the other students, they really want to know me because I’m a foreigner, 
so they learned from the other students, so at the end, the whole school 
learned how to say ‘ni hao’ (你好) in Chinese, like the whole school, I’m 
not exaggerating. So, I felt overwhelmed and I was so touched because 
they know I’m Chinese, my native language is Chinese, so during the 
break, they would say ‘ni hao, ni hao, ni hao’ (你好), like everyone, when 
I go anywhere. It was so touching. (Interview 1, 13 June 2019)

As her first experience teaching abroad, Ann’s positive experience teach-
ing ‘ni hao’ (你好 or ‘hello’ in Chinese) to children in India showed both 
similarities and differences to previous positive teaching-related experi-
ences she had, such as her performing English storytelling and teaching 
during her three-week practicum. Ann’s experience in India was similar 
to her previous experiences in that her recollection and evaluation of 
success was student centered; that is, when she described her positive 
experiences related to teaching, many of them were evaluated based on 
the reactions and behaviors of her students. One major difference in the 
way she described her teaching experience in India was the relevance of 
her role as a ‘foreigner’ and ‘NS of Chinese’ (Interview 1, 13 June 2019). 
When teaching in India, these identities were enhanced, and at least from 
Ann’s perspective, played a big role in why the students reacted positively 
to her teaching of ‘ni hao’ (你好). In particular, she described the Indian 
students as being aware that she was a foreigner and a NS of Chinese 
and that aspect of her presence at their school as being a novelty. Fur-
thermore, she even described her presence at the Indian school as ‘a very 
precious resource for a NS to teach them Chinese’ (Interview 1, 13 June 
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2019). After completing her volunteer program in India, she returned to 
Taiwan feeling an increased motivation to teach CSL, like ‘no matter 
how hard it’s going to be, [she] will learn and become a Chinese teacher’ 
(Interview 1, 13 June 2019).

Stage 4 ended with Ann feeling certain that she had chosen the right 
path in deciding to pursue TCSOL and preparing to start the first semes-
ter of her graduate program in TCSOL. She recalled that her experi-
ence in India ‘recharged [her], like 100% energy, ready to embrace any 
obstacles from graduate school’ (Interview 1, 13 June 2019). It was with 
this mindset that Ann started her graduate studies in TCSOL.

Stage 5: ‘Two trees: English teaching tree grows slowly, Chinese 
teaching tree grows rapidly’ (summer 2015–winter 2016)

Stage 5 took place mainly during her first year of graduate school in 
a TCSOL program. The title of Stage 5 continues to use the tree meta-
phor and conveys an acceleration in her ‘Chinese teaching tree’ and a 
stagnation in her ‘English teaching tree.’ In comparison to Stage  3 in 
which Ann’s two career trajectories were compared to ‘two stems tangled 
together’, now it seemed that Ann’s two career paths were more clearly 
differentiated and coexisted parallel to one another, rather than being 
tangled together. Ann explained that in Stage  5, her ‘main focus is on 
Chinese teaching’ (Interview 1, 13 June 2019). During this time, she took 
on a Chinese tutoring job. Furthermore, from her graduate coursework, 
she ‘learned some philosophy and teaching skills about Chinese teach-
ing, not English teaching’ (Interview 1, 13 June 2019). For example, she 
learned the importance of taking into consideration the linguistic dif-
ferences between learning English and learning Chinese when designing 
class activities.

Excerpt 7

When you teach students English, you may want to build up students’ 
phonemic awareness at the beginning, so after that they can differentiate 
the sounds. And, to help students memorize the vocabulary, some teach-
ers will play a very basic and common game: Hangman. I actually play it 
whenever I have two or three minutes left in my class. But, can you play 
it when teaching Chinese? No. And, just like what I mentioned above 
that for English learners, we will help them build phonemic awareness, 
but for Chinese learners, after they learn Pinyin system, and they know 
to mingle sound with Pinyin and can say it correctly, the next part is 
tone. So we might go through a lot of practice about differentiating the 
tones, which doesn’t even exist in English. So, my main teaching ways 
for English and Chinese are similar, but it is not exactly the same because 
they are two distinct language systems, so due to this, my goals in class 
change, and so do activities. (Teaching philosophy, 20 June 2019)
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In this excerpt, Ann showed that in having gone through formal 
coursework in teaching English and Chinese, she had a pedagogical 
awareness of how the linguistic differences between the two languages 
impacted the types of activities she designed for each class. More impor-
tantly, Excerpt 7 showed that for Ann, despite the fact that she described 
her English teaching as ‘growing slowly’, her acquisition of new pedagog-
ical knowledge, experience and skills in TCSOL was actively engaging 
with her previous knowledge, experience and skills in TESOL. Because 
Ann went into the graduate TCSOL program with an undergraduate 
background in EFL teaching, what she was learning about TCSOL 
through her coursework and teaching experience was being compared 
with and contextualized in her previous language teaching experience in 
TESOL. This was certainly not necessarily the case for the other gradu-
ate students in the TCSOL cohort studying alongside Ann. Excerpt 7 is 
a good example of Ann’s early development as a teacher of multiple lan-
guages (TML) instructor, as she was analyzing, comparing and coming 
to certain conclusions about what gaining the knowledge and experience 
of teaching multiple languages meant for her language teaching on a very 
practical level.

Stage 5 ended in the middle of the first semester of her second year in 
the graduate TCSOL program when she got a new job teaching EFL at 
a cram school.

Stage 6: ‘Growing both trees, the English teaching 
tree growing faster’ (winter 2016–summer 2018)

Stage  6 marked a major change during Ann’s graduate studies; 
namely, she was hired at a well-known cram school with a good salary 
and simultaneously taught EFL while continuing her graduate studies 
in TCSOL. This is why Ann described Stage 6 as ‘growing both trees’. 
Although this new job had nothing to do with TCSOL, Ann still consid-
ered this to be a major milestone in her teaching career. She described her 
motivation to get this teaching job in the following excerpt:

Excerpt 8

Because I want to make a lot of money, so I started to find some teaching 
jobs and then opportunities. I was admitted into one English cram school 
and they paid me very well. I could earn lots of money and it’s kind of 
a big cram school. Some of my classes, I have like 50 students in one 
classroom. I have my own microphone and my own teaching assistant 
who always helped me erase the blackboard. Now, my focus was shifting 
because due to money. (Interview 1, 13 June 2019)

For Ann, this was the most formal teaching position she had taken on 
so far in her teaching career. Ann pointed out several aspects of this 
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position that made her consider this job as a major upgrade from her 
previous teaching jobs, such as the size of the cram school, the size of the 
classes, how much she was getting paid and the equipment and resources 
provided to her. Despite the fact that it was not a TCSOL position, Ann 
did not view this teaching job as in conflict with or a digression from her 
pursuit of a TCSOL career.

In fact, Ann’s decision to seek a new EFL teaching job signaled, once 
again, a willingness to take advantage of opportunities and use both her 
TESOL and TCSOL experience and skills when needed. In this particular 
case, by taking on this new EFL teaching job, ‘[she] didn’t need to worry 
about [her] financial situation, and [she] knew [she] was accumulating 
English teaching experience too’ (Interview  1, 13 June 2019). Because 
Ann wanted to gain better financial security during her graduate studies, 
she tapped into her TESOL expertise, which she arguably had a more 
established foundation in considering her EFL teaching experience. Acti-
vating her TESOL expertise for this particular purpose was not in conflict 
with her greater pursuit of a career in TCSOL that would allow her to 
travel abroad; in fact, one might argue that her TESOL expertise helped 
her, financially, to complete her TCSOL studies. In this way, Ann’s TML 
career was characterized by a certain degree of mobility between TESOL 
and TCSOL, having the ability to easily traverse the two domains as well 
as occupy them comfortably. This was an ongoing relationship that Ann 
had built between her two career goals in language teaching and so far, it 
seemed that she had been able to navigate them to her benefit.

Stage 6 ended at the end of her third year in graduate school when 
she decided to participate in an internship program allowing her to teach 
Chinese at an American university for two semesters.

Stage 7: ‘Branching out to America’ (summer 2018–summer 2019)

Stage  7 began during Ann’s third year in graduate school when she 
was accepted as a participant for a government-sponsored international 
teacher exchange program called the Fulbright Foreign Language Teaching 
Assistant (FLTA) program (see Luo & Gao, 2017, for a study of teachers 
participating in this specific program). This internship program gave her 
the opportunity to be a teaching assistant for a Chinese language course 
at an American university for two semesters. Although this program was 
presented to Ann as an internship opportunity, Ann saw it differently:

Excerpt 9

So that is my internship, so I would say it’s a kind of job and it’s a lot 
heavier, and I am well paid so it’s like a formal job to me. It is like my 
first formal job, I would say, because the others are like Chinese tutoring, 
summer camp, the duration is very short, or some are intensive Chinese 
teaching, like two or three months, so this one is like my very first formal 
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job of Chinese teaching and then it’s in America and it’s very long, like 
two semesters, so 9 months or 10 months. (Interview 1, 13 June 2019)

Again, similar to Stage 6, Ann saw this as an upgrade in her career trajectory, 
in both the subject she was teaching (i.e. now she gets to teach CSL) and the 
sense of legitimacy and professionalism she gained from this job, specifi-
cally in regard to the length of teaching, how much she was being paid and 
the educational context of her teaching. However, Ann was unsuccessful 
in securing the internship right away. In fact, she was not accepted the first 
time she applied. When she asked the committee members why she had been 
rejected, they told her that it was mainly because she did not have enough 
of a ‘neutral, formal Chinese accent’ suitable for CSL. What the committee 
members were referring to was that Ann spoke Chinese with a Taiwanese 
Mandarin or Guoyu (國語) accent rather than a Putonghua (普通話) accent, 
which is ‘the standard variety of Chinese’ based on the Beijing dialect. 
Therefore, when she applied the second time, she adjusted her accent to fit 
the committee members’ preferences and was offered the position.

Stage 7 ended upon Ann completing the two semester-long internship 
program and returning to Taiwan to finish her graduate studies in TCSOL.

Epilogue: Possible future stages

Ann described several possibilities for future stages in her TML 
career trajectory. She categorized them into three goals: (1) graduate 
from her MA TCSOL program, (2) ‘learn something new’ and (3) ‘go 
abroad again’ (Interview 2, 27 July 2019).

First, Ann ‘need[ed] to make sure [she] can graduate this year, 
otherwise [she] can’t apply for any jobs abroad’ (Interview  2, 27 July 
2019). Second, Ann elaborated on the idea of learning something new by 
explaining that this was something she wanted to do after she had com-
pleted her master’s degree but before she went abroad for another teach-
ing job, or her ‘gap month’ as she called it (Interview 2, 27 July 2019).

Excerpt 10

Because I want to stay in Taiwan for a few months to accompany my 
friends and family. And meanwhile, I want to learn a lot of things I 
wanted to learn when I was little but I didn’t have money. (Interview 2, 
27 July 2019)

Specifically, Ann wanted to learn to play the piano, scuba dive, ice skate 
and paint. Ann explained that she ‘really wanted to learn a lot of things, 
but [she] just didn’t have time when [she] was little’ (Interview 2, 27 July 
2019). Furthermore, ‘[her] parents didn’t let [her] learn a lot of extra-
curriculars’ (Interview  2, 27 July 2019). These were all extracurricular 
activities that ‘[her] parents didn’t let [her] learn’. Finally, during her gap 
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month learning new extracurricular activities, Ann planned to apply for 
jobs abroad. Ann explained her specific plan in the following excerpt:

Excerpt 11

I’ve been to America and Asia so I have like four continents left. I want to 
find some good jobs to teach Chinese, first in Europe, because I haven’t 
visited Europe in my life. Second is South America, I haven’t visited 
South America. Third, is Australia, the same reason. Fourth, is Africa. 
After, if I have four jobs, in the four continents, I’m done and I can just 
go back to Taiwan, find a job teaching English or Chinese, live a very 
stable life, and maybe get married or something. After I explore the 
whole world, then I’m satisfied. (Interview 2, 27 July 2019)

Here, Ann clearly mapped out her plan to travel the world through teach-
ing CSL. It is notable that she was not simply envisioning traveling the 
world with money she would earn from teaching CSL; rather, she envi-
sioned traveling the world by getting TCSOL jobs abroad. In fact, Ann 
emphasized her utilitarian view of what motivates her to be a teacher:

Excerpt 12

Some people they want to teach because they want to spread knowledge and 
help poor kids. Those are very high-level dreams. Not like me, I just want to 
explore the world. I don’t have any holy reasons. (Interview 2, 27 July 2019)

Perhaps what is most interesting about Ann’s description of possible 
future stages in her teaching career is the sense of stoic pragmatism that 
characterizes her imagined future teaching career, which is in stark con-
trast to her more inspirational and emotion-based descriptions of her 
early teaching experiences in the beginning stages of her teaching career. 
Perhaps that is simply the difference between the nostalgic nature of rec-
ollecting past experiences and the practical nature of planning into the 
future. Another possible explanation is that it was only in the later stages 
of Ann’s teaching career that she realized the opportunities a career in 
TCSOL provided her, and thus those benefits of potentially giving her 
access to a globally mobile, cosmopolitan lifestyle of traveling the world 
were emphasized in her future career plans.

Ann’s Identities, Beliefs and Emotions as a TML

Language teacher identities as a TML

Language teacher as a cultural ambassador

While Ann considered teaching any language to be first and foremost 
‘a job’ to her, she also reflected on how she felt her role as an English 
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teacher was different from her role as a Chinese teacher. In fact, she had 
a much deeper personal connection to the latter. In the following excerpt, 
she described her views on being a Chinese teacher:

Excerpt 13

If you are a Chinese teacher, most of the teachers will go abroad to teach, 
and you are the symbol of your country so you cannot do anything bad 
and if you’re friendly and people like you, they will like your country as 
well. Yeah, it’s very important. I think it can be a tool for diplomacy. 
(Interview 2, 27 July 2019)

The idea of being a ‘symbol of your country’ and ‘a tool for diplo-
macy’ is, on the one hand, part of her perceived role as a Chinese teacher 
in the US, but also, on the other hand, part of how the FLTA program 
was framed. In that sense, it is possible that Ann’s conceptualization 
of herself as a cultural ambassador when teaching Chinese may have 
been partially influenced (directly or indirectly) by the expectations of 
her program, though there was no indication of this in Ann’s interview 
responses. Ann’s photo-narratives present examples of ways that ‘Chi-
nese culture’ were an important part of her Chinese teaching in the US.

Figures  4.2 and 4.3  in Ann’s photo-narratives provide a glimpse of 
how her identity as a cultural ambassador appears both within and 
outside of the classroom, formally and informally, in her daily life as 
a Chinese teacher in the US. For example, in Figure 4.2, six students in 
Ann’s Chinese class are shown holding up finished handwritten pieces 
of Chinese calligraphy of the word ‘chun’ (春) on square pieces of red 
paper. Ann chose this photograph for its focus on what she believed to 
be the most challenging skill in learning Chinese, which is writing. She 
explained that to help increase students’ motivation for writing Chinese 
characters and introduce students to Chinese culture, she designed an 
activity in class where students got to do Chinese calligraphy.

Figure 4.3 features another example of the way Ann’s identity as a 
cultural ambassador appears in her teaching. In Figure 4.3, Ann is tak-
ing a selfie with a student while holding up a gift from the student. Ann 
chose this picture as an example of witnessing her student not only learn 
Chinese but actually seeing how learning Chinese had influenced the 
student to take a proactive interest in Chinese culture. She described this 
particular student’s story in the following excerpt:

Excerpt 14

I took a selfie with a student. I’m holding a bookmark of a woman in 
traditional Chinese clothing. The student was learning Chinese and went 
to see a Chinese play in America. I think this was a big change for him 
because he started to have the interest to acquire the culture itself. He 
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Figure 4.2 Ann’s students doing Chinese calligraphy

Figure 4.3 A gift from Ann’s student
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only understood 10% of the play, but he still learned something, like how 
the ancient characters behave and talk and how they dressed. He didn’t 
understand what they said but at least he got something. He went to the 
show and he said he thought of me and got this as a gift. He said, ‘Oh 
when I see the people on stage, I think they are like you and I thought of 
you.’ He’s never attended Chinese play before but when he started learn-
ing Chinese, he paid for a ticket, even though he didn’t understand a lot 
of Chinese. (Interview 3, 12 August 2019)

Ann’s description of her student presents an interesting, reciprocal 
dynamic between perceptions of Ann as a cultural ambassador from 
both Ann and her student’s perspective. In this situation, Ann felt happy 
seeing that her student ‘started to have the interest to acquire the culture 
itself’ by going to see a Chinese play and her student expressed thinking 
of Ann when watching the play and even bought a gift for her. In this 
situation, Ann saw herself through her role as a Chinese teacher. More-
over, the student also reciprocated the idea that Ann played a role in 
his first experience going to a Chinese play through his buying a gift for 
her and his desire to retell his experience to her. In other words, Ann’s 
identity as a cultural ambassador through her job as a Chinese teacher 
was co-constructed through her interaction with this student. For Ann, it 
was not simply ‘I see myself as a cultural ambassador’, but there was also 
the external validation of ‘We also see you as a cultural ambassador’.

Finally, Figure 4.4 features an example of the way Ann’s identity as 
a cultural ambassador appears outside of her classroom teaching. Ann 
described the event in the following excerpt:

Excerpt 15

The department has a Chinese club and this is the biggest event of the 
year. For club events, we want to convey culture. For example, we have 
the Moon Festival event that was held by the club, and this one is the 
biggest one. It’s for Chinese New Year, and so there are more than a 
hundred students there. It’s a very big room, so I mean, I chose this photo 
because it’s a very big community. We bonded together because we are 
learning and discussing Chinese. This is our department chair holding 
the microphone, and she is introducing some Chinese stuff, like what we 
will eat and zodiac signs. We serve Chinese food, so they can eat, they 
can learn. And we have different grades who do different performances 
so they can also enjoy the performances. So it’s like a very interactive 
learning environment and a very interesting one. For the event, I help 
guide students because they are going to perform and I help them film the 
video. (Interview 3, 12 August 2019)

We can see that Ann’s role as a Chinese teacher at this US university 
extended beyond the classroom to participating in cultural events 
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organized by the department. From Ann’s description, there seems to be 
an active effort to provide students with an immersive experience of the 
Chinese New Year, including various ‘Chinese stuff’ like food, zodiac 
signs, performances and perhaps even Ann’s participation in the event 
as well.

In contrast to her identity of cultural ambassador as a Chinese 
teacher, Ann described being an English teacher quite differently:

Excerpt 16

I think being an English teacher, you are the key to open the world to 
children. Because people live in Taiwan, I think before I learned English, 
I didn’t know what the Western world would be like, even I don’t know 
some culture. They are not like us, so I think teaching English, you can 
also teach culture. (Interview 2, 27 July 2019)

While Ann viewed being a Chinese teacher as sharing her country and 
culture with the outside world, she viewed being an English teacher as 
the opposite – the outside world to Taiwanese children. The former is 
more like a cultural ambassador of one’s own country or culture, while 
the latter is more like a museum tour guide describing foreign countries 
or cultures. Furthermore, her language teacher identities (LTIs) connect 
her national and cultural identity with her self-perceived and socially 
assigned positions as both an English and a Chinese teacher. As a Chinese 
teacher, Ann felt her responsibilities went beyond just teaching to include 
appropriately representing a culture she felt an ownership and a duty to. 
In contrast, as an English teacher, her sense of responsibility and duty 
was with providing Taiwanese children access to a foreign culture as part 
of their foreign language education.

Figure 4.4 The department’s Chinese New Year event
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NS/NNS teacher identities

The native speaker/non-native speaker (NS/NNS) dichotomy dictated 
much of the way Ann thought about her relationship with the languages 
she taught. Like the other participants in this study, Ann was a particular 
type of TML who had done language teaching both from the perspective 
of a NS teacher and a NNS teacher. Her reflections from having been 
both a NS and NNS teacher show some consistencies with other TMLs 
from previous studies (Aslan, 2015; Blair, 2012; De Costa, 2015; Kim & 
Smith, 2019; Mutlu & Ortaçtepe, 2016), in which they found teaching as 
a NNS teacher easier than teaching as a NS teacher because it was easier 
for them to empathize with EFL learners’ difficulties.

Despite describing her NNS teaching experience as easier than her 
NS teaching experience, Ann still felt considerable ownership over her 
NS teaching experience. This may be surprising because Ann described 
teaching EFL as easier than teaching CSL and that when teaching CSL 
in the US, Ann was required to change her Chinese accent to match the 
China-based Putonghua accent. These experiences might lead one to 
think that Ann may have found teaching CSL frustrating and undesir-
able. However, the opposite was true. In fact, Ann found teaching CSL 
in the US to be a very gratifying and fulfilling experience. This sentiment 
is also echoed in her experience of teaching CSL in India. One probable 
explanation for why Ann found teaching CSL to be a rewarding experi-
ence is because of her ownership of the language as a NS teacher, a testa-
ment to the strength and resilience of the NS ideology. This is evident in 
the way she described her role as a Chinese teacher as ‘a symbol of your 
country’ and ‘a tool of diplomacy’ (Excerpt 13) as explained in the sec-
tion titled ‘Immersion in Teaching Contexts Abroad’. This shows that 
part of Ann’s LTI in teaching CSL was formed by combining a sense of 
nationalism and cultural duty with the NS ideology; in other words, she 
felt that as a NS of Chinese, she carried the responsibility to represent not 
only the Chinese language but also Taiwan as a country and culture in a 
positive and diplomatic light. The sense of fulfillment from achieving this 
goal through her CSL teaching is likely what left her feeling impassioned 
about continuing to teach CSL abroad in the future.

Language teacher beliefs as a TML

Teaching Chinese in the US vs. teaching English in Taiwan

One belief that Ann expressed was that teaching Chinese as a NS 
teacher in the US was more difficult than teaching English as a NNS 
teacher in Taiwan. Ann noticed that when she taught English, she might 
have had to ‘prepare for one hour or less than one hour’ but when it came 
to teaching Chinese, she might have had to ‘prepare for like three hours’ 
(Interview 2, 27 July 2019). Ann also explained that the extra time spent 



88 Teachers of Multiple Languages 

on lesson preparation was actually part of a much broader issue of hav-
ing to spend time explicitly learning Chinese grammar:

Excerpt 17

I think because when I teach Chinese, I have a lot of preparation work, 
but it doesn’t come from preparing this specific lesson. It comes from 
even when I got into my MA, I need to study Chinese grammar, so that’s 
a long, long process. (Interview 2, 27 July 2019)

One factor that influenced the time she spent on lesson preparation 
was the expectations of the local education context in which she was 
teaching English and Chinese. When teaching English at cram schools 
in Taiwan, she was able to explain English grammar using the students’ 
first language (L1; Chinese). However, when teaching Chinese at an 
American university, she was discouraged from using the students’ L1 
(English) to teach Chinese; Ann explained that she ‘would use Chinese to 
teach, even though the students don’t understand Chinese’ (Interview 2, 
27 July 2019). That meant that Ann had to incorporate other methods of 
helping her students understand her lessons, such as ‘visual aids, actions, 
and ways to get them to understand, just not using English’ (Interview 2, 
27 July 2019). In this way, the difficulties she associated with teaching 
Chinese in the US were in part related to her being a NS teacher (i.e. 
needing to explicitly learn Chinese grammar) while also related to the job 
expectations of the institution where she taught.

Approaches to teaching English and Chinese

Ann described the relationship between her approach to teaching 
English and teaching Chinese as using the same teaching method but 
with different activities. She explained that in teaching both English and 
Chinese, she used communicative and task-based methods; however, she 
would design different activities because the linguistic characteristics of 
English and Chinese are different from one another. For example, Ann 
described using the common spelling game ‘Hangman’ when teaching 
English. ‘Hangman’ requires students to guess a word that their teacher 
has chosen, letter by letter; each incorrect guess leads to a specific body 
part being ‘hanged’ and thus, too many incorrect guesses lead to a com-
plete man being hanged and the end of the game. Ann explained that 
although she commonly used this game in her English classes, she knew 
she could not use ‘Hangman’ in her Chinese classes because Chinese is an 
ideographic language, not an alphabetic one.

The benefits of having taught both English and Chinese

From a broader point of view, Ann believed that teaching both English 
and Chinese benefitted her as a teacher. Part of this comes from teaching 
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abroad in a completely new context and in a position that required more 
teaching hours from her. For instance, Ann learned general teaching 
skills from teaching Chinese in the US, such as ‘how to connect and com-
municate with students, how to be more familiar and close to them, and 
how to have good time management’ (Interview 2, 27 July 2019).

In addition, Ann discovered that having taught multiple languages 
made her a more ‘persuasive’ and ‘charismatic’ teacher:

Excerpt 18

When I teach English, a lot of students will ask me some dumb questions 
about ‘Why? Why is English like this?’ and I will use a lot of Chinese 
descriptions to explain it. So, I can be more persuasive because I will 
give them Chinese examples, like even in Chinese, we have this, this and 
this, and that means the same thing. Also, I want to mention that some 
students, I mean sometimes, if you experience more things, it will add 
points to your personality. Like, when they know you taught in a lot 
of countries, and when they want to know more about you, you have 
charisma. Sometimes, that’s more persuasive because you know, like, the 
culture in America, because when they want to learn English, they want 
to know what is happening in America right now, but if you haven’t been 
to the country, maybe they wouldn’t ask you a lot of things. So it adds 
points to your teaching. (Interview 2, 27 July 2019)

For Ann, knowledge and experience in teaching multiple languages 
contributed not only to her expertise in terms of being able to provide 
cross-linguistic comparisons for her students but also in becoming a more 
persuasive and charismatic teacher by being able to share her experiences 
teaching abroad and presenting herself as a kind of expert of a foreign 
culture. This can be seen as Ann’s perception and awareness that being a 
TML brings her cultural capital.

Language teacher emotions as a TML

Empathy as a NNS teacher

The ability to empathize with the learner’s perspective was also a 
major factor that differentiated Ann’s experience of teaching English 
from teaching Chinese. In the following excerpt, Ann described the tran-
sition from teaching English to teaching Chinese:

Excerpt 19

I think it was a big transition because I knew nothing about Chinese 
grammar so I needed to learn that grammar. Chinese is my native lan-
guage so sometimes I don’t understand why students can’t understand 
this, why students will make those mistakes. But when I was teaching 
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English, I totally understand that ‘oh, this grammar, when students learn 
this, they often make this kind of mistake’ because I’m also a learner. 
But when it comes to Chinese, it’s totally different because I was born to 
speak this language so I don’t even know why I don’t understand it. And 
some questions, I haven’t ever thought about it before. So sometimes, we 
need to figure it out and sometimes, that’s just the way we say it. Nobody 
knows the answer, there are no regular rules, so I think it’s harder to 
teach Chinese. (Interview 2, 27 July 2019)

For Ann, learning to teach Chinese was more difficult than learning to 
teach English because Ann had already experienced the process of learn-
ing English as an academic subject so when she taught, she was able to tap 
into her personal experience as an English learner to help inform her Eng-
lish teaching. However, for Chinese, she had only ever experienced the 
language from the perspective of a NS, and so she was not able to draw 
from her own experience as a learner and had to depend on pedagogical 
knowledge learned from coursework and teaching experiences. From 
this perspective, having the experience of being a language learner of the 
language she was teaching helped her more than being a NS. This echoes 
her previously mentioned opinion that teaching Chinese in America as a 
NS teacher was more difficult than teaching English in Taiwan as a NNS 
teacher (see the section titled ‘Language Teacher Beliefs as a TML’).

Ann was also able to empathize with student struggles when it came 
to a class assignment where students needed to perform a skit based on 
a Chinese folktale (see Figure 4.5). The students had a difficult time and 
Ann expressed her ability to empathize with their struggles:

Excerpt 20

They are resistant because they also need to memorize the script and per-
form it. Memorizing is hard. The activity was designed by a professor. 
I’m the one who helped them practice, so I can understand how they felt 
because they would whine ‘Oh gosh, how can I memorize those words!’ 
(Interview 3, 12 August 2019)

Positive emotions from students learning Chinese

One noticeable pattern in the way Ann talked about her experience 
teaching Chinese and English was a deeper emotional investment in her 
Chinese teaching. This was apparent in her descriptions of students 
from her Chinese class learning Chinese. It seemed that she was more 
likely to be happy, excited or impressed by her students in her Chinese 
class, as opposed to the students in her English class. For example, Ann 
described (in the section titled ‘Stage 4: “Branching Out to India”’) how 
‘overwhelmed’ and ‘touched’ she felt when her students in India greeted 
her by saying ‘hello’ in Chinese.
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Another example of Ann experiencing positive emotions from stu-
dents learning Chinese was previously mentioned in the section titled 
‘Language Teacher Identities as a TML’, in which one of her students 
went to watch a Chinese play and bought her a gift. Finally, Ann pro-
vided a screenshot of an email she received from a student in her Chinese 
class (see Figure 4.6). Ann described the email as something that keeps 
her motivated to be a language teacher.

All of these are examples of how Ann seemed to be more emotionally 
invested in her Chinese teaching than her English teaching. This may be 
tied to the way being a Chinese teacher links her teacher identity and her 
cultural identity as a Taiwanese person. Therefore, when her students 
successfully learned Chinese and Chinese culture, she experienced greater 
satisfaction and fulfillment.

Other Aspects of Being a TML from the DFG Framework

In addition to examining Ann’s identities, beliefs and emotions 
as a TML, there are other aspects of being a TML that can provide 
a more holistic picture of Ann’s experience of teaching multiple 
languages.

Figure 4.5 Ann’s students practicing for a skit
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The micro level of the DFG framework

At the micro level of the Douglas Fir Group (DFG) framework, one 
can observe connections between identities, beliefs and emotions and 
other foundational internal mechanisms involved in Ann’s process of 
becoming and being a TML.

Development of teacher knowledge

Ann’s development of teacher knowledge can be considered as the 
primary internal mechanism underlying the process of becoming a TML. 
The development of teacher knowledge was a longitudinal process that 
occurred over the different stages of her TML trajectory, from when 
she began her undergraduate English LTE program to her various Eng-
lish and Chinese teaching jobs to her graduate coursework in TCSOL. 

Figure 4.6 An email from Ann’s student
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Specifically, the development of teacher knowledge involved learning 
the differences between the multiple language systems she was teaching, 
understanding how those differences impacted her teaching and gaining 
a greater awareness for the origins of the different sources of her teacher 
knowledge.

Primarily, Ann’s teacher knowledge involved learning and comparing 
the different language systems and their respective teaching methodolo-
gies necessary for her to be able to teach multiple languages. In other 
words, Ann’s teacher knowledge as a TML required understanding how 
the differences between the linguistic systems of English and Chinese 
would impact her language teaching. For example, in Excerpt  7, Ann 
described learning to use the game ‘Hangman’ in her EFL teaching in 
order to help her beginning learners build phonemic awareness and 
expand their vocabulary. She found the game to be useful, especially 
when there was extra time to spare at the end of class. When Ann began 
teaching Chinese, she found that this game was not applicable because 
for Chinese learners, her priority with beginning learners was to learn 
the Pinyin system and learn to differentiate tones, which do not exist 
in English, as she remarked. This is an example of Ann expanding her 
teacher knowledge by understanding the linguistic differences between 
English and Chinese and how she had to adapt her teaching methods in 
accordance with those differences.

In addition to learning linguistic differences and their teaching 
implications, the development of Ann’s teacher knowledge also involved 
acquiring an awareness of the different sources of her teacher knowledge 
and how that impacted her teaching. For example, in Excerpt 17, Ann 
notes that learning to teach Chinese was a big transition from teaching 
English because, as a NS, she lacked explicit grammatical knowledge of 
Chinese. In fact, she found it easier to teach English because she was able 
to use her experience as an English learner to answer her students’ ques-
tions about English. This is an example of Ann gaining a more complex 
understanding of how her own experiences as a Chinese NS and an EFL 
learner led to different types of teacher knowledge and an awareness that 
particularly because she was a NS of Chinese, she needed to explicitly 
learn Chinese grammar from a pedagogical perspective in order to be a 
successful Chinese teacher.

Expansion of semiotic resources

In connection with the development of teacher knowledge, the neces-
sity of having to manage two different language systems as a TML also 
expanded the role and range of the semiotic resources Ann had to apply 
in her teaching, much of which she had to adapt depending on the local 
expectations of the specific teaching context she was in. First, Ann had to 
change the role of ‘English’ and ‘Chinese’ as linguistically-based semiotic 
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resources used in her teaching. Namely, when teaching EFL in Taiwan, 
‘English’ as a visual and auditory semiotic resource was treated as the 
target language of instruction while ‘Chinese’ was applied as the medium 
of instruction. The roles assigned to these two language systems as semi-
otic resources changed when Ann transitioned to teaching Chinese. One 
example of this is from Excerpt 20, in which Ann described that she had 
more preparation work to do when teaching Chinese at the American 
university than when she taught English or Chinese in Taiwan because 
the American university required her to use Chinese to teach Chinese, 
even at beginning levels. In order to do this successfully, she had to 
prepare bilingual (Chinese and English) visual aids to help her students 
understand her lessons. Thus, when teaching Chinese at the American 
university, she had to apply ‘Chinese’ as both the target language of 
instruction as well as the medium of instruction through teacher talk 
and visual aids, while ‘English’ was applied in a supportive role through 
visual aids. What this example shows is how the transition from teaching 
English to teaching Chinese required Ann to juggle and manage the roles 
that ‘English’ and ‘Chinese’ played in her teaching both as the target lan-
guage and the medium of instruction applied in verbal and visual forms.

Another example of this can be seen in Figure  4.7 in which Ann 
provided a photograph of a completely new type of CSL textbook and a 
new methodology for teaching Chinese used by the American university 
that she had not learned from her CSL graduate coursework in Taiwan. 
Specifically, in this case, the textbook began by introducing new Chinese 
vocabulary using the Romanized Pinyin system of writing and gradually 
transitioned to exposing beginning CSL students to Chinese characters. 
Again, in order to transition to using not only this bilingual textbook 
but also this new method of CSL teaching, Ann had to reassign the ways 
in which ‘English’ and ‘Chinese’ would be employed in her language 
teaching.

Lastly, semiotic resources also played a role in the wide range of ways 
that Ann experienced ‘language teaching’ and ‘language learning’ over 
the course of her TML career. These semiotic resources acted as cultural 
artifacts of language teaching that mediated what language teaching and 
learning looked and felt like as she was learning to become a language 
teacher. While some of these cultural artifacts appeared as physical 
objects, others were experienced as embodied experiences engaging 
with a more holistic sense of Ann’s TML self. For example, some of the 
artifactual experiences that stood out to her were English storytelling 
with children (Excerpt 2), hearing her students in India collectively say-
ing ‘ni hao’ (你好) to her (Excerpt  6), getting a teaching position that 
provided her with her own microphone, a teaching assistant and good 
pay (Excerpt 8), teaching students to do Chinese calligraphy (Figure 4.2), 
getting a souvenir from a student who went to his first Chinese play (Fig-
ure 4.3, Excerpt 14) and leading a Chinese New Year event (Figure 4.4, 
Excerpt 15). These are all examples of how the cultural artifacts tied to 
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language teaching and learning manifest as the semiotic resources that 
mediated Ann’s experience of teaching multiple languages across differ-
ent contexts.

The meso level of the DFG framework

The meso level of the DFG framework focuses on the ways in which 
Ann’s participation and membership in certain sociocultural institutions 
and communities shaped the internal mechanisms discussed at the micro 

Figure 4.7 The textbook used in Ann’s Chinese class
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level. In this respect, what was particularly salient for Ann was her ability 
to navigate various LTE programs as well as immerse herself in various 
communities in relation to the multiple languages she taught in order to 
achieve her language teaching career goals.

Navigating LTE programs of multiple languages

For Ann, participating in LTE programs provided her with the basic 
resources and training to develop teacher knowledge and apply various 
semiotic resources to multiple languages. Ann received formal LTE in 
Taiwan in both TESOL from her bachelor’s degree and TCSOL from her 
master’s degree, which meant that she received academic coursework in 
language teaching methodology, pedagogical theory and linguistics for 
both English and Chinese. For example, in Excerpt 17, Ann mentioned 
that acquiring this teacher knowledge through formal coursework was 
particularly important for teaching Chinese because she was a NS of 
Chinese and had never learned Chinese grammar from a second language 
pedagogical perspective prior to her graduate TCSOL coursework.

Navigating the different LTE systems meant that Ann had to consider 
which programs would provide the academic knowledge and credentials 
that would help her achieve her career goals. During her undergraduate 
EFL teacher education program, Ann completed various requirements 
that would have qualified her to become an elementary school English 
teacher, including a teaching practicum at an elementary school. How-
ever, when it eventually came time to take the national teacher certifi-
cation exams, Ann made the conscious decision to enroll in a master’s 
program in TCSOL instead. For Ann, this was not a decision to give up 
English teaching as she continued to teach English at cram schools even 
after entering the graduate TCSOL program. Rather, she decided to 
enroll in the graduate TCSOL program in order to gain the educational 
qualifications necessary to apply for Chinese teaching jobs abroad. Thus, 
the way Ann navigated which language education programs to invest 
time and money in may be considered a form of job-crafting (Haneda & 
Sherman, 2016), or conscious, informed decisions with her future career 
aspirations and opportunities in mind.

Immersion in teaching contexts abroad

In addition to navigating different LTE programs, Ann also took 
advantage of opportunities to travel abroad and do language teaching 
in other cultural contexts. She did this twice: once when going to India 
to teach Chinese over the summer before starting her graduate program 
and a second time when going to the US to teach Chinese at a university 
for a year. While the LTE programs that Ann attended provided her with 
explicit training, resources and academic credentials, these opportunities 
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to teach CSL abroad provided her with intensive field experience of 
teaching Chinese while fully immersed in a foreign language context. But 
beyond providing her with intensive teaching experiences, these opportu-
nities also enhanced her LTI.

When Ann taught CSL in India and the US, she remarked in both 
scenarios that she felt like a cultural ambassador or as she put it, ‘a 
symbol of your country’ and ‘a tool of diplomacy’ (Excerpt  13) as a 
CSL instructor. For her, teaching Chinese was an act of sharing a part 
of her own culture and native language to foreign learners. In contrast, 
when teaching EFL in Taiwan, she felt that she was sharing ‘the West-
ern world’ with Taiwanese children who may not be familiar with that 
culture (Excerpt 14). In this sense, her identity as an EFL instructor was 
more akin to being a tour guide rather than a cultural ambassador. For 
Ann, her experiences of teaching CSL abroad refined her awareness of 
these differences in her LTIs by being able to experience them not only in 
Taiwan but also in new, culturally immersive teaching contexts abroad.

While these were indeed enriching experiences for Ann’s develop-
ment as a TML, taking on the identity of a cultural ambassador of the 
Chinese language also meant that Ann had to conform to decisions in her 
CSL teaching shaped by greater sociopolitical ideologies outside of her 
immediate control. For example, in order for her to have the chance to 
teach CSL in the US, Ann applied through a program sponsored by the 
Taiwanese government. As described in Stage 7 of Ann’s language teach-
ing career trajectory, she was not accepted the first time she applied to the 
program. She later found out that she had been rejected because she did 
not speak with the ‘proper’ Chinese accent, which meant speaking with a 
Putonghua (普通話) accent based on the Beijing dialect. Essentially, this 
meant that Ann had to learn to speak Chinese with a completely differ-
ent accent affiliated with mainland China in order to successfully get the 
opportunity to teach abroad. Although it conflicted with her identity and 
everyday use of Chinese as a Taiwanese person, she managed to learn 
to speak Putonghua and passed the second time she applied. When she 
started teaching in the US, she also had to conform to teaching CSL using 
Putonghua, which she did not have to do when teaching CSL in Taiwan 
or India.

What this shows is that the sociopolitical ideologies that shape the 
communities and identities associated with the language of instruction 
also impact the expectations of what kind of teacher Ann should be and 
how she should teach. One might say that Ann had little teacher agency 
in this situation, that she was a puppet controlled by a China-centric 
view of Chinese learning. However, another way to view her situation 
was that she made the practical decisions that granted her access to the 
opportunities she wanted for her career, namely the opportunity to teach 
CSL in the US.
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The macro level of the DFG framework

The macro level of the DFG framework focuses on the ways in which 
large-scale, societal ideologies influence the micro and meso levels of 
Ann’s development as a TML. One of the main ideologies influencing 
Ann’s development as a TML is the NS/NNS dichotomy, which has been 
discussed in the sections titled ‘Language Teacher Identities as a TML’ 
and ‘Language Teacher Emotions as a TML’. In addition to the NS/NNS 
dichotomy, another ideology that was particularly salient for Ann was 
the concept of a global language market.

Tapping into the global language market

The other large-scale ideology that guided Ann’s experience of being 
a TML is the concept of a global language market (Park & Wee, 2012). 
According to Park and Wee (2012), the global language market is a neo-
liberal concept that frames language skills as a commodity with a negoti-
ated market value in the global job market. For example, the idea of a 
global language market is often what drives the belief that governments 
should implement English language education policies so its population 
will be equipped with proficient English skills in order to become more 
competitive and marketable for jobs around the world. For Ann, her 
situation did not completely fit the narrative of using English as a way of 
accessing jobs abroad.

While Ann certainly recognized English as ‘global’ when it came 
to culture and communication, she also saw English as ‘local’ when it 
came to her language teaching career as a Taiwanese teacher. Ann did 
not think it would be possible for her to teach English abroad and thus 
turned to teaching Chinese as her strategy for getting a teaching job 
abroad. In other words, Ann felt that her Chinese teaching skills as a 
native Chinese speaker had greater market value in the global language 
market than her English teaching skills as a non-native English speaker. 
However, Ann never abandoned English teaching; in fact, she perceived 
English teaching as a stable job option that she could continue to do after 
she finished traveling abroad and returned to Taiwan.

Ann’s primary goal in becoming a Chinese teacher was to be able to 
travel around the world through teaching Chinese in various countries. 
At the time of her interview, Ann had already been to the US and India 
through Chinese teaching opportunities and that was before she had 
officially completed her master’s degree. She expected that after complet-
ing her master’s degree, she would be able to travel to other parts of the 
world through Chinese teaching. Thus, even though Chinese was ‘local’ 
for Ann in the sense that Chinese is the primary language of Taiwan and 
also her mother tongue, Chinese teaching was also a ‘global’ pursuit for 
Ann in the sense that she felt that being a NS teacher of Chinese had 
greater market value than being a NNS of English in the global language 
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market. Her perception of Chinese teaching as global was also based 
on her awareness of the increasing influence of the People’s Republic of 
China impacting the increasing demand for Chinese learning both within 
Taiwan from visiting foreigners and beyond Taiwan. Ann sought to take 
advantage of the trend toward learning Chinese and her linguistic capital 
as a NS teacher of Chinese as her way of achieving her dream to travel 
around the world. Thus, Ann saw teaching Chinese and English as grant-
ing her the mobility and flexibility to move back and forth between life 
in Taiwan and life abroad.

It is important to note that while the increasing demand for Chinese 
learning provided Ann with an opportunity to expand her language 
teaching career abroad, there were also difficulties and challenges to 
pursuing a career in teaching Chinese abroad. At first, this might seem 
unexpected considering that Ann is a NS of Chinese; however, for Ann, it 
was actually more difficult for her to qualify as a Chinese teacher abroad 
than an English teacher in Taiwan. First, the educational qualifications 
to teach Chinese abroad were higher (i.e. a master’s degree) than those 
for teaching English in Taiwan (i.e. bachelor’s degree). Also, because 
Ann’s goal was to teach Chinese abroad (as opposed to teaching Chinese 
in Taiwan), being a NS of Taiwanese Chinese did not work entirely in 
her favor. In fact, in order for her to qualify to participate in the Tai-
wanese government’s program for Taiwanese teachers to teach Chinese 
in the US, Ann had to change the way she spoke Chinese and learn a new 
linguistic repertoire based on the Chinese used in the People’s Republic 
of China (i.e. reading and writing simplified Chinese characters, using 
Chinese vocabulary and sayings from the People’s Republic of China, 
speaking with a ‘Beijing accent’) in order to qualify to teach Chinese 
abroad. This is because when teaching Chinese in the US, she would be 
expected to teach the variety of Chinese used in the People’s Republic of 
China, not Taiwan. Yet, Ann did not seem to consider changing her own 
Chinese usage to be a major difficulty. In fact, Ann voiced greater frustra-
tion over what she described as a ‘plateau’ in her English proficiency or a 
feeling of not being able to improve no matter how hard she tried, even 
though this did not have an impact on her English teaching opportunities 
in Taiwan. Ultimately, while Ann did not figure out a way to move past 
her plateau in English, she was able to overcome the barriers to Chinese 
teaching abroad and continued to pursue her aspirations for global and 
local mobility.
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Megan’s Language Teaching Career Trajectory

Figure  5.1 presents an overview of the stages of Megan’s language 
teaching career. The version of her career described in this chapter 
spanned from 2006 to 2019. The following sections explain in detail each 
stage of Megan’s teaching career.

Stage 1: ‘Teaching before I knew what I was doing’ (2006–2009)

Megan began her teacher of multiple languages (TML) career trajec-
tory during the junior year of her undergraduate education pursuing a 
business degree at an international university in Germany. The reason why 
Megan was going to college in Germany in the first place had much to do 
with where she grew up. Megan had grown up in a small rural community 
in Northern California that she described as ‘one of the most economically 
depressed areas of California’ with ‘a lot of drug use there, especially meth’ 
(Interview 1, 16 June 2019). Megan had always had a passion for reading 
and found herself ‘reading about all these places where things were hap-
pening somewhere in the world’ (Interview 1, 16 June 2019). This led her 
to be ‘really into this idea of moving to another country or just getting out 
of [her] little community’ (Interview 1, 16 June 2019). When Megan was 
in high school, she befriended an exchange student from Germany in her 
French class and when she was 17, Megan ended up visiting Germany dur-
ing the summer. She ‘fell in love’ with Germany, applied to an international 
university in the German town she wanted to live in and relocated to Ger-
many to attend that university (Interview 1, 16 June 2019).

Although she was not enrolled in a teacher education program, she 
began teaching English as a foreign language (EFL) in Germany during 
college in order to make some extra money. She described her early mind-
set as an EFL teacher in this way:

Excerpt 1

So I have this skill, which is speaking English, that I was able to use to 
make some extra money. Tutor, teach. I didn’t really think much about 
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it. I was given like a real, quick training session at Berlitz, and I just fol-
lowed the guidelines in the book and I enjoyed it, but I wouldn’t say I 
ever thought very deeply about what I was doing, or why I was doing, or 
what the purpose of anything was. And then I came up with tricks and 
methods. I shouldn’t make it sound like you know, I’ve gained no skills. 
I totally did, but they weren’t rooted in any sort of researcher knowledge 
of pedagogy. (Interview 1, 16 June 2019)

In recollecting the beginnings of her teaching career, Megan described her 
teaching as lacking professionalism – as something she did not think too 
deeply about, disconnected from research and pedagogy, and primarily 
motivated by earning some extra money. Describing her early teaching 
experiences in this way not only shows what her early teaching experi-
ences were like, but also reveals ideologies she had adopted over time 
about what she expected from professionally trained teaching.

Megan proceeded to teach EFL in Germany for about three years 
until 2009 ‘because the 2008 recession occurred and I couldn’t find a job 
in the United States’ (Interview 1, 16 June 2019). Stage 1 ends with Megan 
having moved back to the US in 2009.

Stage 2: ‘Novice teaching during my masters’ (2009–2012)

Megan returned to the US and enrolled in a master’s (MA) degree 
program in teaching English to speakers of other languages (TESOL) at 
an American university. Initially, she decided to pursue an MA TESOL 
degree for practical reasons relating to her future job prospects:

Figure 5.1 Stages of Megan’s career trajectory
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Excerpt 2

I wouldn’t say I was someone who is very prepared for graduate school, 
or understood even what pedagogy is or what it means. I thought of the 
masters as more of a means to an end, which is to be qualified for better 
jobs. So, you know, where I was in Germany, I was able to work at some 
of these language schools with no qualifications, and I saw a lot of jobs 
are required qualifications, and I thought, well, you know, I could go get 
this masters, and then I could move anywhere in the world, and I’d be 
able to be able to teach officially as a real teacher. So that was my inten-
tion. It was more a means to an end. (Interview 1, 16 June 2019)

Megan saw the graduate degree as a way for her not only to be qualified 
for better jobs, but also to achieve a certain level of professionalism, or 
‘to teach officially as a real teacher’ as she put it. However, her actual 
experience of the graduate program provided her with more than just 
the right degree to secure the jobs she wanted. During her graduate pro-
gram, Megan took coursework on TESOL research and pedagogy as well 
as teaching English at an intensive English program on campus, which 
provided her with hands-on teacher training and mentorship from a com-
munity of teachers. In the following excerpt, Megan recalled memorable 
interactions with a mentor during her graduate studies:

Excerpt 3

I have a lot of memories of having an epiphany, of having learned 
something useful or having had an experience that stood out. So, I just 
remember during my internship and first semester as a teacher, I had the 
great fortune of being matched up with Sharon (pseudonym) and having 
pre- and post-teaching conversations with her, where I felt like I wasn’t 
just talking about future and about life. I was talking about perspec-
tives. Those conversations just helped me so much. There might have 
been something really, really small that we talked about that had a huge 
impact. Like, I remember the time Sharon told me, you know, if you put 
a bunch of, like a big chart on the board, or you have 20 questions on 
worksheet, you don’t have to talk about every single thing on the list. 
Just because they are numbered in the list doesn’t mean they all carried 
equal weight. You don’t have to treat them equally. And I remembered 
at the time thinking, ‘Oh, my God, of course, why did I think otherwise?’ 
Just because they’re taking an equal space on a piece of paper doesn’t 
mean they’re equally important. And so I suppose that’s what I learned 
to kind of pay more attention to, just to think more critically about 
the material. So I had some really great small moments like that one, 
little epiphanies, usually, through conversations with mentors and then 
resulted in a better outcome. (Interview 2, 22 July 2019)
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Although Megan went into the graduate program as a ‘means to an end’, 
the actual experience of the graduate program involved a process of 
development through teaching in the classroom as well as reflecting on 
her teaching with a mentor, Sharon. Stage 2 ends with Megan graduating 
from graduate school with a MA TESOL degree.

Stage 3: ‘New professional’ (2012–2015)

After graduating from the MA TESOL program, over a period of 
three years, Megan took on a series of English teaching jobs at five dif-
ferent universities in the US. She began with teaching English as a second 
language (ESL) but soon found the particular type of teaching required 
of ESL classes to be ‘weighing on her personally’ and ‘exhausting’ (Inter-
view 2, 22 July 2019). She explained the complex emotions she felt about 
teaching ESL in the following excerpt:

Excerpt 4

One is for my sanity, I just felt like in ESL, I found myself constantly 
repeating myself because students don’t necessarily understand, or 
they’re not listening actively… But I just found it bleeding over into my 
life, where I just felt like I repeated myself all the time, and I didn’t mean 
to and I felt like nobody listened to me. I felt like a broken record. It was 
just really… I don’t know, weighing on me personally. Just having to 
be so patient and that repetition of saying things over and over again. 
(Interview 2, 22 July 2019)

Megan’s frustration with having to repeat herself over and over again 
was also connected to her frustration with her students’ lack of internal 
motivation to learn English and her own feelings of hopelessness as an 
ESL teacher. She expressed these frustrations in the following excerpt:

Excerpt 5

And then at some point, it just feels like we’re all pretending here. I 
mean, what is your motivation for being here in the first place? I mean, 
I’ve talked to so many of those students that said, ‘Well, my parents like 
made me come here.’ You know, I can imagine learning Chinese and 
moving to China and sitting in a Chinese university like that must be 
so terrifying. I mean, so many of the students I’ve talked to are deeply 
depressed and they’ll just never know that. And I have it like, endless 
empathy for them. It’s just a hard job. It’s hard. It’s exhausting. (Inter-
view 2, 22 July 2019)

Because of her frustrations with teaching ESL, Megan eventually tran-
sitioned from teaching ESL to teaching first-year English composition 
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(FYC) courses. At first, she taught a mix of a few ESL classes and a few 
FYC courses, eventually only teaching the latter.

However, even in teaching FYC classes, she still expressed that she 
often felt like ‘[she] totally did not know what [she] was doing at all’ 
(Interview 2, 22 July 2019). Several factors influenced her feelings of self-
doubt and confusion. One factor was simply the lack of experience that 
Megan had at the time as a recent graduate entering the adjunct teaching 
job market, or as the title of this stage suggests, as a ‘new professional’. 
Despite having completed graduate TESOL coursework and receiving 
training and mentorship on classroom teaching, Megan still experienced 
a period of learning and adjustment when it came to navigating the job 
market and new administrative duties. In the following excerpt, Megan 
described some of the difficulties she faced:

Excerpt 6

I didn’t feel comfortable. Like, I walked into this job at University 
A (pseudonym) with the title of the class, that was all I was given. 
‘You’re teaching written composition one in the rhetoric and language 
department. Here’s a list of textbooks you could use if you want. 
Here’s a syllabus that somebody else made. Have a nice semester.’ 
And I just felt like how can I be expected to build an entire curricu-
lum, assignments, readings, etc., off of nothing? I was so used to being 
handed curriculums, and putting my own spin on a preexisting cur-
riculum and in a lot of places like University B (pseudonym), I was 
given a curriculum and I felt like I required a lot of hand-holding. 
There was a lot of me going to supervisors and asking, ‘How would 
you do this? How would you approach this? How should I do this? Is 
it okay if I do this?’. So there was a lot of me deferring to superiors at 
this point where I didn’t feel at all prepared to do much more than just 
teach their curriculums. And I would say that was a few years of that. 
(Interview 1, 16 June 2019)

In her first few years out of graduate school, Megan had a difficult 
time figuring out how to teach courses as an adjunct faculty member 
when she was given few instructions and guidance about what she 
should actually teach. Rather than seeing this as a lack of structure 
or organization within the administration, she directed her feelings of 
incompetency and confusion toward herself, doubting her knowledge 
and expertise.

Even though Megan seemed to have a difficult time navigating the 
chaotic waters of adjunct teaching, she was still very engaged in her 
career as an academic and language teacher; in fact, at one point, she was 
close to becoming the department chair at one of the universities where 
she taught:
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Excerpt 7

I came close to becoming the chair at University C (pseudonym), and if 
I had become the chair, I would have totally implemented, like a cur-
riculum across the levels in the classes, because otherwise, you know, 
if there’s no uniformity, I mean, how do you determine when, what’s 
supposed to be learned and how it’s going to be taught, etc. (Interview 1, 
16 June 2019)

Megan ended up not taking the position as chair because there were 
plans for the department to split and she felt she could not handle ‘all the 
intricacies’ of that kind of administrative change (Interview 1, 16 June 
2019). However, it is clear from this excerpt that Megan was trying to 
work through feeling lost and confused over new adjunct teaching posi-
tions and ready to take on leadership positions that may have provided 
her with the opportunity to improve the way course are structured and 
assigned to new instructors.

In fact, one of the primary reasons why Megan wanted to take on the 
position of department chair was because she felt ‘pigeonholed’ as a cer-
tain type of instructor and lacked the leadership and administrative expe-
rience to try other job markets. In the following excerpt, she explained 
her motivations for wanting to take on the role of department chair:

Excerpt 8

I feel like as a FYC instructor, I’ve pigeonholed myself where I’m only 
qualified to do exactly what I’m doing now, and I’ve looked at jobs in 
other industries, not teaching. I’m doing instructional design, working in 
training and tech, whatever, just looking, and there’s always like all these 
requirements are on leadership and management, etc. I mean, I just don’t 
have any experience in anything. I mean, I don’t particularly want to sell 
out and work in a tech company, but sometimes I just get so exhausted 
with what I’m doing. (Interview 1, 16 June 2019)

Considering Megan’s feelings of frustration and confusion at taking on 
adjunct classes without any ‘handholding’, she had certainly come a long 
way in just a few years. After having been a FYC instructor for three 
years, Megan felt constrained in the job opportunities available to her, 
especially because even several years after earning her graduate degree, 
she was still stuck with getting adjunct positions. This led her to feel 
‘pigeonholed’ and to start looking for jobs in other industries, such as the 
tech industry. However, during her job search, she discovered a further 
lack of qualifications in leadership and management experience as well 
as an internalized guilt of equating a job at a tech company as ‘selling 
out’ (Interview 1, 16 June 2019). Stage 3 ends with Megan having gained 
more teaching experience as an adjunct instructor of ESL and FYC, but 
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also keeping an eye out for other opportunities in academic leadership 
and/or other industries.

Stage 4: ‘I sort of know what I’m doing now’ (2015–2019)

By 2015, Megan had gained enough experience to feel more confident 
about her teaching. Her higher level of self-confidence came from having 
more experience with independently designing and teaching classes with-
out much instruction or guidance. Megan described her newly gained 
experience in this way:

Excerpt 9

I guess I, at this point, as of a couple of years ago, feel comfortable being 
told, ‘Here is the name of the class. Here’s kind of what we want you to 
do,’ and then I can walk away and feel confident that I can come up with 
a curriculum on my own. I can adapt a curriculum. I don’t need any help. 
I mean, I love collaborating. Don’t get me wrong, and I’m always happy 
to collaborate and learn, but I at least feel at this point like I’m able to 
put a course together and not go into a full panic and need tons and tons 
of support from supervisors or already made curriculums. (Interview 1, 
16 June 2019)

Megan described a type of teacher development based on versatility 
and resilience, specifically being able to not only adapt and create a 
curriculum from pre-existing materials or completely from scratch, but 
also do so on her own without help. She noted that while she was not 
averse to cooperating with colleagues, learning to work independently 
was certainly a survival skill she had to learn as an adjunct instructor. 
Furthermore, Megan was able to take these skills and apply them to 
teaching German.

During 2018, Megan taught a German class for the first time while 
simultaneously teaching FYC as an adjunct instructor. She taught Ger-
man for a German-based company located in Northern California. The 
class mainly served as an optional extracurricular course provided by the 
company for employees who wanted to learn German in order to com-
municate when traveling to Germany for work. Megan described the 
course in the following excerpt:

Excerpt 10

So I started teaching a German class for the first time a year ago. They 
kind of told me what they had in mind, and I felt pretty okay with mak-
ing that happen. Without pressing the panic button and thinking, ‘Oh, 
my God, how do I do this? Who do I talk to?’. You know, I was able to 
sort of independently plan… So, I teach, well, the class started a year 
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ago. They speak zero words of German. It was a group of people from a 
company based in Berlin. (Interview 1, 16 June 2019)

When preparing to teach this German class, Megan was very aware of the 
fact that the kind of class and the language learning goals of the students 
might be different from the English classes she had been teaching as an 
adjunct instructor. When teaching English composition courses, she was 
teaching English for academic purposes and part of a higher education 
academic institution. The courses were mostly required and part of a 
degree program. Megan’s German classes, however, were voluntary, 
non-academic courses focusing more on daily conversation language use 
and were not part of a larger degree program. Megan took these differ-
ences into consideration when deciding what teaching method to use 
when teaching her German class. In the following excerpt, she described 
her thought process in planning her German course:

Excerpt 11

So it’s a voluntary class, and they came in without a word. And so I 
kind of, you know, I asked several questions about what the goals were, 
what the objectives were, they’re looking for. And they, you know, they 
didn’t want it to be highly academic, and so I decided to use the natural 
method or the direct method of teaching. So on day one, it was a just a 
little introductory conversation in German, where we learn how to say 
‘What’s your name? My name is this. Where are you from? I’m from this 
place. Nice to meet you.’ And so, you know, the first day of class, they 
were asking and answering questions. I mean, a very limited number of 
questions, but were speaking German and I, you know, I really made the 
case for, why this isn’t a grammar translation class. We’re not going to 
be looking at verb charts and talking about the language. You’re going 
to be using the language. (Interview 1, 16 June 2019)

From the excerpt, Megan chose to use the natural method or the direct 
method to teach German because she felt it was most appropriate to help 
them achieve their learning goals. In turn, she avoided teaching based on 
grammar translation, such as ‘looking at verb charts and talking about 
the language’ (Interview 1, 16 June 2019). Her awareness of the students’ 
learning goals also impacted the type of coursework, assignments and 
activities she designed for this class. In the following excerpt, Megan 
described her rationale for the way she conducted an exam for her Ger-
man course:

Excerpt 12

We did an exam, which are written and oral exam, and I brought in a 
friend of mine from Germany who they had to speak to for ten minutes 



108 Teachers of Multiple Languages 

and just carry on a conversation. We made a joke that it was like a blind 
date for each of them with her. (Interview 1, 16 June 2019)

By the end of Stage  4, Megan was continuing to simultaneously teach 
FYC courses and the German class for the German-based company. In 
addition, she enrolled in a TESOL doctoral program.

At the time of the interview during mid-2019, Megan had become 
increasingly frustrated with being an adjunct instructor and a certain 
degree of disillusionment and hopelessness had already influenced her 
mindset about the current state of her career and the direction she wanted 
to take it. Megan’s frustration with being an adjunct instructor came 
from the lack of financial and job stability and the overall treatment of 
adjunct faculty by the departments she worked in. One way in which 
Megan described her experience as an adjunct instructor is through the 
metaphor of being ‘eggs in an egg carton’:

Excerpt 13

Adjuncts are like eggs in an egg carton like, we’re all there, but we’re all 
like separated in our own little compartment. Just, it’s very isolating. 
There’s no compensation for collaboration. I mean, we’re encouraged 
to collaborate, but nothing about the institution actually supports this. 
There’s no communal workspace, there’s no opportunities given to us 
to like to get together meet. There’s no money involved. (Interview 3, 29 
August 2019)

Megan recalled a specific example of collaborating with her colleagues 
to adapt educational technology and incorporate multimodal projects in 
her classes. While she found benefits to participating in these projects that 
helped improve her teaching, she also expressed that ‘[her] biggest issue 
with it is just the learning curve involved, and also the amount of time it 
takes, and not being compensated for that time’ (Interview 2, 22 July 2019).

In addition to feeling that she was not appropriately compensated for 
her time and effort as an adjunct instructor, Megan also felt ‘underval-
ued’ and ‘invisible’ as an adjunct instructor. She recalled an incident in 
which one of her colleagues left an adjunct position she had been teaching 
at for roughly seven years for a full-time position, and when her colleague 
left, ‘[she] didn’t even get a goodbye card or a, like a thank you, nothing. 
They were just sort of like bye, see ya, and her feelings were really hurt’ 
(Interview 2, 22 July 2019). This incident had a major impact on Megan 
and highlighted her feelings of being ‘invisible’ as an adjunct instructor:

Excerpt 14

It just sort of made me think about how, I don’t know, how underval-
ued adjuncts are, and how I’ll get emails about, you know, the full-time 
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professor of such and such whose mother passed away, and you know 
condolences, and you know money, memorial funds, and I remember 
thinking, like, God you know, if I died, I don’t think there would be any 
email that would go out. Like, I just feel like when you’re an adjunct, it’s 
made so clear that you don’t matter, that we come and go, and we just 
disappear and appear. There’s no kind of, I don’t know, commemora-
tion. (Interview 2, 22 July 2019)

The combined feelings of being undervalued financially and socially left 
Megan feeling ‘invisible’. It came as no surprise that at the time of the 
interview, Megan shared that she was considering an alternative career 
path to her current position as an adjunct instructor.

Epilogue: Possible future stages

Megan described a three-step plan for possible future stages in her 
career that she had been considering: (1) ‘going corporate’ or (2) moving 
back or staying out of teaching and (3) eventually going back to becom-
ing an adjunct (Interview 3, 29 August 2019). As mentioned in the previ-
ous section, the main reasons she had been considering an alternative 
plan for her career were the lack of proper compensation for her work 
and the lack of social recognition as part of an academic community. 
What Megan imagined for her future career was very much shaped by 
these factors:

Excerpt 15

I’m kind of at the moment looking at not teaching anymore, because of 
pretty much all the reasons I’ve told you already, about lack of compen-
sation, feeling like the egg in the egg carton, you know. So what I’ve been 
looking at doing is, so next chapter of my life is, I guess, going corporate 
is looking at being an instructional designer in a corporate setting. So, 
you know the instructional designer is? An instructional designer is a 
learning expert, who meets with a subject-matter expert, say, like, an 
engineer in a company, and helps them plan workshops and trainings 
for their employees. Very corporatey. So, I would like to do that for a 
few/couple years, and I could see myself moving around a bit, if I don’t 
feel like the place that I land in the right fit for me, if it’s too corporatey. 
(Interview 3, 29 August 2019)

Megan’s interest in changing jobs from an adjunct instructor in higher 
education to an instructional designer at a company stemmed from her 
positive experience teaching German for a large corporation. She saw 
‘going corporate’ as a way of finding the financial stability and social 
recognition that being an adjunct instructor lacked.
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It is notable that Megan felt that this was an option she had ‘resorted 
to’ because of the frustrations she felt as an adjunct instructor. In many 
ways, Megan wished she could continue her career in academia because 
being a teacher had become so intertwined with her identity. Megan 
shared a story about her friend who worked for a conservation organiza-
tion as a biologist. While her friend was passionate about her job, she 
had recently been diagnosed with breast cancer and found herself in a dif-
ficult financial situation. Because she didn’t earn much as a biologist, she 
considered going to nursing school to become a nurse, which would have 
provided her with a better salary. Her friend’s dilemma really resonated 
with Megan. Megan explained:

Excerpt 16

But what she’s struggling with, which so resonated with me, is the iden-
tity aspect of it, where she’s like, I could kind of pride myself on being an 
academic, of being a biologist and doing something that people go: ‘Oh, 
wow, that’s cool. Like, that’s such a neat thing that you do’. And to go 
from that to having a job where people are like: ‘Okay, cool, whatever’. 
There’s some like ego wrapped up in it, and I feel the same way, like, I 
want to be the person who gets to say, smugly, that I’m a teacher, and 
not the person who says, oh I work at Google, cuz fuck that person, 
right? I’m like, yeah, there’s so much of our egos and identity wrapped up 
in these professions, and it’s hard to say, I’m gonna give up this huge part 
of my identity that’s defined me for so many years, and I’m just doing 
something different. It’s hard, you know? (Interview 3, 29 August 2019)

For Megan, while ‘going corporate’ seemed to provide better financial 
compensation and social recognition, she recognized that it also meant a 
loss of her identity as an academic (as opposed to a corporate employee) 
that gave her a sense of worth, purpose and status. She recognized that 
the process of leaving that identity behind would be difficult but it 
seemed to be a sacrifice she was willing to make.

Megan’s plan of getting a corporate job was still tentative and many 
of her plans were still tenuous, ‘maybe, moving back into teaching, or 
staying out of teaching, depending on how this goes’ (Interview  3, 29 
August 2019). Furthermore, Megan was not sure whether or not she 
would continue teaching German. Although she described her overall 
experience of teaching German at the company as something she ‘really 
enjoyed’, ‘always walk[ing] out of there happier than when [she] walked 
in’, she was also concerned that her future corporate job might make it 
difficult to commute and maintain her part-time German teaching job 
(Interview  3, 29 August 2019). In such a scenario, she would need to 
make the practical decision of ending her German teaching position with 
the company. However, she still maintained that ‘eventually, when I’m 
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older, [she] would like to go back to doing what [she had been] doing 
now, once [she had] created more of a stable life for [herself] financially’ 
(Interview 3, 29 August 2019).

Megan’s Identities, Beliefs and Emotions as a TML

Megan generally viewed teaching English (both EFL and FYC) as a 
very different experience from teaching German. Most of the difference 
was attributed to the fact that she was a native speaker (NS) of English 
and a second language (L2) learner of German.

Language teacher identities as a TML

Megan’s language teacher identities (LTIs) were not necessarily spe-
cific to the languages she taught (i.e. English and German); instead, her 
LTIs were based on the perceived treatment and status she felt from the 
respective teaching positions she held in teaching English and German.

Being a part-time adjunct instructor

When teaching English, Megan had been employed as a part-time 
adjunct instructor teaching EFL and FYC at community colleges and 
universities. As part of the adjunct faculty, she felt that they were poorly 
compensated for the work expected of them, isolated from one another 
(Excerpt 13) and ‘invisible’ and ‘undervalued’ by the academic institutions 
they worked for (Interview 2, 22 July 2019). From Excerpt 14 in Megan’s 
TML career trajectory, she recalled a particular incident of receiving a 
department email notifying her that a full-time professor’s mother had 
passed away. Upon reading the email, she remembered thinking that as an 
adjunct instructor, if she passed away, no email would be sent to recognize 
her death. Simply put, she felt that she did not matter to the university.

Megan’s identity as an English teacher was strongly impacted by the 
specific position she held within the institutional hierarchy of academia. 
Despite her experience as an adjunct instructor seeming to have been 
mostly negative, Megan had continued to be actively engaged in being 
an adjunct academic. For example, she had been involved in academic 
conferences focused on providing adjunct faculty opportunities for pro-
fessional development and academic recognition.

Furthermore, Megan recalled being part of a FYC professional devel-
opment project (Figure  5.2). The team consisted of four people, two 
adjunct and two full-time instructors, and they had to create a new unit 
that fulfilled a new student learning outcome as mandated by the univer-
sity department. The new student learning outcome was to incorporate 
an aspect of oral communication into their FYC classes. The goal was for 
students to see the difference between spoken and written communica-
tion. As a team, they collaborated by meeting once every few weeks and 
contributing to a running Google document. At the end of the semester, 
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they presented their findings. Overall, Megan thought this was ‘a great 
professional development activity and also helped [them] innovate [their] 
classes to meet the new learning objective’ (Interview 2, 22 July 2019). 
However, she did have a few concerns. One concern was that she was not 
getting paid extra for doing this project. Another concern was that while 
she worked well with two members of the team, one member of the team 
did not contribute anything to the project and this team member was one 
of the full-time instructors. Megan was frustrated with that team member 
and felt that it was unfair. In a sense, these kinds of experiences not only 
helped her further develop her identity and expertise as an academic but 
also solidified an additional layer of her identity as an adjunct faculty 
who faced mistreatment and injustice.

Megan’s adjunct identity did not stop there. In fact, her own personal 
experiences and frustrations over the mistreatment of adjunct faculty led 
her to eventually be a champion for other adjunct faculty. Thus, she saw 
herself as someone who could enact change and resist the way adjuncts 
were treated. For example, Megan chose the photograph in Figure 5.3 to 
portray the mistreatment of adjunct instructors she noticed in academic 
institutions. The photograph depicts two of Megan’s colleagues, Katy 
and Cynthia (pseudonyms), who were fellow community college ESL 
teachers. Cynthia had already left her adjunct position for a full-time 
position at another community college. She had been an adjunct instruc-
tor for six or seven years at the community college and when she left, she 
did not get a goodbye card or a thank you from the department which 
hurt her feelings. Therefore, when Katy was about to leave her adjunct 

Figure 5.2 Collaborating with colleagues
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position for a PhD program, Megan decided to do something special for 
both colleagues to recognize and celebrate their contribution to the com-
munity college. Megan bought them gift cards and coffee mugs from the 
community college, as shown in the photograph. Megan described what 
motivated her to do this for her colleagues:

Excerpt 17 (extension of Excerpt 14)

I remember thinking, oh the same thing is gonna happen again, nobody’s 
gonna do anything for Katy. And it just sort of made me think about 
how, I don’t know, how undervalued adjuncts are, and how I’ll get 
emails about, you know, the full-time professor of such and such’s 
mother passed away, and you know condolences, and you know money, 
memorial funds. And I remember thinking, like, God you know, if I died, 
I don’t think there would be any email that would go out, like, I just feel 
like when you’re an adjunct, it’s made so clear that you don’t matter. 

Figure 5.3 Celebration with Megan’s colleagues
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That we come and go, and we just disappear and appear, there’s no kind 
of, I don’t know, commemoration. So, anyway, so, like, I roped in a few 
people, so we need to do like a something for Katy, and then why don’t 
we do something for Cynthia? We’ll get Cynthia to come to Katy’s like 
little goodbye, our final semester meeting, and that way we can honor 
Cynthia as well… And, I don’t know. I just like resisting this system of 
invisible adjuncts, and saying no, we matter, we exist. (Interview 2, 22 
July 2019)

Here, we see that Megan frames the small celebration with her co-work-
ers as a greater effort to fight back against the mistreatment of adjunct 
faculty or ‘resisting this system of invisible adjuncts’ (Excerpt 17).

Being a part-time teacher at a corporation

The feeling of being unappreciated as an adjunct instructor became 
even more pronounced when Megan began teaching German in a cor-
porate setting for a German company. Megan’s experience as a German 
instructor at a corporation was vastly different from that of an adjunct 
English instructor. While she also taught as a part-time instructor, she felt 
that her skills and teaching were valued at the German company because 
the purpose of the classes was to provide extracurricular language learn-
ing for company employees. Megan interpreted this as ‘employee reten-
tion’ in that ‘they don’t want people to leave so they provide these fun 
activities for [the employees]’ (Interview 2, 22 July 2019). Furthermore, 
even beyond simply working as ‘employee retention’, Megan also felt 
valued and appreciated in some of the small gestures that occurred in 
the workplace that did not necessarily have anything to do with her 
German teaching. For example, she remembered an incident when she 
showed up at work and found that the company had prepared a ‘Happy 
Birthday’ sign, a birthday balloon, flowers and cake (Figure 5.4). Megan 
was surprised that they remembered her birthday and had put effort into 
celebrating it because as an adjunct university instructor of English, her 
birthday had never been recognized by any department. In the following 
excerpt, Megan described how this incident made her feel:

Excerpt 18

I almost cried because I thought my birthday’s never ever been acknowl-
edged anywhere I’ve worked. Working as an adjunct especially, you know, 
I’m not gonna tell my students, oh it’s my birthday, and I always end up 
teaching on my birthday, you know unless it’s a weekend, because it’s 
right at the beginning of the semester. So, I don’t mention it, and, I don’t 
know, I’ve just never had it acknowledged at work, and because this is like 
a small community where I teach, it’s a small company, and we’ve built 
community, and I like them, they like me, that that they got about doing 
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something like this, like really meant something to me. It made me think 
about how, what it is people want out of work, their work life, and their 
work environment, and I guess on some level to me, I was like, oh, being 
acknowledged matters. Like, this didn’t really cost them, okay maybe 
they bought me some flowers and some cake and balloon and probably 
cost them 20 dollars or 30 dollars, but it wasn’t that. It was that I was 
acknowledged, that my existence was validated. That I was shown that 
I matter, and that happens so rarely in my other workplaces, especially, 
yeah, where I teach English like, no, my existence is never validated. 
(Interview 2, 22 July 2019)

Megan shared this incident because it represented the stark contrast 
between the way the German company treated her as a part-time German 

Figure 5.4 A birthday celebration for Megan
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teacher and the way many university academic departments treated her 
as an adjunct English instructor. For Megan, celebrating her birthday 
was symbolic for feeling acknowledged and validated; the fact that her 
birthday had never been celebrated as an adjunct English instructor made 
her feel that she did not matter in that workplace setting.

Overall, in both her LTIs as a teacher of English and German, neither 
identity was strongly based on the actual languages she was teaching. 
Instead, what most strongly impacted her teacher identity was the way 
she was treated overall as a teacher working and contributing to the 
workplace. What she wanted to be recognized for was not necessarily 
her teaching of English or German but her presence and contribution as 
a fellow colleague or employee.

Language teacher beliefs as a TML

Beliefs on language learning

Megan’s beliefs on language learning were centered around language 
as a tool for communication. For example, Megan believed that learning 
a language meant ‘reaching a point where you can communicate in the 
target language, that is, express yourself and understand others’ (Teach-
ing philosophy, 9 June 2019). Thus, she believed ‘the most motivating 
and quickest way to learn a practical amount of a language is through an 
emphasis on the direct, or natural method’ (Teaching philosophy, 9 June 
2019). This belief originated from her own language learning experiences 
with learning French through a tutor using the natural method and learn-
ing German through a romantic relationship. However, Megan did not 
think that the natural method was the only way to successfully learn a 
language. She recognized that ‘a combination of methods is needed for 
someone to fully learn enough of a language to claim an advanced level of 
fluency’ (Teaching philosophy, 9 June 2019). She traced this belief back 
to her experiences learning Arabic in Tunisia and the frustration she felt 
when an Arabic teacher only used Arabic with the students, even when 
the students were confused about a grammar point that could have been 
easily explained using English. Megan believed that ‘frustration is a nec-
essary part of learning, but too much of it can be demotivating’ (Teach-
ing philosophy, 9 June 2019).

Beliefs on language teaching

Megan attributed her beliefs on language teaching to the ‘best teach-
ing practices that [she] learned in graduate school for language learning’ 
(Teaching philosophy, 9 June 2019). Specifically, this included keeping 
classes student centered, decreasing the amount of teacher talk in favor 
of more student communication, structuring classes to move from the 
presentation of a skill to a more controlled practice to a fluency activity, 
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Figure 5.5 Using an alternative type of assessment

Figure 5.6 Megan’s students forming a bond
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integrating all skills, providing rationale for course content and adding 
some of her own humor and personal information. Figure 5.5 features 
one example of Megan using a non-traditional form of assessment in the 
German class she taught at the German company. The four people in 
the photograph were students who had just completed a Jeopardy game 
activity that Megan had designed in place of an exam. The content of the 
game was based on what they had learned in the past four months and 
the company paid for gift card prizes for the winner. For Megan, using a 
low-stakes competition like the Jeopardy game in place of a traditional 
exam was more motivating and fun for the students. Megan wanted to 
create ‘a fun, interactive way of testing their knowledge and motivating 
them, and getting them to interact with each other’ (Interview 2, 22 July 
2019).

Megan also believed in language teaching and learning as more than 
just about the language itself; she also considered enjoyment, community, 
relationships and even social justice as significant goals in her teaching. 
One might describe these as viewing the classroom as a (potentially) posi-
tive, transformative experience, for both the individual and the greater 
community. For example, in Figure 5.6, Megan is seen showing an activ-
ity she designed for her FYC class. For this activity, students formed book 
groups and were tasked with creating a podcast together determined by a 
key question based on the book they read. Megan thought the students in 

Figure 5.7 A strong sense of community
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this photograph in particular did a good job and described their success 
in the following way:

Excerpt 19

I just really appreciated their interactions and how they sort of formed 
a bond or a relationship and actually got their work done with all of 
their personalities coming into play. So, I like to do these sorts of group 
activities, and it always just sort of, shocks me, surprises me, endlessly 
interesting to me how good dynamics play out based on personalities. 
(Interview 2, 22 July 2019)

Figure 5.7 provides a similar example from Megan’s community col-
lege ESL class, in which the students were not only fellow classmates 
but they also became friends, even though everyone was from a different 
background. In other words, this class had built a strong sense of com-
munity. There were individuals from Tibet, Thailand, Peru, Mexico, 
Brazil, Germany and India. Megan had never had such a diverse class 
with so many countries represented.

Figure 5.8 shows what Megan considered to be ‘a positive learning 
atmosphere’, again going beyond simply learning a language to also 
enjoying the process of learning. The photograph features students 
from the German class she taught at a German company. Through this 

Figure 5.8 A positive learning atmosphere
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photograph, Megan wanted to show how much fun they had together 
while learning German. Her German students’ genuine enjoyment of 
her German class reminded her of how ‘a positive learning environment 
just makes the learning objectives more attainable, makes the time go by 
quickly, makes people want to come back, makes its it fun’ (Interview 2, 
22 July 2019).

Finally, Figure 5.9 shows perhaps the strongest example of Megan’s 
commitment to teaching as community-oriented and transformative. The 
photograph features a group of students from her FYC class. They were 
assigned to read a book and make a podcast based on the book (the same 
assignment as Figure 5.6). This group decided to read about the housing 
crisis in the US, and for their podcast, they wanted to interview a home-
less person who had been evicted. One of the students had been involved 
in a food recovery student group in which they handed out leftover food 
from the university cafeteria to the homeless. He invited the rest of the 
group to participate in a food recovery night, going to a neighborhood 
to hand out food. Although the rest of the group was nervous at first, 
they decided to go and were glad that they did so because it gave them 
a different perspective on homelessness. They were surprised to meet 
several homeless people who were very eloquent in answering their ques-
tions and also homeless people who, in their eyes, were just like them. 
Megan felt that the student involved with the food recovery group played 

Figure 5.9 The positive social impact of a writing class
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a major role in making her assignment a meaningful experience for the 
other students. She described how she viewed the potential impact of her 
writing assignments in this way:

Excerpt 20

The opportunity was created for him to share. I mean, we’re supposed 
to create writing opportunities that respond to social and ethical issues. 
And, so, I try to do as much of that as I can, where we talk about real 
issues that exist. I mean, I try not to get too controversial, like, I don’t 
do gun control, I don’t do abortion, but everything else is okay. I mean, 
I like to create nuanced opportunities. You talk about issues and create 
opportunities to chat about and write about those things. (Interview 2, 
22 July 2019)

In this example, Megan treated her writing class as more than simply 
about the mechanics of writing; she chose to emphasize the potential a 
writing class could have in creating a greater positive impact on society.

Language teacher emotions as a TML

Teaching as a NS and NNS teacher

In teaching both English and German, Megan experienced lan-
guage teaching from the perspective of both a NS teacher and a 
non-native speaker (NNS) teacher. Megan expressed feeling very dif-
ferent language teacher emotions in these two roles. Megan felt ‘[her] 
confidence in teaching English was just so much higher than German’ 
(Interview 1, 16 June 2019). This confidence had impacted her teaching 
because ‘[she] can feel if something’s right or wrong’ without having 
to do prior research on the topic or look it up after class. In contrast, 
when it came to teaching German, she described feeling ‘more ner-
vous’ and ‘terrified [she’d] be labeled a fraud’ (Teaching philosophy, 
9 June 2019). These negative emotions were particularly prominent in 
instances when she was afraid she would forget a word or when her 
grammar was incorrect. She specifically recalled an incident when a 
student asked her how to say the word ‘bicycle’ in German and she for-
got. She ‘was nervous’ and ‘panicked’ in that moment, but then looked 
up the word on her smartphone during class and answered the stu-
dent’s question. Although her students responded light-heartedly and 
laughed with her about forgetting the word ‘bicycle’ (Interview 1, 16 
June 2019), her overall fear of making mistakes and not being able to 
answer students’ questions still affected her German teaching career in 
that she felt ‘only comfortable teaching basic German’ (Teaching phi-
losophy, 9 June 2019). However, not all of her emotions from teaching 
German were negative. In fact, because she was able to overcome some 
of the difficulties of teaching German as a NNS, Megan mentioned 
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that she felt ‘a sense of accomplishment’ from being able to achieve 
something she did not know she could do (Interview 1, 16 June 2019).

Empathy with language learners

Megan’s experience of teaching multiple languages is also character-
ized by the differences in how much she could empathize with her stu-
dents, which was connected to her identity as a NS or NNS teacher. When 
teaching English as a NS, Megan had a more difficult time relating to stu-
dents’ experiences of learning English. She described that ‘because English 
is [her] native language, sometimes it’s hard to predict or even have any 
empathy for the difficulties’ (Interview 1, 16 June 2019). In addition, she 
noticed that as a NS teaching English, ‘[she was] slightly less perceptive of 
the students’ experience in the classroom’ (Teaching philosophy, 9 June 
2019). In contrast, Megan was more easily able to relate with her students 
when teaching German as a NNS. Megan noted that ‘because [she] started 
learning German as an adult, [she’s] more aware of what the experience 
is like to learn as an adult’ (Teaching philosophy, 9 June 2019). Further-
more, in addition to having more empathy for her students as L2 learners 
of German, Megan also expressed having ‘a lot more empathy for non-
native English speaker teachers’ as well. She felt a certain solidarity with 
NNS teachers of English after having taught German as a NNS.

The differences in Megan’s emotions and empathy for her students 
when teaching English and German impacted her respective approaches 
to language teaching. In particular, Megan pointed out that her emo-
tions and empathy impacted her teacher talk. When teaching English 
as a NS, because she felt that she had a more difficult time empathizing 
with students’ English learning experience, Megan explained that she 
was ‘less aware of how quickly [she] speak[s]’ or ‘whether [she’s] used a 
far too advanced expression or unknown vocabulary and/or grammatical 
expression to explain a simple concept to a frustrated lower level student’ 
(Teaching philosophy, 9 June 2019). In contrast, when teaching German, 
Megan was ‘much more careful about how [she] expressed [herself]’ by 
‘speaking less and more simply’ (Teaching philosophy, 9 June 2019). 
For example, she described that ‘in English, [she] might know eight 
synonyms for a word’ but ‘in German, [she] might know one or zero’ 
(Teaching philosophy, 9 June 2019). One strategy she relied on to help 
her with teacher talk when teaching German was that ‘[she’d] express 
[herself] the same way every time in German, mostly because [she didn’t] 
know other ways or [she had] found a way that has been successful for 
[her] in the past’ (Teaching philosophy, 9 June 2019).

Furthermore, Megan observed that when teaching German, she 
was ‘less attached to meaning and more attached to accuracy’, while 
when teaching English, she ‘rarely [thought] about accuracy as it was 
[her] native language’ (Teaching philosophy, 9 June 2019). Lastly, when 
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teaching German, Megan felt like ‘a lot less of an expert’. So, after having 
taught German for a while, she ‘felt more comfortable not being in com-
plete control of the content’ and ‘admitting [her] mistakes’ (Interview 1, 
16 June 2019). Learning to be ‘more okay with making mistakes’ was a 
lesson that Megan learned from teaching German but she was also able 
to apply it more broadly to teaching English as well.

Finally, Megan also discussed having a kind of empathy that was not 
necessarily specific to language learning or being a NS/NNS. This empa-
thy was the ability to see the humanity in her students and address their 
issues with kindness, compassion and understanding. She referred to these 
moments as her putting on her psychologist hat. Megan pointed to one stu-
dent in particular, who she felt she had a positive impact on as his teacher. 
The student, named Jay (pseudonym), was taking Megan’s FYC class, 
which is typical for a NS of English. In the first semester of this course, 
Megan had failed multiple students for plagiarizing their essays through 
paying other people to write them. Megan saw that Jay had worked very 
hard that semester on his essays, trying to make improvements in incorpo-
rating academic writing skills from one draft to the next, even though he 
still had difficulties with using English. However, at the end of the semester, 
he did not submit his final paper. Megan emailed him and asked to talk to 
him during her office hours. This is how Megan described their interaction:

Excerpt 21

He came to my office hours and then just started bawling, crying. And 
I shut the door, got him some tissues, and said, ‘Don’t be embarrassed, 
you can cry. Don’t worry. I won’t tell anyone about this or, ask any 
questions just when you feel ready to talk’. And then he started telling 
me just how overwhelmed he is. He’s a computer science major, he’s in 
over his head. His family is not that wealthy. I mean they’re obviously 
somewhat wealthy. But he just felt like he was failing them, and he felt 
like, he embarrassed himself in my course because he hadn’t turned in the 
essay, and he failed me and just a lot of emotions, especially in regards to 
how he’s seen by other people. (Interview 2, 22 July 2019)

At this time, Megan ‘put on [her] psychologist hat and asked him ques-
tions’, trying to help him sort through his emotions.

Excerpt 22

So, I was just asking questions and kind of coming around to like, ‘Did 
you want to know what I think of you? Do you want to know about your 
writing?’ you know, and of course, I told him, ‘I don’t think any of us think 
badly of you, and I actually have a lot of empathy for you, and I think 
you’re a great writer’. And then he just started crying his eyes out when I 
told him he was a great writer. And I was like, ‘I’m just telling the truth’. 
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And I said, ‘You know, I’m going to work with you on this, and we’ll find 
it. We’ll make an alternative deadline for your paper. I want you to tell me 
what you think the deadline should be’. (Interview 2, 22 July 2019)

Jay finished his final paper and Megan gave him an A in the class, even 
though Jay thought that he didn’t deserve it. But Megan emphasized that 
she felt he deserved the A because he truly understood the purpose of the 
course.

A year later, Jay visited Megan and gave her a gift, the unicorn silk 
scarf shown in Figure 5.10. Even though Megan said that she would never 
wear the scarf, it reminded her of what motivates her to be a teacher. She 
described it in the following way:

Excerpt 23

I think that’s why I like being a teacher because I come across students 
like Jay. And I have the opportunity to maybe offer them a little bit, 

Figure 5.10 A gift from Megan’s student
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some sort of wisdom about writing or maybe even life, and that they can 
move forward with and have a positive impact on their lives. And in this 
case, he gave me a present which I, you know, will always keep in the 
shelf. Again, I will never wear it. But being able to make a difference for 
students is motivating. (Interview 2, 22 July 2019)

Mistreatment as adjunct faculty

Lastly, Megan also experienced strong emotions in relation to feeling 
frustration and disillusionment over the mistreatment of adjunct faculty. 
Because she had taught at multiple higher education institutions for 
nearly 10 years as an adjunct English instructor, Megan strongly identi-
fied with the challenges that come with being an adjunct instructor. She 
described her experience of being an adjunct instructor as being ‘eggs in 
an egg carton’ where adjunct instructors were present at the university 
but were isolated from each other with no sense of community or col-
laboration (Excerpt 13). One might describe her as experiencing ‘teacher 
burnout’, although Megan did not use this term herself. She became 
increasingly disillusioned with her ability to continue pursuing a career 
in TESOL in the US because of factors such as job stability in terms of 
opportunities for acquiring a full-time job position, the heavy workload 
coupled with low compensation, and feeling invisible and unacknowl-
edged as an adjunct instructor.

Other Aspects of Being a TML from the DFG Framework

The micro level of the DFG framework

At the micro level of the DFG framework, one can observe connec-
tions between identities, beliefs and emotions and other foundational 
internal mechanisms involved in Megan’s process of becoming and being 
a TML.

Development of teacher knowledge

One of the important internal mechanisms that impacted Megan’s 
experience of teaching English and German was managing the linguistic 
differences and similarities between the two languages. Like Ann, teacher 
knowledge in this respect involved her own language proficiency in the 
languages she taught. However, her situation was different from Ann’s in 
that Megan started out her language teaching career teaching her native 
language, English, and then transitioned to teaching a foreign language, 
German. Thus, unlike Ann, language proficiency was not an immediate 
concern to her until later in her career when she started teaching German. 
Even then, Megan’s understanding of the linguistic differences between 
English and German did not seem to have as much of an impact as Ann’s 
understanding of the linguistic differences between English and Chinese 
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had on their respective teaching practices. In other words, Megan felt that 
she was able to use similar general teaching methods when teaching both 
English and German, though the specific curriculum and lesson activities 
she used differed based on the class context. Thus, while Ann felt that she 
had to acquire new teacher knowledge to transition from teaching EFL 
to Chinese as a second language (CSL), hence getting a master’s degree in 
teaching Chinese to speakers of other languages (TCSOL), Megan tran-
sitioned from teaching ESL to German without feeling the need to take 
additional LTE coursework in teaching German. This might be because 
of the greater linguistic similarities between English and German as well 
as the different job qualification requirements that Megan and Ann faced, 
which are explained in more detail in the following ‘Meso Level’ section.

While Ann described developing strategies for adjusting her EFL teach-
ing to CSL teaching, Megan described developing strategies for monitoring 
her use of German in the classroom when teaching German at a level com-
fortable for her proficiency level. For example, she controlled the vocabu-
lary she used during teacher talk when teaching German by using the 
same words to express herself in German every time, whereas in teaching 
English, she could more freely use different ways of expressing the same 
thought. However, even in applying such strategies, she did experience 
moments in the classroom when she was not able to answer a student’s 
question. She recalled a time when she forgot the German word for ‘bicy-
cle’ and had to look it up on her smartphone. Despite wanting to exercise 
greater control of her German teacher talk, in reflecting on her experience 
of teaching German for roughly two years, Megan felt that over time she 
did learn to let go of feeling the need to be a complete expert in German. 
Thus, for Megan, the development of teacher knowledge involved not 
only learning how to manage the differences in her English and German 
language proficiency and how that would affect her teaching, but also 
learning to accept those differences and not let them hinder her teaching.

Expansion of semiotic resources

While many of the semiotic resources mentioned in Ann’s narratives 
were related to the linguistic differences between English and Chinese, 
the semiotic resources relevant to Megan’s narratives were not as lan-
guage specific. Rather, one of the main semiotic resources Megan men-
tioned in both her ESL, FYC and German teaching was the integration of 
technology into her teaching. For example, this is evident in Megan’s use 
of a podcasting assignment in her FYC class (Figures 5.6 and 5.9) and the 
use of a digital Jeopardy game as an alternative assessment method for 
her German class (Figure 5.5). Symbolically, Megan used the photograph 
in Figure 5.11 to represent her relationship with technology in language 
teaching. The photograph features Megan’s car, which is a ‘hybrid’, or 
a car that is powered by both gasoline and electricity. For Megan, this 
photograph was an abstract representation of having to adapt to new 
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educational technology such as teaching hybrid classes, flipped learn-
ing and asynchronous classes. She also had to learn how to incorporate 
multimodal projects in her classes, such as assignments that involved 
podcasting or websites.

Interestingly, the need to keep up with the latest educational technol-
ogy and work with colleagues to integrate them into her curriculum was 
a source of both frustration and fulfillment. Particularly when teaching 
FYC, Megan felt frustrated because she found herself spending too much 
unpaid time doing extra tasks such as setting her required online learn-
ing platform site and having meetings with colleagues on incorporating 
a digital multimodal project into their curriculum (Figure 5.2). However, 
Megan also thought that, in general, having to keep up with these new 
technology-based forms of teaching led to positive changes in her classes, 
such as creating dynamic and motivating assignments (Figures  5.6 and 
5.9) as well as creating alternative assessment methods more suitable for 
teaching less academically oriented language classes, as with teaching 
German (Figure 5.5).

At the time of the interview, Megan stated that she felt disillusioned 
with language teaching in higher education institutions and expressed an 

Figure 5.11 Megan’s relationship with using technology in language teaching
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interest in finding an education-based job in the corporate sector. Spe-
cifically, she was seeking opportunities in ‘instructional design’, which 
involved designing both digital and non-digital instructional materi-
als for companies. Thus, ‘technology’ can be seen as a broad semiotic 
resource mediating the development of Megan’s teacher knowledge as 
both a teaching methodology and a teacher skillset. In other words, 
‘technology’ played an important role in influencing how Megan’s lan-
guage teaching manifested (e.g. on digital platforms and websites), what 
language teaching consisted of (e.g. podcasting, alternative assessment 
methods) and what language teaching career opportunities Megan fore-
saw as possibilities in her future.

The meso level of the DFG framework

The meso level of the DFG framework focuses on the ways in which 
Megan’s participation and membership in certain sociocultural institu-
tions and communities shaped the internal mechanisms discussed at the 
micro level. While Ann went through undergraduate and graduate LTE 
programs and taught in multiple foreign language contexts, Megan only 
went through a master’s program in TESOL and taught mainly in the US. 
Neither of these social contexts seemed to be salient factors in her narra-
tives. Instead, the kinds of sociocultural institutions and communities that 
Megan highlighted dealt with different instructional positions within higher 
education and then transitioning beyond higher education. For Megan, this 
shift in moving from teaching within higher education to the corporate sec-
tor paralleled the shift from teaching English to teaching German.

Teaching within higher education

Megan spent over 10 years teaching English as an adjunct instruc-
tor in higher education. During this time, she gradually shifted from 
teaching ESL to FYC because she found that some of her habits and 
mannerisms in communicating with ESL learners, such as simplify-
ing her language or repeating teacher talk, affected her personal life 
and caused her frustration (Excerpt  4). When teaching FYC, most 
of her students were NSs of English so she could communicate with 
them ‘naturally’ and focus her efforts on teaching other skills such as 
rhetoric and critical thinking. However, after having taught FYC for a 
while, she felt that she was pigeonholed into only teaching FYC which 
would make it more difficult for Megan to branch out into other types 
of  education-related careers (Excerpt 8). Furthermore, Megan simulta-
neously felt frustrated at the mistreatment of adjunct instructors and 
hopeless about the limited prospects of acquiring a full-time position 
teaching English in higher education. Thus, it was Megan’s disillusion-
ment with the subject matter of teaching ESL and FYC coupled with the 
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position of being an adjunct instructor that motivated her to seek other 
career opportunities beyond teaching English within higher education.

Teaching in the corporate sector

As mentioned previously, Megan had spent many years working as an 
adjunct faculty teaching English in various higher education institutions. 
Over time, Megan grew increasingly frustrated by the lack of opportuni-
ties for full-time positions and considered education-related jobs beyond 
higher education. At the same time, Megan began teaching German as 
a part-time teacher at a German company and her experience there was 
thoroughly positive, specifically in terms of the feelings of acknowledge-
ment and validation from her employer (Figure  5.4, Excerpt  19). Her 
positive experience pushed her to question what path she might have 
taken in going forward with her teaching career; this was evident when 
Megan discussed the possibility of ‘going corporate’ by getting a job in 
instructional design, a career option her colleague had taken, also in frus-
tration with higher education institutions (Excerpt 15).

At the time of the interview, Megan had only introduced the slight 
possibility of working in the corporate sector; in fact, she felt very 
conflicted about leaving higher education. She felt a certain sense of 
pride and honor in the identity associated with working at an academic 
institution and felt averse to the stereotype of working within a corpo-
ration (Excerpt 16). Interestingly, Megan did not interpret her positive 
experience teaching German as pushing her toward a career in teaching 
German; rather, her comparatively positive and negative experiences 
in teaching English and German, respectively, were based more on 
workplace conditions rather than differences in the teaching of differ-
ent languages. Thus, Megan felt most conflicted about her position as 
an adjunct instructor versus her position as an employee of a company, 
rather than teaching English versus teaching German. One might con-
clude that she more strongly identified with her workplace position as an 
adjunct instructor rather than the language she taught.

The macro level of the DFG framework

The macro level of the DFG framework focuses on the ways in which 
large-scale, societal ideologies influence the micro and meso levels of 
Megan’s development as a TML. The two ideologies that are particu-
larly salient for Megan are the NS/NNS dichotomy and social/economic 
inequality.

The NS/NNS dichotomy

So far, Megan’s experiences as a NS and NNS teacher have been men-
tioned many times and influenced Megan’s career as a TML in multiple 
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ways. To summarize, as a NS teacher of English, Megan felt more confi-
dent as an expert in her own native language. However, this also meant 
that she had a harder time understanding the difficulties of her EFL and 
ESL students because Megan had not been an English learner herself. 
This gradually caused her greater frustration because she found that the 
type of communication skills and teacher talk necessary for her to help 
her ESL students learn began to affect the way she communicated in her 
personal life (Excerpt 4).

As a NNS teacher of German, Megan felt more anxious and often 
feared being seen as a fraud because of her proficient but non-instinctual 
grasp of the German language. This led to her using certain coping mecha-
nisms, such as restricting the vocabulary she used in her teacher talk and 
only teaching beginning German classes. However, she found that her 
experience as a NNS teacher of German helped her learn to accept mak-
ing mistakes in her teaching. Also, she had closer relationships with the 
students in her German class because Megan could better empathize with 
their learning difficulties, as she had once been a German L2 learner herself.

Like Ann, Megan’s reflections of her NS/NNS LTIs in her narra-
tives show that the experience of teaching multiple languages served to 
complicate Megan’s conceptualization of what being a NS/NNS teacher 
meant. Megan’s understanding of her NS/NNS LTIs did not fit into 
simple black-and-white dichotomies of good versus bad, easy versus 
hard, natural versus unnatural or novice versus expert. Rather, Megan 
expressed having both positive and negative experiences in both positions 
of being a NS and a NNS teacher. However, also like Ann, Megan’s nar-
ratives seemed to operate within the NS/NNS dichotomy; in other words, 
her narratives show that she understood her teaching experiences, identi-
ties and students in terms of the NS/NNS structure. What changed for 
Megan over time from teaching multiple languages was that the binary 
NS/NNS structure began to take on more complexity.

Awareness of social and economic inequalities

In her narratives, Megan consistently conveyed an awareness of how 
her experiences in teaching English and German were part of a greater 
system of inequality and struggle, particularly in educational institutions, 
which informed how she perceived her role as a language teacher toward 
her students and colleagues as well as how she could use her teaching to 
have a positive impact on her students.

Perhaps the most salient example of Megan’s awareness of the greater 
system of inequalities in academic institutions is the way Megan reacted 
to her perception of how adjunct instructors were treated. As an adjunct 
instructor herself, Megan felt that they were underappreciated, under-
compensated and invisible to their academic departments. An example of 
how invisible Megan felt as an adjunct was when she received an email 
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from her department about a full-time professor in the department whose 
mother had passed away and realized that the department would prob-
ably have never sent such an email if she passed away because she was 
only an adjunct instructor (Excerpt  14). Furthermore, Megan also felt 
that adjunct faculty had little bargaining power because, as she claimed, 
there was a surplus of language teachers available to replace her. Thus, 
Megan did not attempt to make any major structural changes or confront 
the issue in large-scale ways (e.g. petitions and protests) to avoid any risk 
to her job security. Rather, she resisted the vicious cycle of mistreatment 
in her own small-scale approaches, such as arranging a farewell party 
for her co-workers who were leaving the department, a party that the 
department itself had not and would never have arranged for adjunct 
instructors (Figure 5.3, Excerpt 17).

While she was successful in resisting adjunct mistreatment at the 
individual level, the hopelessness for large-scale changes in terms of bet-
ter treatment of adjunct instructors caused Megan to feel that she had 
no future career in academia. She noted that even if a full-time position 
opened up in the department she worked for, she would never be hired 
because she was a white woman and most of the department faculty were 
already white women; based on her prediction, the department would 
most likely hire based on the need for a more diverse faculty representa-
tive of the student body, in particular hiring faculty of color. Megan’s 
awareness of the need for diversity in higher education faculty and her 
position in relation to that motivated her to consider career opportunities 
beyond academia, such as doing instructional design for a corporation 
(Excerpt 15).

However, Megan did not feel resentment toward her decreasing job 
opportunities because of diversity hiring needs. In fact, she respected 
diversity hiring as a positive approach to improving higher education 
because of her awareness of the greater systems of inequalities in higher 
education. This awareness also impacted her teaching, particularly in 
her FYC when she encouraged students to choose topics related to social 
inequalities such as urban homelessness (Figure  5.9, Excerpt  20) and 
valued the sense of community built in her classes among students of 
different backgrounds (Figure  5.6, Excerpt  19; Figure  5.7). Finally, her 
awareness of the greater systems of inequality also impacted her empa-
thy for difficult situations that students might be going through in their 
personal lives and how that might be affecting their behavior in class. 
Megan had great empathy for students dealing with a range of issues, 
such as coming out to their parents, dealing with family pressure to excel 
academically (Excerpt 21), adjusting to life in the US as an international 
student (Excerpt 5) and coping with the death of a loved one. Megan’s 
awareness of each student being situated within greater systems of 
inequality and struggle helped her approach students facing difficulties 
outside of her classroom with sensitivity and empathy.
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Haruko’s Language Teaching Career Trajectory

Figure 6.1 presents an overview of the stages of Haruko’s language 
teaching career. The version of her career described in this chapter 
spanned from 2010 to 2019. The following sections explain in detail each 
stage of Haruko’s teaching career.

Stage 1: ‘Chick stage’ (2010–2011)

Haruko described her language teaching career trajectory using terms 
related to the developmental stages of a bird as a metaphor. She began 
her language teaching career trajectory during her first year of teaching in 
2010. At the time, Haruko was still in the middle of studying for a mas-
ter’s in a teaching English to speakers of other languages (TESOL) gradu-
ate program at a university in the United States. During her graduate 
program in 2010, she was hired as a part-time English for academic pur-
poses instructor in an intensive English program affiliated with the gradu-
ate program. The intensive English program offered one year of training 
and mentorship to new teachers and that year of training is what Haruko 
considered to be the ‘chick stage’. Haruko started the ‘chick stage’ with 
‘no experience in teaching’, so she spent most of the year ‘trying to learn 
from observing other teachers and trying to do a lot of things with help 
from other teachers’ (Interview  1, 3 June 2019). More specifically, the 
teacher training consisted of being paired with a mentor teacher, observ-
ing the mentor teacher’s classes and gradually working toward teaching 
a full class session under the mentor teacher’s supervision.

Stage 2: ‘Juvenile bird stage’ (2011–2016)

After finishing one year of training, Haruko began teaching her own 
classes as part of the intensive English program. This marked the begin-
ning of the ‘juvenile bird stage’. Haruko named this stage the ‘juvenile 
bird stage’ because it represented the stage of a bird’s development 
between a chick and an adult. During this stage, Haruko was no longer 
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under her mentor teacher’s supervision. Instead, she taught her own 
classes. She explained that during this stage, she ‘had more experience 
in teaching instead of just learning from others’ and she ‘also tried to do 
something new by incorporating new things’ (Interview 1, 3 June 2019). 
Furthermore, she described her teaching during this time as ‘trying to 
see what worked for [her] and what didn’t work for [her] as a teacher’ 
(Interview 1, 3 June 2019).

In a sense, this stage can be seen as a time of experimentation and 
exploration for Haruko not only because it was her first year teaching 
as a full-fledged teacher but also because of the diversity of teaching 
experiences she took on. In total, Haruko’s ‘juvenile bird stage’ lasted 
five years and during this time, she took on three different teaching 
positions: teaching ESL in the intensive English program for three years 
(2010–2013), teaching Japanese at a local community temple for one year 
(2012–2013) and relocating to Japan to teach English as a foreign lan-
guage (EFL) at a Japanese university for three years (2013–2016).

Stage 3: ‘Adult bird stage’ (2016–2019)

Stage 3 began after Haruko had returned to Japan teaching EFL at the 
university level for three years. After gaining enough experience teaching 
in various contexts, Haruko felt she had become an experienced teacher 
through changes in her teaching. She ‘felt more relaxed in teaching’ and 
‘could be more flexible in teaching’ (Interview  1, 3 June 2019). This 
meant that she often ‘didn’t need to write lesson plans anymore’ and was 
able to ‘change as the classes go’ (Interview 1, 3 June 2019). Because she 
no longer felt nervous about teaching and no longer had to worry about 
the minute details of teaching, Haruko’s ‘adult bird stage’ consisted of 
refining the edges of her university teaching, such as trying out new ways 
of eliciting participation and feedback from students or implementing a 
new extensive reading program in her classes.

Figure 6.1 Stages of Haruko’s career trajectory
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Epilogue: Possible future stages

Haruko described several possible future stages in her language 
teaching career: (1) teaching more new classes, (2) getting involved with 
training teachers, (3) writing her own textbook or curriculum materi-
als and (4) starting her own English and/or Japanese language school in 
Japan or the US, respectively.

According to Haruko, the first idea of wanting to teach new classes 
was the most probable out of all the possible future stages. At the time of 
the interview, Haruko had been teaching the test of English as a foreign 
language (TOEFL) and reading classes for nearly five years at a Japanese 
university so she wanted to venture into new course subjects, such as 
teaching the test of English for international communication (TOEIC) or 
listening/speaking classes. Haruko noted that teaching the TOEIC would 
be more of a possibility for her in the near future, but teaching speaking 
and listening classes was ‘almost impossible’ because of ‘an unwritten 
rule’ in her department that speaking classes were only taught by native 
speaker (NS) English teachers (Interview 2, 10 July 2019). This was 
unfortunate because prior to returning to Japan, Haruko had already 
been teaching English as a second language (ESL) listening/speaking 
courses for several years in the intensive English program. Even though 
she was an experienced, qualified candidate, she felt that she could only 
‘follow the rules’ and that she ‘couldn’t really say anything’ (Interview 2, 
10 July 2019). This led her to feeling certain that the underlying native-
speakerism in her department would not allow her to teach any EFL 
listening/speaking classes.

Haruko also considered highly unlikely her second idea of being 
involved in training teachers, though she hoped for the opportunity. She 
noted that she had a co-worker who had been leading a teacher training 
seminar for students who wanted to become teachers. Haruko wanted to 
lead those types of seminars. However, when asked to estimate when in 
the future this might happen for her, she thought it might take another 
10 years or so for her to get the opportunity to train teachers.

Haruko’s third idea for a possible future stage in her language teach-
ing career had to do with filling what she perceived to be a gap in the 
instructional materials she was required to use when teaching EFL at 
her university. At the time of the interview, her university department 
required textbooks and a set curriculum that Haruko must teach. While 
this enforced uniformity and consistency in course content, it also left 
little room for Haruko to teach using the material she wanted. Thus, one 
project she hoped to be able to do in the future was to write her own EFL 
textbook or create her own EFL course materials for Japanese students. 
Haruko specified that her intention would be primarily to create more 
suitable instructional materials to use in her classroom, but she was 
open to eventually publishing materials for other teachers to use as well. 
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One reason why Haruko was not already writing her own textbook at 
the time of the interview was because she was simply too busy teaching 
classes. Also, she was gathering observations and getting feedback from 
students about what kind of course materials would be more helpful to 
them than the textbook they already used.

Lastly, Haruko’s final idea for a possible future stage of her language 
teaching career was opening her own English language school in Japan or 
her own English and/or Japanese language school in the US, respectively. 
If she opened an English language school in Japan, Haruko imagined 
her school to be geared toward young children, like a nursery school 
or a daycare with language lessons, because working with children had 
always been ‘[her] other dream’ besides teaching at a university (Inter-
view 2, 10 July 2019). If she opened a Japanese language school in the 
US, it would be geared toward children and adults who wanted to learn 
Japanese for conversation purposes, most likely for Japanese Americans 
or non-Japanese people. She imagined her Japanese language school as 
‘not very academic’ and ‘more informal, kind of a fun place to learn 
Japanese and Japanese culture’ (Interview 2, 10 July 2019). Haruko noted 
that her language school in the United States might even be bilingual, that 
is, offering both Japanese and English language classes, but she specified 
that she would not start an English-only language school in the United 
States geared toward international students. She explained her reasoning 
in the following excerpt:

Excerpt 1

I feel like nobody wants to come to an English school owned by a Japa-
nese person, right? I feel like if I go back to the US, I should probably 
take advantage of being Japanese so I should open a Japanese school. It’s 
probably more popular that way. (Interview 2, 10 July 2019)

Haruko drew inspiration for owning a Japanese school in the United 
States from her prior experience working at a private Japanese/English 
language tutoring center in the United States. Haruko’s experience at the 
private language school also sparked other ideas and considerations in 
terms of opening her own language school, such as location. She described 
how she took location into consideration in the following excerpt:

Excerpt 2

I’m thinking if I opened the school up in an area where Japanese people 
live, probably it will be popular, because the school I mentioned before, 
the Japanese lady opened a school in a Japanese community area where 
a lot of Japanese people stayed there for four years for work, so her 
students were all Japanese students from Japan who wanted to learn 
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English while they are staying in America. And also, I think there are 
also lots of Americans in that area who live in the Japanese community 
because they are either Japanese American or they like Japanese culture 
so if I open a school in that kind of area, it might be popular. (Inter-
view 2, 10 July 2019)

Haruko mentioned that she wanted not only to own a language 
school but also to teach both English and Japanese at her own future lan-
guage school. In some ways, the underlying desire for owning and teach-
ing at her own language school was linked to her motivation to write her 
own textbook, that is, wanting to have more independence and creative 
control over her own teaching. She described her motivation to open her 
own language school in the following way:

Excerpt 3

I think but the most important thing for me is if I open my own school, I 
can just do anything I want, however I want to teach. So, for example, I 
can make my own rules to follow or I can choose my own teaching and 
I can decide my own materials or textbooks or syllabus, anything. I can 
decide everything. (Interview 2, 10 July 2019)

However, Haruko felt that if she were to teach Japanese, she would need 
to ‘study more’ and possibly ‘go to school again’ to learn how to teach 
Japanese. She compared this to her experience of going to a TESOL grad-
uate program to learn how to teach English. In particular, she wanted to 
learn more about teaching grammar and Japanese culture. Even though 
Haruko is a NS of Japanese who was born and raised in Japan, she felt 
that she only had a surface level of knowledge about Japanese culture. 
She described this in the following way:

Excerpt 4

I know some Japanese culture, like the holidays and Japanese tea cer-
emony, that kind of stuff. But lots of times, when foreigners study Japa-
nese, they already know a lot about Japan so they want to know details, 
like history, how something happened… I’m not really good at Japanese 
history. (Interview 2, 10 July 2019)

Finally, Haruko was aware that of the four possible future projects she 
might take on in her language teaching career, opening up her own lan-
guage school would be the most difficult to achieve in a practical sense. 
She recognized that it would take a lot of time, effort and money to start 
her own language school and that any entrepreneurial investment would 
be a risk.
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Haruko’s Identities, Beliefs and Emotions as a TML

Language teacher identities as a TML

NS and NNS identities

One of the primary language teacher identities (LTIs) that impacted 
Haruko’s teaching of multiple languages was being a NS of Japanese 
and a non-native speaker (NNS) of English. As mentioned in the section 
titled ‘Language Teacher Emotions’, one of the ways that the NS iden-
tity influenced Haruko’s teaching was that she felt more stressed about 
teaching Japanese because she had a difficult time empathizing with the 
problems her learners of Japanese might have; on the contrary, since she 
had been an English language learner, it was easier for her empathize 
with her ESL and EFL students’ difficulties. Also, Haruko noted that 
from teaching Japanese, she learned that ‘it’s important to study the 
target language well in order to teach it; just being a NS is not enough 
to teach the language’ (Interview 3, 17 August 2019). These beliefs came 
from Haruko’s experience teaching Japanese in the United States, when 
she experienced difficulties trying to explain Japanese grammar and cul-
ture to her students. This impacted her teaching because she found that 
she tended to ‘spend more time on explanations rather than practicing 
the language’ (Teaching philosophy, 19 June 2019). Sometimes, she could 
not come up with a good answer for a student’s question about Japanese 
grammar so she often had to do some research after class and come back 
the following week with an appropriate answer to the student’s question 
(Interview 1, 3 June 2019). What Haruko concluded from her experience 
as a NS teacher of Japanese in the United States was that she could not 
solely rely on her NS proficiency in Japanese and if she wanted to con-
tinue to teach Japanese, she would have to go through more schooling to 
learn about teaching Japanese.

Another way that Haruko’s dual NS and NNS identity impacted her 
teaching of multiple languages was the way her students perceived her as 
their teacher and how that may have impacted their language learning. 
When teaching ESL in the United States and EFL in Japan, some of Har-
uko’s students saw her as a role model, particularly the students who also 
came from Japan. Haruko mentioned that because she is a Japanese NNS 
and language learner of English, ‘some of [her] current students often tell 
[her] that they want to speak English like [her] in the future’ (Teaching 
philosophy, 19 June 2019). She sometimes heard ‘students copying [her] 
English’ because ‘they want to speak English like [her]’ (Interview 1, 3 
June 2019). This influenced Haruko’s teaching in that she ‘shared [her] 
own learning experiences with students and spoke English as much as 
possible so that [she could] become their ideal English speaker’ (Teach-
ing philosophy, 19 June 2019). Some students even saw her as a role 
model not just as a NNS of English but also as a NNS teacher of English. 
Haruko explained this in more detail in the following excerpt:
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Excerpt 5

When I was teaching at the intensive English program, there was a 
Japanese exchange student from Japan in my class. When she saw me 
teaching English in America as a Japanese, she was very impressed by 
how I could teach English, not my first language but second language, so 
she said she wanted to become a teacher just like me. So that was a high 
point for me, because I could encourage students to learn English and 
also gave me some confidence to teach English. (Interview 1, 3 June 2019)

Haruko had a vastly different experience of teaching Japanese in 
terms of the way she felt her students perceived her as a NS. Haruko felt 
that because she was a NS of Japanese, ‘students probably expected [her] 
to answer all the questions they had’, which made her more nervous when 
teaching Japanese (Interview 3, 17 August 2019). Furthermore, Haruko 
also felt that while some of her ESL/EFL students might have viewed her 
as a role model in speaking English, students in her Japanese class ‘don’t 
get motivated as much by seeing [her] speak Japanese because [she is] a 
native speaker of Japanese’ (Teaching philosophy, 19 June 2019). What 
Haruko experienced in teaching Japanese in the United States was that 
her students expected a certain level of proficiency and cultural knowl-
edge from her as a NS of Japanese and so she was no longer seen as a role 
model from the students’ point of view.

An international teacher

Besides Haruko’s NS and NNS identities impacting her language teach-
ing, other significant LTIs were her identity as someone who had studied 
abroad and her identity as a teacher of both English and Japanese. Part of 
her identity as an international teacher developed in response to students’ 
curiosity and interest about her background. She described an example of 
her students taking an interest in her past experience studying abroad.

Excerpt 6

They ask me, where I studied abroad, why I studied abroad, how long 
usually, how long it took for me to speak English. They really want to 
know. If they study one year, can they speak English or it has to be like 
two years or longer time. Also, they ask about where I lived and how 
was life in the US. I feel like I’m helping my students. Actually, not many 
teachers at our school have studied abroad because they’re older teachers 
and they never studied abroad. I think for students, having study abroad 
experience is pretty positive for them. (Interview 3, 17 August 2019)

Haruko felt positive about her students’ seeking advice about studying 
abroad. This was a special identity for Haruko because it was an aspect 
of who she was that set her apart from the more senior faculty members. 
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Although not necessarily directly related to being a language teacher, 
studying abroad was an aspect of her identity and background that could 
potentially impact students’ motivation to learn a foreign language.

Thus, Haruko took advantage of her students’ interest in her back-
ground by incorporating it into some of her lessons. For example, at the 
beginning of each semester when teaching EFL in Japan, Haruko often 
introduced herself to her students by talking about her experience study-
ing abroad in the United States, as shown in Figure 6.2. She designed the 
slide in Figure 6.2 to show pictures from her past experiences studying 
abroad in the United States, including her graduation photo and pictures 
of Los Angeles and San Francisco. On the first day of class, she would 
typically have her students ask questions about the pictures and then 
she would talk about her experience studying abroad. Haruko chose to 
introduce herself in this way and focus on her experience studying abroad 
because she hoped it would ‘give them motivation to study English [and] 
maybe some people would want to study abroad like [her] in the future’ 
(Interview 3, 17 August 2019). Haruko also mentioned that this was not 
the only time during the school year when she would bring up her expe-
riences of studying abroad. For example, during Halloween, she would 
wear her undergraduate cap and gown as her Halloween costume. She 
found that students were particularly interested in her graduation cap 
and gown because in Japan most students wear a suit or a traditional 
kimono rather than a cap and gown during graduation. Her Japanese 

Figure 6.2 Haruko’s self-introduction
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students were familiar with the cap and gown because they had seen them 
in American movies so they often wanted to try them on when Haruko 
wore them at Halloween.

TML identity

In comparison to the other two participants, Haruko was the only 
one who expressed having an identity specifically based on teaching mul-
tiple languages, or what I refer to as a ‘TML identity’. Haruko described 
the way her teacher of multiple languages (TML) identity played out in 
her interactions with her students:

Excerpt 7

So when I teach English in Japan right now, sometimes my students ask 
me about my background in college and my career. So I said, oh I used to 
teach Japanese in America and English. Students are really surprised that 
I can teach two languages. Some students actually now want to go abroad 
and teach Japanese but a lot of students are surprised that I can teach both 
languages because usually people teach one language, right? So for some 
students, that’s really impressive to them. (Interview 3, 17 August 2019)

Haruko’s identity as a TML was relatively new and came from sharing 
with her students in Japan her past experiences teaching in the United 
States. Yet, it presented itself as a cumulative identity integrating the 
other LTIs that Haruko had previously mentioned: as a type of role 
model for her students in terms of being successful as a language learner, 
a student who studied abroad and a language teacher. Aside from her 
students’ positive impression of Haruko as a TML, it is interesting to 
note that none of Haruko’s colleagues and co-workers knew about her 
past experiences teaching multiple languages. According to Haruko, 
they did not know that she had taught Japanese before and simply knew 
her as an EFL instructor because the topic had simply never come up. 
This shows the way identities are not fixed, stable entities, but rather, 
dynamic, multi-faceted and interactive. There is not only a single way 
others see Haruko or Haruko sees herself. Haruko’s identities as an EFL 
instructor, Japanese instructor and/or TML emerge from the different 
ways that Haruko interacts and exists with different people and in dif-
ferent contexts and communities. With her students, Haruko proactively 
presents her TML identity as a source of credibility and rapport with her 
students, but with her colleagues, her TML identity is hidden.

Language teacher beliefs as a TML

Beliefs about language learning

Haruko described language learning using the metaphor of running a 
marathon, a long-term achievement that requires a lot of time and effort, 
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but can also be very rewarding. She emphasized the need to ‘practice 
using the target language every day in order to master it’ and the impor-
tant role of motivation in sustaining a language learner through the ‘very 
long journey’ (Teaching philosophy, 19 June 2019). Through this meta-
phor, Haruko seemed to place great emphasis on language learning as an 
extended and difficult process.

Haruko also explained how her beliefs about what exactly the pro-
cess of language learning involves changed over time. Haruko described 
her experience learning English in Japan through primary and secondary 
education in this way:

Excerpt 8

Born and raised in Japan, where English is not an official language, I had 
been exposed to the traditional teaching approach that heavily relies on 
translation and memorization. At that time, I thought that learning a 
language was equal to memorizing a lot of words and phrases. Learning 
English in such a non-inspiring environment was nothing but a negative 
experience for me, and I did not have any motivation to learn English. 
(Teaching philosophy, 19 June 2019)

It was not until learning English in the US during college that her beliefs 
toward language learning began to change. Through communicative ESL 
classes, she realized that learning a language ‘was not only knowing vari-
ous words and phrases but also being able to use them’ (Teaching phi-
losophy, 19 June 2019). She found herself enjoying the experience of using 
English to communicate with others and her motivation to learn English 
increased. This bolstered her belief that communicative learning and 
motivation are two essential components of successful language learning.

Beliefs about language teaching

Haruko viewed her beliefs about language teaching as directly con-
nected to her beliefs about language learning. She continued using the 
marathon metaphor, in which she compared language learning to run-
ning a marathon and language teaching to training a marathon runner. 
This meant that she viewed teaching as a form of coaching or training, 
or ‘facilitators’, in which ‘a teacher should guide students so that they 
can keep learning a language and eventually become independent learn-
ers’ (Teaching philosophy, 19 June 2019). Haruko’s teaching ‘always 
focuses on how to promote students’ motivation to learn a language’ 
(Teaching philosophy, 19 June 2019). To do so, first she ‘heavily relied’ 
on communicative language teaching (Teaching philosophy, 19 June 
2019). This involved various types of communicative activities that 
could enhance real-life communication, such as pair work, group 
work, role play, group discussion and interviews. Another way she 
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attempted to increase her students’ motivation was to ‘create a posi-
tive and enjoyable learning environment where students feel animated 
and comfortable’ (Teaching philosophy, 19 June 2019). This involved 
establishing a good rapport with students (e.g. remembering students’ 
names, pairing students up with different partners to get to know each 
other) and incorporating stress-free and enjoyable activities (e.g. Pic-
tionary, Jeopardy).

Approaches to teaching English and Japanese

Haruko found that many of the teaching methods she had learned 
while going through mentorship and teacher training for teaching 
ESL in the intensive English program were transferrable to teach-
ing  Japanese at her local community temple in the United States. 
For example, when she taught Japanese in the US, she used the same  
self- introduction  activity as shown in Figure  6.2, except she changed 
some of the photographs so that they were more suitable for whatever 
they were learning at the time (e.g. using photographs of her own fam-
ily when students were learning the vocabulary for family members). 
Haruko explained that ‘[her] teaching style is similar for both lan-
guages’ in that she emphasized the same key components of language 
teaching mentioned in the previous section: communicative language 
teaching and increasing students’ motivation (Teaching philosophy, 
19 June 2019). Her experience in being able to ‘use similar methods in 
teaching both languages helped [her] gain confidence in [her] teaching’ 
(Interview 3, 17 August 2019).

However, when it came to teaching EFL at universities in Japan, 
Haruko was not able to use communicative language teaching. In fact, 
even though she had always taught using English as the language of 
instruction in her teacher training and prior experience of teaching ESL 
in the US, she found that in Japan, she often had to teach EFL using 
Japanese. This is because Haruko’s university students were required to 
pass a final exam based on their English skills and the only way to cover 
all of the content in class was to prioritize speed and efficiency over com-
municative learning by using Japanese to teach English. Therefore, when 
Haruko returned to Japan and began teaching EFL there for the first 
time, she had to readjust her teaching methodology, reverting to teaching 
English using mainly grammar translation, the way she learned English 
when she was a student in Japan.

Language teacher emotions as a TML

Teaching as a NS vs. NNS teacher

Haruko experienced very different emotions upon teaching English 
and Japanese that were influenced by her LTIs as a NS and NNS teacher 
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as well as her teacher knowledge of the two languages. When teaching 
English, whether in the United States or Japan, Haruko felt confident 
and proud because students who were NNSs of English would express 
admiration for her as a NNS teacher of English. Haruko recalled a Japa-
nese international student in the United States telling her that she was 
impressed that Haruko, a NNS of English, could be teaching English in 
the United States, and that she wanted to become a teacher like Haruko 
(Excerpt  5). Furthermore, Japanese students in Japan also expressed 
interest in and admiration for Haruko as their EFL teacher because of 
Haruko’s extensive experience living, working and teaching in the United 
States (Excerpts  6 and 7). Thus, Haruko’s NNS teacher identity had 
become a way for her to be seen as a role model for her EFL students 
as a level of proficiency and career success that they could also possibly 
achieve.

In contrast, Haruko felt stressed and anxious when teaching Japa-
nese, mainly because she felt that she lacked sufficient teacher knowledge 
to teach Japanese. Haruko found teaching Japanese particularly difficult 
because she had not learned Japanese as a L2 learner nor had she taken 
any language teacher education (LTE) in teaching Japanese. Therefore, 
she found it difficult to understand the difficulties her students experi-
enced. In addition, even though Haruko was a NS of Japanese, she did 
not feel that students looked up to her as a role model in the way that her 
EFL students did. If anything, it was because she was a NS of Japanese 
that her students expected her to speak Japanese fluently and did not 
express any sense of admiration for her. For Haruko, these emotions over 
teaching Japanese were related to her type of (or lack of) teacher knowl-
edge. Overall, Haruko compared her emotional experiences of teaching 
English and Japanese in this way:

Excerpt 9

For me, transitioning from teaching English to Japanese was very dif-
ferent and difficult. For teaching Japanese, I never learned how to teach 
Japanese and Japanese is my native language so I never studied Japanese 
grammar so I couldn’t really tell what was difficult for students and why 
they were having trouble. So for me, teaching Japanese was more stress-
ful and difficult. Whereas when I’m teaching English, I learned English 
as a second language, so I could kind of tell why students were having 
trouble. So I would say it’s less stressful and easier for me to teach Eng-
lish now. (Interview 3, 17 August 2019)

One might find it surprising that Haruko considered Japanese more 
stressful to teach than English because she considered herself to be a NS 
of Japanese and a NNS of English. However, the main reason she felt less 
stressed teaching ESL and EFL as a NNS teacher is because being a NNS 
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teacher provided her with the ability to empathize with her students as 
she was once in their position as a language learner.

Teaching English in the United States vs. Japan

In addition to transitioning from teaching English to teaching Japa-
nese, another transition Haruko experienced was teaching English in the 
US (i.e. ESL) to teaching English in Japan (i.e. EFL). In this scenario, 
the difference was not in her role as a NS or NNS teacher, but rather 
in adapting to the different educational contexts of the US and Japan. 
Haruko used Figure 6.3 to depict one of the challenges she faced in this 
transition and the emotions she experienced from this transition. For 
Haruko, one of the main differences when transitioning from teaching 
ESL in the United States to EFL in Japan was the use of her first language 
(L1; Japanese). When teaching ESL at an intensive English program in the 
US, Haruko did not use Japanese at all in her teaching. However, when 
she moved back to Japan and taught EFL, she found herself using Japa-
nese more often. Haruko described how she felt about using Japanese in 
her EFL teaching in the following excerpt:

Excerpt 10

Since students all speak Japanese, I guess the good thing is I can use 
Japanese explanations to explain some grammar points. So I wrote on 

Figure 6.3 Using Japanese to teach EFL
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the board that these are two infinitives, there are three different mean-
ings in two infinitives, and also students are really confused with the use 
of that, or that clause, or it’s a relative clause or a noun clause, so I can 
write that in Japanese because we all share the same language. But at the 
same time, I think this is kind of not good because we tend to do some 
translation, a little bit, because just going over comprehension ques-
tions is not enough for them to understand the reading. So I use some 
Japanese translations of words or some difficult phrases as we look at 
the articles in the textbook because the textbook is written all in English 
and sometimes students don’t understand the exercise questions, what 
they are asking in English, so we have to go through that in class as well. 
(Interview 3, 17 August 2019)

From this excerpt, we can see that Haruko felt conflicted about using 
Japanese in her EFL class. On the one hand, she recognized how using 
Japanese can be helpful for students when understanding grammar expla-
nations or difficult words and phrases. However, she also felt guilty about 
using Japanese because she felt that she was reliant on translation. Overall, 
Haruko acknowledged that using Japanese was actually helpful for her 
students’ learning and comprehension of course material because they 
were all speakers of Japanese. In contrast, when teaching ESL in the United 
States, Haruko’s students were from a wide variety of different linguistic 
and cultural backgrounds; therefore, using Japanese was not appropriate.

Empathy with language learners

Haruko mentioned empathy as an important factor not only in her 
language teaching but also in students’ language learning. In discussing 
her experience teaching as a NS and NNS teacher, Haruko described 
the difference in being able to empathize with her ESL and EFL students 
because she had also once been an English language learner. This aided 
Haruko’s teaching, such as helping her answer students’ questions or 
explaining English grammar. In contrast, she was not able to empathize 
with her students learning Japanese because she had never experienced 
learning Japanese as a foreign language. This form of empathy men-
tioned by Haruko mainly focused on her ability to empathize with 
language-based knowledge, such as grammar and vocabulary.

Another form of empathy mentioned by Haruko involved under-
standing the sociocultural environment of language learning in her class-
rooms. Part of being able to experience this form of empathy is having 
insider knowledge of both the students and the sociocultural context 
they are learning in. Haruko used Figure 6.4 to provide an abstract rep-
resentation of a common pattern she had witnessed her students facing 
for speaking English in her EFL class in Japan. She used colored magnets 
to represent individual students. The green magnets represented students 
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who wanted to speak English in class and the yellow magnets represented 
students who did not. Haruko noticed that students who wanted to speak 
English became socially isolated in class because they ‘stand out’; thus, 
in order to avoid being cast out as ‘different’ or judged as ‘showing off’, 
students may have avoided speaking English during her EFL class even 
if they wanted to. Haruko saw this happen in discussion groups when 
a student might start off speaking English but revert to Japanese when 
other group members spoke Japanese.

Haruko explained that this even influenced students’ English pronun-
ciation in that students who might have had good English pronunciation 
intentionally used a Japanese accent because they did not want to ‘stand 
out’ or seem like they were ‘showing off’ (Interview 3, 17 August 2019). 
Haruko described her observations in the following excerpt:

Excerpt 11

There are some students who have very good English pronunciation but 
they try to speak like other Japanese people, you know what I mean? They 
have very good pronunciation and when I talk with them, they have very 
good pronunciation, but in class, when they read something, they try to 
read like Japanese English. There are a lot of people like that. Especially, 
our school has a lot of people who are half, like half American or half Japa-
nese, or there are also some foreigners who moved from Taiwan or Viet-
nam. And, I know their English is good but they don’t want to show off, so 
they just change it to Japanese-style English. (Interview 3, 17 August 2019)

Haruko’s empathy for how her students experienced language learning 
provided her with a greater awareness of the students’ experiences of 

Figure 6.4 Awareness of the sociocultural environment of the classroom
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language learning in her classroom. This allowed her to interpret differ-
ent students’ behaviors based on their social positioning as students with 
varying levels of proficiency and/or students of different ethnic identities, 
rather than more simplistic binaries of assuming certain students to be 
‘good’ or ‘bad’.

Other Aspects of Being a TML from the DFG Framework

The micro level of the DFG framework

The micro level of the Douglas Fir Group (DFG) framework focuses 
on the main internal mechanisms that build the foundation of Haruko’s 
experience of becoming and being a TML. As with Megan and Ann, 
the three main internal mechanisms from Haruko’s narratives are the 
development of teacher knowledge, the application of a range of semiotic 
resources and engagement with multiple emotions.

Teacher knowledge

Like Ann and Megan, Haruko’s teacher knowledge also involved 
learning and understanding the linguistic differences and similarities 
between two languages and what implications that had for her teach-
ing. Haruko’s experience of developing this teacher knowledge was 
more similar to Ann’s than Megan’s experience, in that Haruko also 
had difficulty transitioning from the L1 she taught (i.e. English) to the 
second language (L2) she taught (i.e. Japanese), primarily because of 
the linguistic differences, such as grammar (Excerpt 8). One reason why 
the linguistic aspects of teaching Japanese were difficult for Haruko was 
because, unlike Ann, she did not receive any LTE in the L2 she taught. 
In this respect, Haruko’s experience was more similar to Megan’s, who 
also did not receive any LTE when it came to teaching German. Further-
more, because Haruko is a NS speaker of Japanese, she was unable to 
draw on any personal experiences of learning Japanese as a L2 learner, 
as Megan did, to help her predict or empathize with her Japanese learn-
ers’ difficulties.

For Haruko, the inability to empathize with her students of Japanese 
as a NS of Japanese and her lack of LTE in teaching Japanese impacted 
her teaching efficacy. For example, Haruko recalled that she often did not 
know how to respond to students’ questions about Japanese grammar 
because she had never taken any classes explicitly learning or teaching 
Japanese grammar. On the contrary, Haruko did not experience dif-
ficulty in explaining English grammar because not only had she taken 
pedagogical English grammar courses as part of her graduate TESOL 
program, but she also had the experience of explicitly learning English 
grammar as an EFL learner in Japan. Therefore, she was much better 
prepared to address grammar issues in English than in Japanese because 
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she was able to draw from the knowledge she received from her LTE and 
her personal experience as an EFL learner in Japan. Because of the feel-
ing that she did not have sufficient teacher knowledge to teach Japanese, 
she noted that if she wanted to pursue Japanese teaching in the future, 
such as opening her own Japanese language school in the United States 
(Excerpts  1–3), she would have liked to enroll in a graduate program 
that provided more LTE in teaching Japanese. This topic is discussed in 
further detail in the ‘Meso Level’ section.

Semiotic resources

When discussing the semiotic resources that mediated Ann’s and 
Megan’s experience of being a TML, I discussed the role that semiotic 
resources played in Ann’s management of the linguistic differences in her 
teaching of English and Chinese as well as in Megan’s use of technology 
in teaching English and German. In Haruko’s case, I discuss the role 
semiotic resources played in Haruko’s attempt to adjust and balance 
changes in her creative agency and independence as a language teacher 
when transitioning from teaching English to Japanese. Haruko taught 
ESL and Japanese in the United States as well as EFL in Japan and in 
each of these three positions, she experienced different degrees of creative 
agency in designing the curriculum and lessons.

When teaching ESL and Japanese in the United States, Haruko was 
expected to use communicative language teaching, and the curriculum 
did not depend on students’ performance on standardized tests. Thus, 
she was also allowed more freedom in how she designed her courses and 
activities. However, when teaching EFL in Japan, Haruko was unable 
to use communicative language teaching because she was expected to 
cover a certain amount of content from the textbook in class in order 
for her students to effectively pass their department-mandated semester 
final exams. Furthermore, Haruko was unable to choose what textbook 
or final exam to use because both were issued by the department to 
maintain consistency between classes taught by different instructors. 
Despite the wide range of English proficiency levels of students from her 
TOEFL classes, she was required to use the same syllabus and the same 
textbook for all her classes because all of the students were required to 
take the same final exam. Having to use the same textbook made it dif-
ficult for Haruko when teaching lower-level students so she had to adjust 
her teaching to make the course content more level-appropriate. She 
described the adjustments she made in the following excerpt:

Excerpt 5

Well, I’m supposed to do all the exercises in the textbook, but for the 
lower classes I just don’t do everything because I can’t finish every-
thing. So I will reduce the amount of exercises in the lower class levels, 
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and for the quiz, I make it easier for the lower classes, so they have 
motivation to study. Like for example, for the higher level classes, I 
have them write the meaning of vocabulary in Japanese, but the lower 
level classes I have choices for students to choose the definition, which 
is much easier than writing it on your own. So something like that, I 
adjust my teaching to get my teaching to different levels. (Interview 3, 
17 August 2019)

Even though Haruko experienced less creative agency in her EFL teach-
ing in Japan, she was still able to apply new teaching approaches for 
her students as mediated by the use of various semiotic resources. For 
example, in order to help students with their English reading skills in 
her EFL class, Haruko had students use drawing as a way of creatively 
and holistically eliciting responses to questions from the textbook (Fig-
ure 6.5). Haruko asked students to draw a picture of a passage they had 
just read from the textbook. Figure  6.5 shows the drawings from two 
different groups. Students were organized into small groups and asked 
to discuss what kind of picture they should draw to represent what they 
had read in the textbook. The drawings are about a story in the textbook 
of a girl who survived the Haiti earthquake. Previously, Haruko would 
have asked students to write a paragraph-long summary of the reading 
to see if they understood what they had read. However, she found that 

Figure 6.5 Having students to use drawing
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many students did not do the assignment because it was too difficult, so 
she started to give the option of drawing a picture that summarized the 
reading. Haruko found that allowing students to draw pictures not only 
made it ‘more fun’ for the students but also allowed them to ‘choose what 
they are good at’ to show their understanding of the reading. Overall, she 
felt it was a more effective method of assessing whether or not students 
understood the reading.

Haruko also experimented with other more effective ways of cover-
ing textbook content, such as scanning and color-coding textbook pages 
onto PowerPoint slides (Figure  6.6) and creating multimodal videos 
based on textbook content (Figure 6.7). Figure 6.6 features the use of a 
PowerPoint slide to show a reading passage scanned from a textbook, 
which was a new technique that Haruko had begun to implement. As 
Haruko went over the answers to comprehension questions about the 
passage, she also highlighted where the answers could be found within 
the passage. Each color represented a different comprehension question 
from the textbook. By using different colors, Haruko found that students 
were more easily able to follow, take notes and review their notes. For 
Haruko, this was an improvement on the way she used to go over the 
answers to the textbook’s comprehension questions, which was simply 
verbally saying the answers out loud. When she only relied on verbally 
saying the answers, some students had a difficult time keeping up. This 

Figure 6.6 Digitally highlighting the textbook
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technique was inspired by a similar technique Haruko used in her Japa-
nese class in the United States. In her Japanese class, there were no slide 
projectors or computers for her to use. Instead, she used colored chalk on 
a blackboard to make her teacher talk more visually clear.

Figure  6.7 features another use of digital technology to cover text-
book content. In the textbook, there was a reading passage about a new 
method of applying for college in the United States – a college application 
video. Haruko said that the idea of submitting a video to apply for col-
lege was new to her students in Japan because Japanese students typically 
take exams to get into college. In order to help her students gain a better 
understanding of the topic, she made an example of a college applica-
tion video as if she were a high school student applying for college and 
posted it on YouTube for her students to watch. She also had students 
make their own college application videos based on the content of the 
reading passage, such as the length and content of the video. Haruko felt 
that having students make their own videos was a good way of showing 
their understanding of the reading passage while also allowing them to 
practice speaking English.

Another way that Haruko used technology to cover textbook content 
was using a Jeopardy-based game as an alternative method of assessing 
student progress on textbook content (Figure 6.8). For the game, Haruko 
had students form small groups and compete in teams. She found that 
when using this game, ‘everyone participates in the group, even the quiet 

Figure 6.7 Creating a sample college application video
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students participate to find answers together so it seemed like they really 
enjoy it, more than normal classes’ (Interview 3, 17 August 2019). Finally, 
she even managed to introduce additional language learning opportuni-
ties that were supplementary to the required curriculum, namely through 
communicative ice-breaker activities (Figure 6.9) and optional extensive 
reading assignments (Figure 6.10). The extensive reading assignments, in 
particular, were part of a new extensive reading program that Haruko 

Figure 6.8 Reviewing textbook content
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had recently started in her EFL class in Japan. For the extensive reading 
assignment, students had to read 30,000 words over one semester outside 
of class. Her university used an online program where students can read 
selected ebooks and take comprehension quizzes online. When students 
passed a quiz, the book was added to a record of the books the student 
had read so far during the semester. Figure 6.10 is a screenshot of what the 
record of finished books looks like. Haruko’s goal in implementing this 

Figure 6.9 A communicative ice-breaker activity
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extensive reading program was to ‘create a learning environment where 
students could have more English input’ (Interview 3, 17 August 2019).

Ultimately, Haruko was able to orchestrate a range of semiotic 
resources (e.g. visual, auditory, digital, multimodal, interactional) to 
customize those aspects of her classes that she could with the purpose of 
creating a more communicative and engaging learning experience for her 
students. She imagined that in the future, she might want to start her own 
language school with the main motivating reason being that she would be 
able to teach and design the curriculum the way she wanted to (Excerpt 3).

The meso level of the DFG framework

The meso level of the DFG framework focuses on how Haruko’s 
participation and membership in certain sociocultural institutions and 
communities shaped the internal mechanisms discussed at the micro 
level. In Haruko’s narratives, the two main sociocultural institutions 
and communities that were featured are additional LTE programs that 
Haruko would have liked to participate in and Haruko’s prior experience 
living, studying and teaching in the United States.

The desire for additional LTE

As mentioned in the ‘Micro Level’ section, Haruko felt that she did 
not have adequate teacher knowledge to confidently teach Japanese. She 
felt that her LTE in the form of TESOL graduate courses had prepared 

Figure 6.10 A new extensive reading program
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her to teach ESL and EFL. It gave her a sense of confidence and reassur-
ance because her teaching was guided by research and methodology. In 
contrast, she felt that her lack of LTE in teaching Japanese as a foreign 
language left her ill-prepared to teach Japanese in the United States, spe-
cifically when it came to explaining Japanese grammar. In fact, receiving 
formal LTE in teaching Japanese seemed so important to Haruko that 
when Haruko described the possibility of opening up her own bilingual 
English and Japanese school in the United States, she mentioned that 
she would need to go through some sort of Japanese LTE program first 
in order to feel sufficiently prepared. This is quite different from Ann’s 
primary motivation for completing additional LTE in Chinese, which 
was focused on her understanding that in order to teach Chinese abroad, 
she needed to have a graduate degree in teaching Chinese to speakers 
of other languages (TCSOL). Haruko, on the other hand, was not fac-
ing any formal qualifications as mandated by an academic institution. 
Rather, Haruko focused more on the additional LTE as a source of 
teacher knowledge, self-confidence and social credibility when it came to 
expanding her Japanese teaching into a possible business venture.

Certainly, one can imagine that not all language teachers feel the 
same need for additional LTE; Megan certainly did not mention the need 
to receive further LTE when teaching German. This might be because 
some language teachers may have found their initial experience with 
LTE primarily negative or unhelpful. Other teachers may feel that they 
are already able to transfer what they had learned from the LTE they 
received for the L1 they taught to their teaching of an additional lan-
guage, like Megan. However, Haruko’s experience from teaching Japa-
nese in the United States, including the emotions she felt, the reactions 
from her students and her own self-assessment of how well she did, made 
her feel that she needed to take additional LTE to be better prepared.

Living, studying and teaching abroad

One important aspect of Haruko’s involvement in sociocultural insti-
tutions and communities that was similar to Ann’s was her experience 
living, studying and teaching in the United States. Her participation in 
various academic and non-academic communities in the United States 
had a substantial influence on the development of her LTIs and her 
approaches to language teaching. Haruko lived in the United States for 
nearly 10 years, starting from her undergraduate studies and continuing 
through her graduate studies and part-time ESL teaching at various uni-
versities afterward. Throughout the 10 years, she not only took on the 
identity of a Japanese international student studying for her undergradu-
ate and graduate degrees at reputable American universities, but she also 
took on the identity of a NNS teacher of English at American higher edu-
cation institutions and a NS teacher of Japanese at a community temple.
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These identities served to boost Haruko’s self-confidence as a lan-
guage teacher as well as motivate her students as language learners both 
in the United States and Japan. For example, at the beginning of each 
semester when teaching EFL in Japan, Haruko would introduce herself to 
her students by talking about her experience living, studying and teaching 
in the United States, as students often found this interesting (Figure 6.23). 
Haruko explained that she had students approach her for advice about 
how to apply to study abroad and advice about living in the United 
States. In this way, Haruko felt that she was not just a language teacher 
but also a counselor or life coach.

Another example of Haruko taking advantage of her identity as a 
language teacher who has lived, studied and taught abroad was during 
Halloween, when Haruko often used her university graduation cap and 
gown outfit as her costume. She explained that the cap and gown are a 
more Western style of dress for graduation and many Japanese universi-
ties do not use caps and gowns. However, her students recognized a grad-
uation cap and gown from having seen them in movies or on the internet, 
so when Haruko wore them for Halloween, students often reacted with 
curiosity and fascination. In fact, many students asked to try on the cap 
and gown. This is an example of how the identities that Haruko devel-
oped from participating in the institutions and communities in the United 
States later served to bolster her identity as a language teacher. In other 
words, her ‘lived/studied/taught abroad’ identity reinforced her LTI just 
as her LTI reinforced her ‘lived/studied/taught abroad’ identity.

The macro level of the DFG framework

The macro level of the DFG framework focuses on how large-scale, 
societal ideologies influence the micro and meso levels of Haruko’s devel-
opment as a TML. The two ideologies that were particularly salient for 
Haruko are the native speaker fallacy and an awareness of ‘the global 
language market’.

The native speaker fallacy

Compared to Ann and Megan, Haruko’s narratives showed the 
strongest sense of (at least partially) believing in ‘the native speaker fal-
lacy’ (Phillipson, 1992). The native speaker fallacy is a myth based on 
the NS/NNS dichotomy that claims that the ideal language teacher is the 
native speaker. NNS teachers have reported facing discriminatory hiring 
practices favoring NSs as by default more qualified language teachers. 
This is often referred to as ‘native-speakerism’ and stems from a belief in 
the native speaker fallacy.

One might find this to be a surprising aspect of Haruko’s narratives 
because she expressed being proud that she had been a NNS ESL teacher 
in the United States and that she enjoyed being perceived as a role model 
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of a successful NNS EFL teacher by her EFL students in Japan. These 
descriptions seemed to indicate that Haruko perceived herself as some-
one who had overcome the bias against NNS English teachers, particu-
larly in an English-dominant teaching context such as the United States. 
Furthermore, Haruko’s positive emotions around teaching ESL and EFL 
as well as her negative emotions around teaching Japanese seemed to sug-
gest that she would challenge any claims that a language teacher would 
be more qualified based on their native-ness.

While all of the above observations were certainly true, Haruko’s 
narratives actually presented more nuance about her views toward being 
a NNS teacher, notably a form of self-imposed native-speakerism. In par-
ticular, when Haruko described what she thought were possible career 
paths she might take in the future, she considered the idea of starting an 
English language school in the United States. However, she questioned the 
practicality of how financially successful a Japanese-owned English lan-
guage school would be. She wondered, ‘nobody wants to come to an Eng-
lish school owned by a Japanese person, right?’ (Excerpt 1). Thus, Haruko 
suggested an alternative by proposing that she should take advantage of 
being Japanese by opening a Japanese language school (despite disliking 
her experience of teaching Japanese in the United States) or a bilingual 
English and Japanese language school. She also considered location and 
community to be important factors in the success of a possible English/
Japanese language school, noting that she knew of a Japanese lady in the 
United States who had successfully run a Japanese language school that 
attracted both Japanese and American people from the local community.

Considering that Haruko disliked teaching Japanese and looked 
favorably on her LTI and success as a NNS teacher of English, one 
might wonder why she would feel hesitant to own an English language 
school as a Japanese person and feel the need to pair Japanese language 
teaching with English language teaching to make it more attractive to 
potential customers. A potential explanation could be that Haruko dif-
ferentiated between two understandings of native-speakerism and her 
experience as a NNS English teacher: one based on her LTI and the other 
based on the global language market. In other words, as a LTI, Haruko 
felt proud and secure being a non-native speaker teacher (NNST) of 
English. However, in facing the global language market, she felt unsure 
and doubtful of how being a NNS as well as a Japanese person might 
affect potential customers’ perceptions of her future language school. 
Haruko’s understanding of the global language market is further elabo-
rated in the next section.

Awareness of the global language market

Over the course of teaching multiple languages in her language teach-
ing career, Haruko developed certain beliefs about how her experience 



158 Teachers of Multiple Languages 

of teaching certain languages granted her more opportunities in certain 
contexts than others. Haruko explained that she felt that Americans 
would not want to spend money taking an English course from a Japa-
nese person. Also, in terms of opening a Japanese-only language school, 
she felt that not enough Americans were interested in learning Japanese. 
Therefore, she felt that offering both English and Japanese classes would 
be the more successful business idea.

From her experience teaching multiple languages in various institu-
tions in the United States and Japan, Haruko had developed certain 
beliefs, or a ‘neoliberal imaginary’ that framed her language teaching 
skills as ‘a commodity with market value’ and thus language teachers as 
‘bundles of skills which can be marketed for productivity’ (Shin & Park, 
2016: 447). For Haruko, this impacted the way she perceived how market-
able her English and Japanese language teaching skills as a NNS and NS 
teacher, respectively, would be in certain contexts as assessed by certain 
people within the global language market (Park & Wee, 2012). Accord-
ing to Park and Wee (2012: 154), ‘speakers’ work of negotiating the value 
of their linguistic capital is shaped by their own, socialized anticipations 
about what is possible and appropriate in the given market’.

This means that the way Haruko conceptualized how she would 
be perceived as a NNS English teacher led her to set negotiated self- 
limitations on the contexts and conditions under which she could 
advance her career as a TML. For example, Haruko believed that as a 
Japanese person, she would not be able to operate a language school that 
only taught English or Japanese because those would not be marketable 
enough in the American educational context. Instead, she believed that 
her language teaching skills in English and Japanese, when perceived as a 
commodity, had to be packaged together in order to be profitable enough 
to run a language school in the American educational context. Thus, the 
way Haruko positioned herself as a TML in the global language market 
molded how she imagined her future LTI and the possibilities that were 
open and closed to her in her future TML career trajectory.

There are some similarities and differences between Ann’s and Har-
uko’s understanding of her language teaching skills as part of a global 
language market. Both understood that how marketable their language 
teaching qualifications and skills were differed depending on which lan-
guage they taught and the teaching context. Both had experience teaching 
the languages they perceived to be more marketable based on their own 
individual background in the United States (i.e. Chinese for Ann and Jap-
anese for Haruko). Lastly, both sought to take advantage of what they 
perceived to be their advantages in the global language market (i.e. Ann 
teaching Chinese abroad and Haruko pairing Japanese teaching with 
English teaching) in order to achieve their own language teaching career 
goals. However, the main difference between Ann and Haruko is that the 
latter had actual experience teaching the language she perceived as less 
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marketable, namely teaching English as a NNS in the United States; Ann, 
on the other hand, did not have such experience and thus, her under-
standing of how her language teaching skills would be received in the 
global language market was partially theoretical. This may suggest that 
Haruko felt greater hesitation and doubt about how financially successful 
a Japanese-owned English language school in the United States would be, 
possibly because influencing her beliefs were the actual experiences she 
had while teaching English in the United States as a NNS teacher.
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Chapters 4–6 presented Ann, Megan and Haruko’s narratives with the 
aim of providing two different perspectives: (1) a broad look at how 
their teacher of multiple languages (TML) careers developed, begin-
ning as teachers of a single language and expanding to teaching multiple 
languages; and (2) an in-depth look at their experience of being TMLs 
through exploring their identities, beliefs and emotions. The presentation 
of their narratives and subsequent analyses are part of my own inter-
pretation of their stories, a form of re-storying (Barkhuizen et al., 2014: 
97), and their stories are interpretations of their experiences. Together, 
the collective processes of narrative inquiry involving Ann, Haruko, 
Megan and me can be described as ‘narrative knowledging’, defined by 
Barkhuizen (2011: 395) as ‘the meaning making, learning, or knowledge 
construction that takes place during the narrative research activities of 
(co)constructing narratives, analyzing narratives, reporting the findings, 
and reading/watching/listening to research reports’ (as cited in Barkhui-
zen, 2013). Although we cannot generalize the experiences of three par-
ticipants as universal aspects of all TMLs, we can take their narratives 
as ‘personal practical knowledge’ (Clandinin, 2020) that can be used to 
further understand other possible experiences of TMLs. According to 
Clandinin (2020):

We see personal practical knowledge as in the person’s past experience, 
in the person’s present mind and body and in the person’s future plans 
and actions. It is knowledge that reflects the individual’s prior knowledge 
and acknowledges the contextual nature of that teachers’ knowledge. It 
is a kind of knowledge carved out of, and shaped by, situations; knowl-
edge that is constructed and reconstructed as we live out our stories and 
retell and relive them through process of reflection. (Clandinin, 2020: 92)

Ann, Megan and Haruko’s narratives provide us with a source of per-
sonal practical knowledge (in the form of narrative) to better understand 
the experience of teaching multiple languages.

Teachers of Multiple Languages Insights about TMLs

Insights about TMLs

7
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Insights about TMLs

Why a TML is a Specific Language Teacher

Ann, Megan and Haruko’s journeys as TMLs show that the experi-
ence of teaching multiple languages is a specific kind of experience that 
‘refashions’ (Kramsch & Zhang, 2018) language teachers, impacting their 
approaches to language teaching, their negotiations and understandings 
of who they are and their long-term career decisions. I argue that in 
applied linguistics research and real-world teaching contexts, we must 
not continue to overlook TMLs as the same kind of language teacher 
as those who have only taught a single language. Teaching multiple 
languages is not simply an act of teaching an additional language or set 
of coursework, but also an act of developing additional ways of being 
through new identities, beliefs and emotions. Thus, TMLs should be 
considered as a specific kind of language teacher, different than teachers 
of a single language, because the necessity of having to navigate multiple 
worlds from teaching multiple languages provides them with a specific 
kind of knowledge, experience and habitus different than that of teachers 
of a single language.

Another way to approach this is to say that TMLs are more than the sum 
of several teachers of a single language. This notion is inspired by holistic 
perspectives on bilingualism in psycholinguistics that recognized a bilingual 
individual as more than the sum of two monolingual individuals (Grosjean, 
1985, 1989). This perspective meant that a bilingual individual was treated 
as ‘a specific and fully competent speaker/hearer who has developed a 
communicative competence that is equal, but different in nature, to that of 
the monolingual’ (Grosjean, 1994: 1657). In line with this perspective, the 
term multicompetence has also been used to describe second language (L2) 
learners as having fundamentally different systems of linguistic knowledge 
than monolinguals and thus should be seen as language users in their own 
right rather than as deficient monolinguals (Cook, 1991, 2016). Similarly, 
the Douglas Fir Group (DFG) (2016: 26) has referred to the competence of 
multilinguals as ‘the holistic sum of their multiple-language capacities’.

The rest of this chapter focuses on detailing what exactly it is that 
makes the teaching of multiple languages more than the sum of teaching 
single languages. In the following sections, I discuss three claims about 
TMLs that show the complex ways in which teaching multiple languages 
involves the work of navigating various layers of identities, beliefs and 
emotions. In the second half of the chapter, I also present three dimen-
sions of teaching multiple languages as a thematic summary of issues 
TMLs navigate in their teaching.

Claim 1: In teaching multiple languages, TMLs are 
engaged in ‘identity-belief-emotion’ work

In teaching multiple languages, TMLs are engaged with multiple 
identities, beliefs and emotions. I use the term ‘identity-belief-emotion’ 
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(IBE) work, inspired from the framing of language teachers’ identity 
development as ‘identity work’ (Douglas Fir Group, 2016; Miller et al., 
2017; Yazan & Lindahl, 2020) and Barcelos’ (2015) use of the term 
‘beliefs-emotions-identities’, emphasizing the way the three concepts 
are interconnected. Thus, I use the term ‘IBE work’ to refer to language 
teachers’ routine practice of negotiating, performing and making sense of 
multiple identities, beliefs and emotions involved with language teaching.

Indeed, IBE work is not solely limited to TMLs; in fact, one may 
argue that IBE work is a universal part of language teaching. What sets 
TMLs’ engagement in IBE work apart from teachers of a single language 
is that with each additional language, it is likely that TMLs are dealing 
with IBE work that consists of many more moving parts. In other words, 
with each additional language taught, TMLs are developing new identi-
ties, experiencing new emotions and changing beliefs; they are perform-
ing, negotiating, comparing and juggling IBEs from each of the languages 
they teach.

Ann, Megan and Haruko’s engagements with IBE work were evi-
dent throughout their narratives. Within the narratives, it is difficult to 
separate each of the individual concepts from each other. As Barcelos 
(2015: 315) has suggested, ‘they are all part of one network and cannot 
be looked at separately; or rather, they are perhaps part of the same 
continuum, or parts of the same nucleus that forms our “selves”’. Fur-
thermore, IBEs ‘change and adapt in response to any changes within 
themselves within each other. They interact at different times but also 
simultaneously’ (Barcelos, 2015: 315). However, from the narratives, 
we can observe a few recurring patterns in their experiences, which are 
explained in Claims 2 and 3.

Claim 2: For TMLs, IBE work may differ depending on 
the language being taught and the teaching contexts. 
Thus, TMLs are likely involved in multiple IBE work

As mentioned above, what sets TMLs’ engagement in IBE work apart 
from teachers of a single language is that with each additional language, 
it is likely that TMLs will be dealing with additional IBE work. However, 
the multiple IBE work that TMLs are navigating is not simply a quantita-
tive difference; the teaching of multiple languages requires navigating a 
greater qualitative complexity in the nature of IBE work. What I mean 
by a greater qualitative complexity is the sequencing and layering of mul-
tiple moving parts that make up IBE work, and the comparative nature 
of IBE work.

Both of the above characteristics of multiple IBE work can be seen 
in Ann, Megan and Haruko’s narratives. One could imagine that in the 
simplest of scenarios, a language teacher would first embark on teaching 
one language before transitioning to teaching another language, with no 
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direct overlap between them. While this may be the experience of some 
TMLs, this was not the case for Ann, Megan or Haruko. In all three 
narratives, there was some form of overlap in the teaching of multiple 
languages, and thus, in their IBE work. For Ann, this overlap occurred 
early in her teaching career during her undergraduate English as a for-
eign language (EFL) teacher education program when she had experience 
teaching both EFL and Chinese as a second language (CSL). She charac-
terized this stage of her teaching career using the metaphor of two trees 
growing together. Megan experienced an overlap in teaching English 
and German when she began to teach German part-time at a company 
while continuing her English as a second language (ESL) teaching as an 
adjunct instructor. Her positive experience teaching German part-time at 
a company provided a stark contrast to the negative experience she had 
while teaching English as a part-time adjunct instructor. Finally, Haruko 
experienced an overlap in teaching English and Japanese when she began 
to teach Japanese at a community temple during her graduate master’s 
(MA) teaching English to speakers of other languages (TESOL) program 
in the United States. Teaching Japanese provided her with the experience 
of being a native speaker (NS) teacher and how that differed from teach-
ing ESL as a non-native speaker (NNS) teacher. Even for TMLs who may 
not be teaching multiple languages simultaneously but teaching each of 
the multiple languages separately, one after the other, there is still an 
unavoidable component of comparing the teaching of one language with 
another language, though the comparisons would be more retrospective 
in nature (i.e. comparing the current language they are teaching to a lan-
guage they had taught in the past, rather than comparing languages they 
are currently teaching).

Thus, for Ann, Megan and Haruko, the teaching of multiple lan-
guages simultaneously was not only about teaching an additional subject 
or set of coursework, but also managing and making sense of additional 
IBEs. The simultaneous nature of their multiple language teaching put 
them in a situation where they were inevitably comparing their experi-
ences and IBEs from teaching different languages. In this way, the IBE 
work of TMLs is qualitatively more complex than that of teachers of a 
single language because teaching different languages required them to 
juggle, manage, navigate and negotiate the various IBEs from the differ-
ent languages they taught or were teaching.

Claim 3: IBE work is part of a greater ecology 
of factors that TMLs navigate

The discussions following each of the participants’ narratives involve 
factors beyond those of IBEs because IBEs are part of a greater ecology 
of factors influencing the participants’ teaching of multiple languages. 
As scholars have mentioned, IBEs are not confined to the inner self 
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(Barcelos, 2015; Douglas Fir Group, 2016), but are often socially and cul-
turally constructed, interacting and changing the surrounding material 
and social environment. Ann, Megan and Haruko’s narratives illustrate 
this through their discussions about their teaching practices and their 
teaching environments, their social interactions with colleagues and the 
institutional expectations and power dynamics in their workplaces. That 
is to say that it is often in conjunction with telling stories about their 
outer lives as TMLs that we gain access to explore their inner lives as 
TMLs.

What has proven useful in demonstrating the embedded nature of 
IBEs within a greater ecology is the DFG’s framework (Douglas Fir 
Group, 2016), described in Chapter 3. Following each of the participants’ 
narratives, the DFG framework was used to introduce ‘other aspects of 
being a TML’ beyond but interconnected with IBEs. In the rest of this 
section, I revisit the DFG framework as a guide toward gaining a broader 
understanding of how the experience of teaching multiple languages can 
be more complex than that of teaching a single language.

At the micro level of teaching multiple languages, TMLs must cog-
nitively attend to the linguistic and pedagogical similarities and differ-
ences of the multiple languages they teach or have taught (i.e. ‘teacher 
knowledge’). These similarities and differences lie on a spectrum and the 
way in which the relationships between the languages are negotiated by 
TMLs impacts their approaches to and beliefs about language teaching. 
Furthermore, at the micro level, TMLs’ social interactions with others 
(e.g. students, colleagues, parents) are mediated by a wide range of semi-
otic resources they have at hand, particularly as multilingual individuals. 
However, the use of these semiotic resources may be withheld, restricted 
or selectively applied depending on the teaching context they are in, the 
language they are expected to use in their role as the language teacher 
and with whom they are interacting. For example, Haruko as a TML 
teaching English at a university in the United States was expected to 
teach using only English, while she was open to using both English and 
Japanese when teaching Japanese at a local community temple in the 
United States.

At the meso level of teaching multiple languages, TMLs must navi-
gate the sociocultural institutions and communities (i.e. school, family, 
neighborhood) in which their teaching is situated. This becomes more 
complex for TMLs than teachers of a single language because teaching 
multiple languages often means teaching in contexts that involve multiple 
sociocultural institutions and communities. While in some cases these 
sociocultural institutions and communities may be related or overlap, 
many TMLs must also learn to adapt to completely different sociocul-
tural institutions and communities. This means that as TMLs transition 
from teaching one language to another, they are not only changing the 
language they teach but also possibly shifting their language teaching 
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methodologies and identities in accordance with the ideologies of the 
new institutions and communities. For example, Megan adapted to new 
language teacher identities (LTIs) and approaches to teaching when shift-
ing from teaching English in higher education institutions as ‘an invis-
ible adjunct’ to teaching German in a large corporation as a part-time 
employee jokingly working as ‘employee retention’.

At the macro level, TMLs also navigate large-scale, society-wide 
ideological structures (i.e. beliefs about language use or language learn-
ing, cultural values, political values, etc.) that influence what they are 
expected to teach as well as how they are positioned as language teachers 
in their workplace. Again, navigating these ideological structures is more 
complex for TMLs because teaching multiple language often requires 
TMLs to transition between varying ideological structures. What this 
means is that the work of teaching multiple languages does not simply 
involve shifting between the different languages being taught, but also 
involves shifting between different beliefs about what variety of the lan-
guage should be taught, what methodology should be used in teaching and 
what role the teacher plays in relation to the students and the classroom. 
What makes these factors difficult to navigate is that they are determined 
by society-wide forces, often cultural and political in nature, that are 
often not immediately apparent or in conflict with the beliefs of TMLs. 
For example, when Ann transitioned from teaching Chinese in Taiwan to 
the United States, she was required to change her Chinese accent to sound 
like the Beijing dialect because that is what was considered ‘standard’ at 
the American university where she taught. In other words, Ann, as a NS 
of Chinese, was not able to use her ‘native’  Taiwanese-based Chinese 
accent to teach Chinese and had to mimic a specific dialect of Chinese 
that was designated as the international ‘standard’ due to the large-scale 
ideological and political structures deriving from the People’s Republic 
of China but reaching and influencing far beyond, even to American uni-
versities’ Chinese language learning programs.

What the DFG framework is able to show about TMLs are the 
ways in which their careers are more complex and dynamic due to the 
need to navigate the multi-layered spaces, systems and ideologies that 
come with each language that TMLs teach. It shows that teaching mul-
tiple languages is more than simply adding on an additional subject of 
instruction, but that with each additional language taught, TMLs need 
to navigate an entire ecosystem of cognitions, emotions, identities, social 
interactions, communities, belief systems and ideologies operating at the 
micro, meso and macro levels. Using an ecological metaphor, we can 
compare the complexity, dynamism and variability that TMLs face in 
teaching multiple languages to that a farmer might face in deciding to 
cultivate multiple crops as opposed to only one. With each additional 
crop comes an entire ecology that the farmer must manage in relation to 
the original crop in order to achieve a successful harvest.
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Dimensions of Teaching Multiple Languages

In this section, I present several dimensions of teaching multiple 
languages from Ann, Megan and Haruko’s narratives. One can read this 
section as a thematic summary of issues that the participants brought up 
within their narratives and connect them to a broader discussion about 
teaching multiple languages. These dimensions are the topical spaces in 
which TMLs’ IBE work occurs; that is, IBE work is interwoven within 
the way TMLs navigate each of these dimensions in their careers.

Navigating teacher knowledge as TMLs

An important dimension of teaching multiple languages is navigating 
teacher knowledge based on the linguistic and pedagogical similarities 
and differences between the different languages they have taught. Over 
the process of learning to teach multiple languages, TMLs inevitably 
compare their experiences of teaching different languages in terms of the 
different linguistic characteristics of the different languages they have 
taught (e.g. grammar, vocabulary, pronunciation) as well as the teaching 
methods used to teach the different languages (e.g. types of activities, use 
of specific methodologies, emphasis on particular language skills). The 
experience of teaching multiple languages provides TMLs with experi-
ence in navigating these differences. This means that in teaching multiple 
languages, each language does not exist in isolation from one another, 
and the teaching of one language influences the teaching of another lan-
guage. In the following sections, I cover the two types of teacher knowl-
edge that Ann, Megan and Haruko addressed.

Managing the relationship between languages

There are two ways we can think about how TMLs manage the rela-
tionship between language: the first is in relation to linguistic features and 
the second is in relation to identities and emotions. Primarily, part of the 
experience of teaching multiple languages is learning how the different 
linguistic features of the languages one has taught relate to one another. 
Research on multilingualism has found that, unlike monolingual speakers, 
multilingual speakers develop an increased awareness of the interaction 
among the languages they know, which has been referred to as ‘multi-
lingual awareness’ (Jessner, 2008b, 2014). From LTE as well as teaching 
experience, each participant reported actively comparing and learning 
from their reflections about these differences. For example, Ann taught 
English first before transitioning to Chinese. As a NS of Chinese, Ann 
rarely explicitly thought about the grammatical features of Chinese. How-
ever, through her LTE and experience teaching Chinese, she learned what 
the grammatical features of Chinese were, how to explain them to her 
students using English and how the grammatical features of English relate 
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to those of Chinese. In other words, by teaching both English and Chi-
nese, her knowledge of the linguistic features of English and Chinese was 
expanded and refined. Megan and Haruko also followed the same pattern 
of developing teacher knowledge around the languages they taught.

At first, this may sound similar to the experience of a multilingual 
individual. Like TMLs, bilingual/multilingual speakers also develop a 
multilingual awareness from having to consider and compare the dif-
ferent linguistic features of the languages they know. However, an 
important difference is that TMLs are forced to consider the linguistic 
features of the languages they know more explicitly because they are not 
only expected to use the languages but also teach them. For example, a 
bilingual speaker who is able to fluently speak English and Chinese may 
have a general understanding of the linguistic features of English and 
Chinese, but they may not be able to explain those features explicitly 
because they have primarily used the two languages rather than taught 
them. This is what sets TMLs apart from a bilingual/multilingual speaker 
or a bilingual/multilingual language teacher. I elaborate further on the 
pedagogical role of managing linguistic relationships in the next section.

In addition to managing the linguistic features of the languages TMLs 
have taught, TMLs must also manage the identity and emotional features 
of the languages they have taught. For each TML, each language comes 
packed with multiple layers of meaning that are influenced by a range of 
factors, such as their cultural upbringing, their past experiences in language 
teaching or learning, or their perceptions of who they are. For example, for 
Haruko, the various identities (i.e. EFL learner, NNS, university instructor) 
and emotions (i.e. pride, familiarity) associated with teaching English were 
different than those of teaching Chinese (i.e. NS, community instructor; 
emotions: i.e. frustration, anxiety). The multiple layers of meaning that 
become associated with the different languages TMLs teach do not come 
pre-packaged; rather, they are developed over time through their experi-
ences teaching multiple languages through social interactions with col-
leagues and students in various institutions and communities and exposure 
to ideological structures. Furthermore, gaining a greater awareness of the 
differences in identities and emotions associated with the languages they 
have taught can lead to TMLs taking these factors into consideration when 
making crucial decisions about their TML career, such as what language(s) 
and proficiency levels they prefer to teach and in what contexts they pre-
fer to teach. Thus, developing an understanding of the multiple identities 
and emotions they come to associate with the languages they have taught 
becomes part of both the process and byproduct of being a TML.

Adjusting pedagogical practices

Managing the similarities and differences between the languages 
TMLs have taught leads to considering how those similarities and 
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differences impact TMLs’ approaches to language teaching. This mani-
fests in two ways: broader language teaching methodologies and more 
specific instructional decisions.

First, when teaching multiple languages, TMLs consider whether 
the language teaching methodology they used in their initial language 
teaching experience is suitable for their next language teaching experi-
ence. Various factors are considered in order to determine whether a new 
language teaching methodology should be used when teaching a different 
language, such as the TML’s LTE, the students’ proficiency levels, the 
cultural context and the institution’s expectations. For example, Megan 
first taught academic English to international students at a university in 
the United States using communicative language teaching. When teach-
ing German, she taught beginning adult learners who were learning 
German out of personal interest rather than for academic achievement. 
Megan also felt less confident about teaching German than teaching Eng-
lish because she was a NNS of German. Thus, she decided to partially 
use communicative language teaching and partially use the direct method 
when teaching German. Ann and Haruko also implemented changes in 
their language teaching methodologies when transitioning to teaching a 
different language.

Second, in addition to considering changes in TMLs’ broad lan-
guage teaching methodologies, TMLs also consider changes in specific 
instructional decisions in their language teaching. Specifically, these 
instructional decisions may involve decisions such as the language of 
instruction, class activities, course materials and assessment types. Like 
decisions around which language teaching methodology to use, specific 
instructional decisions are also determined based on a multitude of fac-
tors, including LTE, course level, cultural context and institutional expec-
tations. However, these decisions may be made separately from decisions 
regarding language teaching methodology. For example, when Haruko 
transitioned from teaching English and Japanese in the United States to 
teaching English in Japan, she had to switch from using communicative 
language teaching to a combination of communicative language teaching 
and grammar translation. However, despite this transition, there were 
certain instructional decisions she was able to maintain and others she 
had to change. Specifically, she was able to continue using some of her 
teaching techniques, such as icebreakers and pair work activities, but 
she had to change her language of instruction (i.e. using English to teach 
Japanese, using Japanese/English to teach English) and course materi-
als as mandated by her institution’s requirements. Thus, shifting from 
teaching one language to another requires adjusting to changes in both 
the broader teaching methodologies as well as the more specific aspects 
of language teaching, some of which TMLs have the ability to exercise 
agency over but others may be imposed by the rules and cultures of the 
teaching context.
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Navigating habitus as TMLs

TMLs also navigate the relationship between the various layers, 
facets or versions of self from teaching multiple languages. While this 
section discusses LTIs, I also see this section as being broader than LTIs. 
Here, I refer to the concept of habitus; the notion of habitus is a core 
part of Bourdieu’s (1990: 53) theory of practice and he defined habitus 
as a ‘system of durable, transposable dispositions… principles which 
generate and organize practices and representations’. Habitus can be 
conceptualized as certain ways of acting and behaving instilled in our 
physical bodies through socialization by institutions (e.g. family, school) 
and ideologies over time and shaped by our socioeconomic positions in 
society. These ways of acting and behaving ‘become “natural” ways of 
doing things with our bodies, what we do without rational or conscious 
calculation; it becomes part of our predisposition as a particular kind of 
member of society’ (Park & Wee, 2012: 34). TMLs navigate a habitus 
shaped by their diverse experiences in teaching multiple languages to 
different demographics of students in different educational contexts. 
Language learners may recognize and respond to TMLs’ unique habitus, 
which reinforces the way the habitus takes shape for TMLs both inter-
nally as self-perceptions and externally as how they are perceived. In the 
following sections, I discuss the ways the negotiation of habitus manifests 
in the teaching of multiple languages.

Being both NS teachers and NNS teachers

As TMLs, all three participants had experience of being both NS 
teachers and NNS teachers so they were able to compare their own self-
perceptions and how others perceived or treated them as NS teachers 
and NNS teachers of different languages and different teaching con-
texts. Ann transitioned from being a NNS teacher of EFL in Taiwan to 
a NS teacher of Chinese in Taiwan, India and the United States. From 
this transition, she noticed that being a NNS teacher and a NS teacher 
afforded her different advantages and disadvantages. First, she noticed 
that as a NNS teacher of EFL, she was able to better empathize with her 
students because she had experienced the difficulties of being an EFL 
learner. When she was a NS teacher of Chinese, she noticed that she was 
less able to predict what difficulties her students might have and why 
they might be having those difficulties. Second, she noticed that as a NS 
teacher of Chinese, she felt a responsibility to represent and share ‘her 
language’ and ‘her culture’ properly, almost as if she had designated her-
self as a cultural ambassador. In fact, she described teaching Chinese as 
possibly a ‘tool for diplomacy’. She realized the potential that she could 
be a cultural ambassador of the Chinese language and culture when she 
taught Chinese in India through a volunteer program and her students 
had a passionate desire to learn Chinese. This experience stood out to her 
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because she was the first NS teacher of Chinese that school had ever had 
so she felt that they were interested not only in learning Chinese but also 
in getting to know her as an ethnically Chinese person.

Haruko had similar experiences to Ann when it came to being a NS and 
NNS teacher. Haruko started out as a NNS teacher of ESL in the United 
States, taught as a NS teacher of Japanese in the United States and then 
transitioned to being a NNS teacher of EFL in Japan. Like Ann, Haruko 
felt a sense of pride and responsibility that came from her experience as a 
NNS teacher of English in both the United States and Japan. To be specific, 
Haruko was not necessarily proud of being a NNS teacher at first, but it was 
through her experience of teaching as a NNS of English that the feelings of 
pride and responsibility arose. She recalls that in both the United States and 
Japan, several Japanese students taking her EFL class were so impressed 
with her English proficiency skills (specifically pronunciation) that they told 
Haruko they wanted to speak English just like her. In other words, Haru-
ko’s EFL students saw her as a role model and a highly proficient L2 user 
(Cook, 1991) in her own right rather than following a native speaker model 
and comparing their own language proficiency to that of a NS. Haruko felt 
proud that she was able to be a positive influence as a NNS teacher to her 
EFL students. In contrast, when teaching Japanese in the United States as a 
NS teacher, she did not feel the same kind of pride and honor. In fact, she 
felt that she was expected by default to have good pronunciation since she 
was a NS of Japanese and students did not see her as a role model. Fur-
thermore, Haruko found it overall more difficult to teach Japanese as a NS 
teacher, particularly when trying to respond to students’ questions about 
grammar. Unlike teaching EFL, when she taught Japanese, she was not able 
to refer to her LTE training in pedagogical grammar (because she did not 
receive any that was specific to Japanese) nor was she able to refer to her 
own experiences learning Japanese as a L2 (because she did not have any).

Megan started out teaching as a NS teacher of EFL in Germany, then 
a NS teacher of ESL in the United States and then a NNS teacher of Ger-
man in the United States. Compared to Ann and Haruko, Megan had the 
least to say about being a NS and NNS teacher and thus, seemed least 
influenced by her NS and NNS LTIs. Megan certainly made observations 
about the differences between being a NS and NNS teacher. For example, 
she noted that teaching German as a NNS was harder because she could 
not depend on a NS’s instinctual knowledge of German. As a NNS 
teacher, she had less confidence in herself and had to be much more care-
ful about her teacher talk in class. This was the extent to which Megan 
considered her NS and NNS LTIs.

Being an adjunct or ‘going corporate’

While Megan only briefly talked about being a NS and NNS teacher, 
she talked extensively about her experience of being an adjunct instructor 
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at various higher education institutions. Fundamentally, this was a dis-
cussion about what kind of language teacher Megan originally saw her-
self as and desired to be, and how that perspective changed over time.

When Megan taught ESL and English composition at community 
colleges and universities in the United States, she was mostly hired as 
an adjunct instructor, which she felt was a position that was underap-
preciated by and invisible to higher education institutions. These had 
concrete impacts on Megan’s attitudes toward her career as a language 
teacher, such as the number of unpaid hours Megan spent preparing 
for her classes and the lack of recognition for everyday personal aspects 
of teachers’ lives (e.g. adjunct birthdays, adjunct’s final days as part of 
the faculty). Megan felt strongly that the way adjunct instructors were 
treated as inferior members of the department was an injustice and this 
became a part of her LTI. Megan’s passion for the plight of adjunct 
instructors not only came from her own personal experiences but also in 
witnessing the way her colleagues were treated. In fact, in one of Megan’s 
stories, she recalled not being able to bear watching another of her col-
leagues leave the university department with no ‘thank you’ or ‘goodbye’, 
so Megan took matters into her own hands and arranged a farewell party 
for her colleague. For Megan, this was an act of resistance against an 
unjust system.

In contrast to Megan’s experience of feeling that she was mistreated 
as an adjunct instructor of a higher education institution, her experience 
of being a part-time German teacher at a company was very positive. 
Specifically, she felt appreciated and acknowledged as a language teacher 
in the company. A particular moment for Megan was when she was 
teaching German at the company and her birthday was remembered and 
celebrated. She did not remember this happening in any of her adjunct 
positions. Megan’s positive experience as a part-time employee in a large 
company and negative experience as an adjunct instructor in a higher 
education institution presented her with a scenario that defied her initial 
associations of what it meant to work in a higher education institution 
versus a corporate environment. It suffices to say that she was surprised 
that the large corporation seemed to treat her with more humanity as 
a language teacher than the higher education institutions did. While 
Ann and Haruko’s LTIs remained largely within the language teaching 
context in higher education contexts, Megan’s experience of teaching 
German exposed her to a language teaching context based in a corporate 
environment that may have initially conflicted with her LTI but later 
proved to actually bolster her LTI by acknowledging her work. The feel-
ing that who she was and what she contributed as a language teacher was 
treated with respect and recognition was so important to Megan that it 
caused her to rethink her plans of pursuing a career in higher education 
and introduced a possible alternative career trajectory of ‘going corpo-
rate’, as she put it.
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Bolstering personality, persuasiveness and charisma

Ann noticed that having taught English and Chinese in multiple 
countries and teaching contexts granted her a certain kind of ‘persuasive-
ness’ and ‘charisma’ with her students, as she put it. When Ann spoke 
of ‘persuasiveness’, she was referring to the sense that students believed 
and trusted her explanations and teaching as a language teacher. She 
felt that her experiences as a TML had made her a more persuasive lan-
guage teacher because she was better able to make comparisons between 
students’ native language and target language. Namely, when teaching 
Chinese in the United States, because she had previously taught EFL, 
she was able to explain Chinese vocabulary and grammar in relation to 
English. In addition, after she moved back to Taiwan and continued to 
teach EFL and CSL in Taiwan, she was able to explain EFL vocabulary 
and grammar in relation to Chinese. In these scenarios, Ann was using 
her pedagogical experience in teaching English and Chinese to make lin-
guistic connections between those two languages in her teaching.

This idea that bridging her experiences of teaching multiple languages 
had a positive impact on the way students perceived her as a language 
teacher was not limited to her expertise and knowledge of the languages 
(i.e. persuasiveness), but was also applicable to her broader personal-
ity, what she calls ‘charisma’. This manifested in her language classes 
when she was able to tell stories about her experience teaching different 
languages in different countries. She found that students were interested 
and impressed by these stories and it contributed to a sense of ‘charisma’ 
from her students’ perspective of associating fascination and wonder 
with language learning. Similar to Ann’s sense of ‘charisma’, Haruko 
noticed that her Japanese students were impressed by the fact that she 
had taught different languages in different countries. They thought that 
it was rare to meet a teacher from Japan who had taught both English 
and Japanese in the United States. From the narratives, what we see is 
Ann and Haruko reporting on the students’ positive judgements of ele-
ments of their personality that came from teaching multiple languages in 
various contexts. In turn, their students’ judgements further reinforced 
this habitus not just as something a student said about them, but also as 
characteristics that Ann and Haruko may inhabit or identify with more 
in their teaching careers.

Developing transnational competency

Ann felt that her persuasiveness and charisma after teaching Chinese 
in the United States developed into a certain kind of self-confidence. 
This can also be described as a kind of ‘transnational competency’ or 
the ability ‘to participate effectively in activities that cut across two or 
more national boundaries’ (Koehn & Rosenau, 2002: 114). For example, 
Ann noted that if she ever had an American student learning Chinese in 
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Taiwan in the future, she felt confident interacting with that student and 
that she ‘knew’ how to teach them. Haruko also noticed that her Japa-
nese students were impressed by the fact that she had taught different 
languages in different countries. In particular, students would approach 
her to ask for advice about studying and teaching abroad because of her 
extensive experience living, studying and teaching in the United States. 
Also, when she shared her experiences teaching Japanese in the United 
States, her students were surprised that it was even a possibility and 
became interested in the possibility that they too could pursue a career 
teaching Japanese abroad. Haruko felt that one reason students sought 
her advice on teaching and studying abroad was because not many of the 
other faculty members had studied or taught abroad. In a sense, beyond 
simply seeing themselves as a language teacher, Ann and Haruko have 
also taken on the habitus of being a cultural ambassador or an embodied 
representative of their experiences drawing from ‘two or more worlds of 
experience’ (Li, 2000: 23) from teaching multiple languages in multiple 
countries.

Navigating language education contexts as TMLs

Another core dimension of teaching multiple languages is navigating 
multiple language education contexts that differ between the multiple 
languages that TMLs have taught. When teaching multiple languages, 
each language is often situated in different language education contexts 
that consist of multiple, overlapping social, political and economic fac-
tors that are often not immediately apparent. Thus, as TMLs transition 
from teaching one language to another, they become attuned and sensi-
tive to the way changes in these contextual factors impact their teaching. 
This sensitivity grants TMLs the ability to make decisions and act within 
these varying contexts in ways that are most appropriate not only for 
their students in language learning but also for themselves in terms of 
teaching individual lessons as well as managing their teaching career. The 
two main contextual themes appearing in the three participants’ narra-
tives are the contextual expectations of TMLs and the global language 
markets for language teaching.

Contextual expectations of TMLs

As TMLs transition from teaching one language to another, they con-
front a wide range of expectations for what kind of teacher they should 
be, what aspects of language they should teach and what methods they 
should use to teach language. These expectations may vary from one 
context to another, so they may or may not align with the expectations 
TMLs had from a previous teaching position or the expectations TMLs 
were taught through their LTE programs. What this means is that teach-
ing multiple languages is not simply about adding another subject to 
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the list of languages one has taught; rather, teaching multiple languages 
involves a process of attuning to, sorting out and adapting to the chang-
ing expectations of their language teaching as a result of changes in 
context.

Ann experienced this shift most prominently when she attempted 
to apply for a government-sponsored program to teach Chinese classes 
as a foreign language teaching assistant at an American university. At 
the time, she was teaching large EFL cram school classes in Taiwan 
while also doing her master’s in teaching Chinese to speakers of other 
 languages (TCSOL). On her first attempt to apply for the government-
sponsored program to teach Chinese in the United States, Ann was 
rejected after her interview and when she asked her interviewers why 
she had failed, the interviewers told her that her Chinese pronunciation 
was not ‘accurate’. After asking for some specific examples, Ann realized 
that she was rejected because she did not speak Putonghua (普通話), ‘the 
standard variety of Chinese’ based on the Beijing dialect; instead, dur-
ing the interview, she spoke Taiwanese Mandarin (Guoyu or 國語), the 
variety of Chinese she would normally use as a NS of Chinese in Taiwan. 
This made the interviewers (who were Taiwanese, like Ann) question 
whether or not she would be a suitable candidate to teach university 
Chinese classes in the United States where Putonghua is expected to be 
taught, even though Ann had already learned how to read and write 
simplified Chinese characters and use the Hanyu Pinyin Romanization 
system. Ann explained that once she realized her Taiwanese Mandarin 
accent was an issue, she practiced the Putonghua accent she was expected 
to use and in her second application attempt, she used Putonghua and 
passed the interview. When she taught university Chinese classes in the 
United States, she noted that indeed the department faculty expected her 
to consistently teach Chinese using Putonghua. Furthermore, to main-
tain a professional image in front of her colleagues and classmates, she 
avoided using Taiwanese Mandarin on campus.

In transitioning from the language education context in Taiwan to 
the United States, Ann realized that simply being a NS of Taiwanese 
Mandarin did not meet the expectations for teaching Chinese through 
the Fulbright Foreign Language Teaching Assistant (FLTA) program in 
the United States. Therefore, she adapted her accent to fit the linguistic 
expectations of the educational context she aspired to teach in. Since Ann 
expressed a desire to teach Chinese as a way for her to travel around the 
world, one can imagine that Ann may be expected to change her accent as 
she moves from one context to the next, while in other situations she may 
not be expected to, despite the fact that she is still consistently teaching 
the same language in all of those scenarios. As Ann gains more credibility 
and a higher reputation within her profession, she may gain greater bar-
gaining power over what variety of Chinese she can teach; however, for 
now as a TML at the early stages of her career, she has learned to adapt 
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to the expectations of certain contexts to the best of her ability. What 
Ann was learning to navigate were the dynamic changes that come with 
teaching across different contexts.

While Ann had to navigate contextual expectations set at the institu-
tional level by gatekeepers of a national government-sponsored program 
and university departments abroad, Haruko and Megan had to navigate 
contextual expectations of their methods of language teaching as influ-
enced by changes in student demographics and student learning needs. 
Haruko started out teaching academic English for international students 
at an American university where she was trained to use communicative 
language teaching. As she transitioned to teaching Japanese to adults at a 
local temple in the United States, even though it was certainly a different 
educational context, she was still able to use communicative language 
teaching methods because her students were learning Japanese for com-
municative purposes, rather than to pass a standardized test. However, 
when she moved back to Japan and taught university-level EFL courses, 
she was unable to continue using only communicative language teach-
ing methods. She found herself using a combination of communicative 
language teaching and grammar translation methods because grammar 
translation methods were more familiar to Japanese students. Further-
more, Haruko felt that the curriculum and course materials that the 
department required her to use were not conducive to communicative 
language teaching and in order to help the students do well (i.e. pass the 
important final exam of the semester as issued by the department), using 
grammar translation methods was often more efficient. Haruko felt con-
flicted about this because she personally preferred to teach using commu-
nicative language teaching, and she felt that if she had been given more 
creative freedom as an instructor, she might have been able to integrate 
more communicative language teaching into the course.

Like Haruko, Megan also learned to adjust her language teaching 
methodology according to her students’ learning needs. Megan transi-
tioned from teaching academic ESL and freshman composition as an 
adjunct instructor at higher education institutions in the United States 
to a side-gig teaching German to the employees of a large corporation. 
The employees decided to enroll in Megan’s class because they wanted to 
participate in an extracurricular activity offered at their workplace and 
learn practical German. This was very different from Megan’s previous 
language teaching, which was mostly based on teaching academic skills. 
Like Haruko, Megan decided to adjust her teaching methods and used a 
combination of communicative language teaching and the direct method. 
Furthermore, while Haruko had little creative freedom to design her own 
curriculum and teaching materials when teaching EFL in Japan, Megan 
was given a lot of creative freedom while teaching German at the large 
corporation. Therefore, she utilized that creative freedom to design alter-
native language assessment methods that suited the students’ learning 
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goals. Rather than using a conventional paper and pen test, Megan used 
a Jeopardy-style game to test students’ learning, which fit with the stu-
dents’ goals to learn practical German while also having fun. In adjusting 
her German teaching to fit the needs of her students within the particular 
context of teaching for a corporation, Megan was aware that transition-
ing from teaching one language to another also meant transitioning from 
one educational context to another, and thus, in the process of transition-
ing, she learned to navigate those differences by adapting her language 
teaching methods to the new context.

Global language markets for language teaching

The notion of a global language market (Park & Wee, 2012) was 
previously mentioned in the section titled ‘Awareness of “the Language 
Market”’ in Chapter 6, where I discussed Haruko’s navigation of global 
language markets. Here, I aim to expand this notion to Ann and Megan 
to show how the other two participants also learned to navigate the 
global language markets for their respective language teaching careers.

As mentioned in Ann’s discussion in the section titled ‘Pursuit of 
Global and Local Mobility’, Ann’s decision to expand her career from 
teaching EFL to also teaching CSL was strongly based on her desire to be 
able to travel the world. She imagined having a career that would allow 
her to work and live in different countries and experience the cultures of 
those places. She mentioned that her goal was to have taught Chinese on 
every continent. At the time of this study, she had already taught Chinese 
in Taiwan, India and the United States. The reason why Ann believed 
that teaching CSL would be her ticket to global mobility was because of 
her awareness of the global language market. What this means is that she 
packaged the entirety of her language and teaching skills and experience 
(i.e. ability to teach classes using English; being a NS of Taiwanese Man-
darin; getting a master’s degree in TCSOL; having experience teaching 
Chinese in Taiwanese cram schools, Taiwanese university language cen-
ters and American university classes) as ‘a commodity with market value’ 
which she was able to leverage to achieve her goal (Shin & Park, 2016: 
447). She felt that there was an increasing demand in the global language 
market for learning Chinese and so pursuing a career in teaching Chinese 
as a NS of Chinese with proficient English-speaking skills would give her 
the upper hand in getting jobs abroad. Thus, Ann ended up becoming 
a TML in order for her to play to her strengths in the global language 
market. She felt that if she had stayed solely as an EFL instructor (which 
is what she started her teaching career as), she would never have been 
able to travel abroad through her career. In trying to achieve her goal, she 
developed a sensitivity to the way English and Chinese were positioned in 
the global language teaching market and where career opportunities were 
available or constrained for her.
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While Ann looked to a global language market, Megan’s notion 
of a language market resided locally within the United States and was 
not necessarily about leveraging one language over the other but more 
about leveraging her skills and experience as a teacher to those who 
valued them. Megan started out teaching ESL at various universities but 
she realized that her career opportunities lay not solely within language 
teaching within academia and higher education, but also possibly in the 
private sector as an instructional designer. Megan had always wanted 
to be a language teacher in academic job settings; she prided herself in 
the idea that she was working among professors and other scholars. 
However, the difficulty of securing a tenure-track position in the field of 
ESL teaching and the mistreatment of adjunct instructors in the higher 
education institutions where she worked led her to consider alternative 
career opportunities that would provide her with more job security, bet-
ter compensation and a sense of recognition and respect. Originally, she 
thought that this meant she would have to ‘sell out’ by ‘going corporate’. 
However, it was through her positive experience teaching German for 
a corporation that she began to reconsider her negative associations of 
corporate workplaces and consider positions in ‘instructional design’ 
in the private sector. Megan felt that her language teaching skills and 
experience were not being valued in the academic job market in terms 
of both monetary compensation and respect. Therefore, she sought out 
the kind of job market (in the private sector) that did provide the kind of 
compensation and treatment she needed.
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I began Chapter 1 with the notion that no teacher begins their teaching 
with a blank slate, inspired by a similar quote from Wolff and De Costa 
(2017). The ‘blank slate’ is the default setting we can unconsciously 
impose on language teachers if we are not careful. We might take a 
look at a language teacher of a certain language and forget to take into 
consideration what we may not see, unknowingly assuming that this lan-
guage teacher has always only been a teacher of the language indicated 
by their position or course title. The ‘blank slate’ can also be the mis-
guided belief in ahistorical neutrality; we might be aware that language 
teachers’ teaching is informed by and developed from their histories and 
past experience, but also believe to some degree that the past is not that 
important to understand or recognize. Overall, when we do not chal-
lenge ourselves to develop a critical eye to consider the possibility and 
significance of a language teacher having taught multiple languages, we 
risk discounting a significant portion of a language teacher’s teaching 
experience that likely has had an impact on their current language teach-
ing practices.

It is also important to remember that this sense of awareness of teach-
ers of multiple languages (TMLs) applies not only to the way we see other 
language teachers, but also the way we see ourselves as language teach-
ers. I think back to the first few years of my academic career, originally 
as a lecturer in the Department of English Instruction at the University 
of Taipei. Our department focused on preparing undergraduate students 
to become elementary school English teachers in Taiwan, and therefore, 
the students who wanted to pursue a career in teaching saw themselves 
as prospective English teachers. It was only after having taught in the 
department for a couple of years that I realized that many of the students 
who successfully obtained teaching positions after graduating from our 
English instruction department did not end up teaching English. While 
there had always been an overall national demand for English teach-
ers in Taiwan, the number of English classes arranged at an individual 
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elementary school was fewer than that of other ‘standard’ subjects, like 
Mandarin Chinese or mathematics. Thus, getting assigned to teach an 
English class was a competitive endeavor and quite often, the elementary 
school teachers with seniority had priority in choosing what classes to 
teach. New teachers, like those just graduating from our department, 
were left teaching the classes other teachers did not want to teach. In 
Taiwan, this often included being a ‘homeroom teacher’, which meant 
teaching all the ‘general subjects’ (i.e. Mandarin Chinese, mathematics, 
history) and taking on the responsibility of being the main disciplinarian 
if students misbehaved.

Having only lived and worked in Taiwan for a few years, I double-
checked this information with my Taiwanese colleagues, who confirmed 
the stories that I had heard from our department alumni. From an out-
sider perspective, I was baffled by the situation my students were facing. 
They had gone through four years of undergraduate coursework prepar-
ing them to be English teachers, obtained an undergraduate degree in 
English education and developed identities as prospective English teach-
ers, only to enter a system where, with little choice, they were expected 
to teach completely different subjects in their first years as teachers, 
which often included teaching languages and subjects other than English. 
Eventually, many of these teachers were able to get English classes to 
teach, but only after gaining enough seniority to choose classes earlier 
than newer teachers. For such teachers, I wonder how they thought 
about their experiences teaching multiple languages. Did they consider 
themselves to be more than simply the English teachers they had set 
out to become during their undergraduate years? Did they consider the 
breadth of knowledge and experience they gained from teaching multiple 
languages to be legitimate and valuable?

It is my hope that there will be more research bringing attention to, 
reflecting on and recognizing the importance of TMLs. This includes 
developing an explicit awareness of TMLs on the part of institutions, 
researchers, employers and fellow language teachers in all possible situa-
tions, including research agendas, job postings, research design, everyday 
conversations and more. To begin such an endeavor, I propose a set 
of reflective questions that can help language teachers and researchers 
become more aware of the simplistic assumptions we may often make, 
and guide us through rethinking the languages teachers we think we 
know:

 (1) Have you ever asked a language teacher (e.g. a friend, colleague, 
student) whether they have previously taught other languages? If so, 
how did the conversation come about?

 (2) How might a language teacher’s previous experience of teaching 
other languages influence their current teaching?
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 (3) With regard to any research you have conducted on language teach-
ers, how would the knowledge of a participant’s prior experience 
teaching multiple languages influence the study?

 (4) On a more personal level, how would learning that a language 
teacher you know has taught or is currently teaching other languages 
influence your perception of them?

 (5) What are aspects of your own language teaching career that are not 
immediately apparent to others?

 (6) The idea that ‘no teacher begins their teaching with a blank slate’ 
can sound nice but remain abstract. In what concrete ways does the 
recognition of teachers’ past experiences inform policies, procedures, 
decisions or interactions at your institution? In other words, how 
does the idea that ‘no teacher begins their teaching with a blank slate’ 
manifest at your institution?

With these reflective questions in mind, I hope that this book and the 
participants’ narratives encourage researchers and educators to take a 
second look at the assumptions we make about the language teachers 
we interact with and write about in research. In the rest of this chapter, 
I broaden the discussion about TMLs to explore the implications that 
TML research has for language teacher education (LTE) and possible 
directions for research.

Implications for Language Teacher Education

The necessity of LTE programs for TMLs

When considering the implications this study has for LTE, a few 
questions come to mind. First, is there a need to design LTE programs 
specifically geared toward TMLs (i.e. ‘TML programs’)? As noted in the 
Introduction, LTE programs already exist in various parts of the world, 
though they are still relatively uncommon and certainly not mainstream. 
Ann, Megan and Haruko’s narratives suggest that TMLs are dealing with 
unique issues that arise from the fact that they are teaching more than 
one language, such as learning how to navigate the relationship between 
multiple languages. As discussed in Chapter 7, in trying to manage the 
relationship between the languages they teach, they have to consider the 
linguistic similarities and differences between languages, the different 
roles and identities they may need to take on that are associated with the 
different languages they teach, and the different spaces and contexts they 
may need to inhabit from the different languages they teach and how 
that impacts the opportunities afforded to them in their teaching careers. 
These insights suggest that TMLs indeed do experience situations and 
dilemmas unique to the teaching of multiple languages that may not 
be adequately addressed in current LTE programs that assume that all 
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teachers have only taught a single language or do not explicitly discuss 
the impact of any additional languages taught.

Issues TML programs should address

If we take seriously the suggestion that LTE programs geared for 
TMLs are necessary, then a second question must be asked: what issues 
do TML programs need to address that current LTE programs do not 
address? The dimensions of teaching multiple languages presented in 
Chapter  7 suggest that there are three topics relevant to the experi-
ences of TMLs that LTE programs can address. First, TML programs 
should help TMLs understand that teaching multiple languages requires 
them to develop a deeper understanding and awareness of the linguistic 
similarities and differences across the different languages they teach. 
Furthermore, TML programs should have TMLs consider and plan for 
how those linguistic similarities and differences may affect their language 
teaching beliefs and practices.

Second, TML programs should help TMLs understand that teaching 
multiple languages is not only about managing the different linguistic 
systems among the multiple languages they teach but also managing 
new ways of being, including identity-belief-emotion (IBE) work and 
developing a new habitus. TML programs should address the fact that 
each additional language taught may introduce complex relationships 
between the multiple IBE associated with the different languages taught. 
TML programs should help TMLs understand the ways in which the 
new IBE may integrate holistically or be in conflict with existing IBE and 
how the negotiation of those dynamics may impact their approaches to 
language teaching.

Third, TML programs should help TMLs understand that teaching 
multiple languages also means managing new workplaces, sociocultural 
contexts and communities, and that these contextual factors may have a 
large impact on a language teacher’s career trajectory over time. Teach-
ing multiple languages means transitioning and adjusting to new expec-
tations and ideologies of what should be taught, how languages should 
be taught and what role language teachers should play in the classroom. 
TML programs should help TMLs develop a critical awareness of the 
way in which these contextual expectations are informed by the greater 
sociocultural ideologies of the institutions and communities of which 
they become a part.

It is important to note that neither Ann, Megan nor Haruko attended 
TML programs. Nor were they explicitly taught the issues they would 
need to confront in transitioning from teaching one language to teach-
ing multiple languages. While each of the participants certainly received 
LTE for at least one of the languages they taught, these LTE programs 
assumed that they would be teaching a single language. In other words, 
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the LTE programs did not address how TMLs should manage any of 
the three issues mentioned above: (1) the pedagogical relationships, (2) 
the IBE work and (3) the various educational contexts between the dif-
ferent languages they had previously taught and/or were possibly going 
to teach. Instead, this knowledge was gradually developed over time 
through their experience of having taught multiple languages. That is, 
they were essentially ‘thrown in to the deep end’, so to speak. It was 
through the experience of teaching multiple languages that TMLs figured 
out how to navigate each of the issues mentioned above.

It is beyond the scope of this study and impossible to know how Ann, 
Megan and Haruko would have developed as TMLs if they had attended 
a TML program. While all three TMLs did figure out on their own ways 
to navigate the teaching of multiple languages, they would most likely 
have benefitted from LTE that specifically addressed issues relevant to 
TMLs. Specifically, the role of TML programs should be to raise aware-
ness of and familiarity with these issues that TMLs may possibly face 
and help pre-service and in-service TMLs better prepare for their future 
careers by engaging in critical reflection on the issues that arise from 
teaching multiple languages.

Future Directions for Research

This book has only introduced the notion of TMLs as a particular 
demographic of language teachers and some of the issues relevant to 
teaching multiple languages, so a plethora of potential research topics 
have yet to be covered. Next are some possible future directions for 
research.

Researching the teaching of multiple languages

When it comes to researching the teaching of multiple languages, 
future research could focus on a number of different pedagogical issues. 
First, scholars may be interested in investigating the use of different 
approaches when teaching multiple languages, including established 
pedagogical approaches (e.g. task-based language teaching, computer-
assisted language teaching) as well as pedagogical approaches that are 
still considered ‘new’ or ‘innovative’ (e.g. translanguaging, post-method). 
Calafato (2021a, 2021b) presents a good example of such research, in 
which he examined the implementation of multilingual teaching prac-
tices in teaching multiple languages. Finally, research on the pedagogical 
approaches in teaching multiple languages may also address the way a 
pedagogical approach might evolve when adapted for the teaching of 
multiple languages.

Another possible avenue for future research on the teaching of mul-
tiple languages would be the different combinations of languages that 
TMLs might possibly be teaching and how different combinations may 
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impact TMLs’ language teaching. In my study, Ann, Megan and Haruko 
each taught English with a globally dominant language (i.e. Chinese, 
Japanese and German). Researchers might want to study the experiences 
of TMLs teaching a globally dominant language and a lesser-known lan-
guage or minority language.

Finally, researchers may want to take a broader look at the social 
contexts in which the teaching of multiple languages takes place. In 
particular, previous research as well as the study featured in this book 
have examined TMLs who taught multiple languages in a variety of 
circumstances, such as through an international exchange program (e.g. 
Ann) or teaching multiple languages domestically (e.g. Megan) (see also 
‘How and Why Language Teachers Become TMLs’ in Chapter 2). Future 
research can examine and compare the impact of different social contexts 
on the teaching of multiple languages.

Researching TMLs

Building on the research presented in this book, future research 
on TMLs would focus on aspects of TMLs as multi-faceted, agentive 
language teachers. There is certainly a need for more narratives from 
TMLs of other demographic populations. Ann, Megan and Haruko 
are all female, under 40 years old and from developed countries or the 
Global North. Narratives featuring TMLs from a greater diversity of 
backgrounds, such as gender, age, class, geographic region or language 
learning experiences, would provide the opportunity for a broader under-
standing of the state of TMLs.

On the flipside, rather than focusing on TMLs’ backgrounds, future 
research could focus on how language teachers’ awareness and under-
standing of themselves as TMLs may have positive or negative impacts 
on their identities, emotions and overall teacher wellbeing. Furthermore, 
this line of research could also explore students’ and parents’ perceptions 
of TMLs.

Researching TML programs

Finally, future directions of TML research could focus on LTE pro-
grams for TMLs, or TML programs. One area of focus could be survey-
ing the current approaches and topics covered when preparing language 
teachers to become TMLs in current LTE programs or other forms of 
professional development. Knowing what methods are being used and 
what topics are being discussed in TML programs will provide the foun-
dation for future studies that can explore new ways of implementing 
TML LTE programs. Similarly, future research could also take a dis-
course analysis approach and survey the ways TML programs describe 
and frame TMLs, the teaching of multiple languages or TML careers in 
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promotional materials, such as institutional websites, advertisements or 
job postings.

In addition, another important line of research on TML programs 
would be the impact of having professional development in teaching 
multiple languages, such as TML programs. Essentially, this would com-
pare TMLs who had professional development with those who did not 
in relation to other factors, such as their approaches to teaching or their 
language teacher identities/emotions/beliefs.

Conclusion

My journey in conducting this study with Ann, Megan and Haruko 
and writing this book has been a continuous process of learning, discov-
ery and understanding. In fact, this research was born out of realizing 
my own ignorance and biases in overlooking a major part of who some 
of the students and colleagues I had been working with nearly every day 
are as TMLs. Ann, Megan and Haruko’s narratives in this book end at a 
certain point and I present recurring, overarching themes that contribute 
to language teaching research and from which readers can gain insight. 
But Ann, Megan and Haruko’s actual language teaching careers will 
continue to grow and evolve in unexpected ways, as will the identities, 
emotions and beliefs they develop over time. Similarly, TML research is 
undoubtedly still in its infancy and there remains a lot to catch up on as 
we adapt new perspectives in language teaching research, re-examining 
prior research using a TML lens while also advancing new directions 
unique to TML research. For many scholars like me, this may begin with 
a re-examination of our very own personal and professional communi-
ties and searching for the ways TMLs are already part of our everyday 
lives. This is the connection I hope Ann, Megan and Haruko’s narratives 
can make with readers – a spark inspiring the first steps toward greater 
awareness of TMLs and recognition of TML research in its own right.



185

Interview Session 1 (Past and Present Teaching Experiences)

 (1) Please begin by thinking about your whole teaching career so far as 
if it were a book or novel with multiple chapters in it. Please describe 
very briefly what the main chapters in the book might be. Please give 
each chapter a title, tell me just a little bit about what each chapter 
is about and say a word or two about how we get from one chapter 
to the next.

 (2) Please describe a moment that you would consider as the high point 
of your teaching career. This should be a moment when you felt 
particularly positive.

 (3) Please describe a moment that you would consider as the low point 
of your teaching career. This should be a moment when you felt 
particularly negative.

 (4) Please describe a moment that you would consider as the turning 
point of your teaching career.

 (5) Please describe a moment in your teacher training that stands out as 
an especially positive experience.

 (6) Please describe a moment in your teacher training that stands out as 
an especially negative experience.

 (7) Please describe a moment in your teaching career that stands out as 
an especially important, memorable or meaningful experience.

 (8) Please describe a moment in your teaching career in which you feel 
you displayed wisdom, perhaps acting in a wise way, making a wise 
decision or giving good advice.

 (9) Please describe a moment in your teaching career in which you felt 
anxious, worried or doubtful of yourself as a teacher.

Interview Session 2 (Future Teaching Plans and Follow-Up Questions)

(10)  Last week, you told me about the key chapters and scenes from your 
teaching career so far. Please describe what you see to be the next 

Appendix A: Semi-Structured Interview Guide Appendix A: Semi-Structured Interview Guide

Appendix A: Semi-
Structured Interview Guide
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chapters in your life. What is going to come next in your teaching 
career?

 (11) Please describe your plans, dreams and hopes for the future. What 
do you hope to accomplish in the future in your teaching career?

 (12) Are there any projects you are working on as part of your teaching 
career? This can be a project you are working on as part of your job 
(ex: establishing a new tutoring program for the university) or it can 
be something personal that you’ve created for yourself (ex: trying to 
use new materials this semester). Please describe any project that you 
are currently working on or plan to work on in the future. Tell me 
what the project is, how you got involved in the project or will get 
involved in the project, how the project might develop and why you 
think this project is important for you and/or for other people.
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The goal of the teaching philosophy is to describe your beliefs about lan-
guage teaching and learning and how you’ve implemented those beliefs 
in your teaching.

Instructions

 (1) Please use the following questions to write your teaching philosophy.
 (2) Your teaching philosophy can be written in any language you prefer.
 (3) Your teaching philosophy should be written in paragraph form (like 

the format of an essay), rather than answering the questions indi-
vidually. It should be separated into three sections:
 (a) your beliefs about language learning;
 (b) your beliefs about language teaching;
 (c) how your beliefs are connected to your teaching.

 (4) Be sure to answer all of the ‘required’ questions. You can also answer 
the ‘optional’ questions if you like.

 (5) There is no page limit. However, your teaching philosophy should 
include all three sections.

Approaches to Writing about Your Beliefs about Language Learning

	• Think of your personal experiences as a language learner and teacher 
for all of the languages you have learned and/or taught.

	• Describe specific examples of teaching strategies, assignments or les-
sons that give a detailed picture of your teaching.

	• Using metaphors (e.g. learning a language is a journey) can be a way 
to help you describe abstract concepts of learning and teaching.

Content of the Teaching Philosophy

 (1) Your beliefs about language learning
	• Main questions (required):

	– What does ‘learning a language’ mean to you?

Appendix B: Guidelines for Written Teaching 
Philosophy Statement

Appendix B: Guidelines for Written Teaching Philosophy 
Statement
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	– Have your beliefs about language learning changed over time? 
How?

	– How has teaching multiple languages influenced your beliefs 
about language learning?

	• Other questions to consider (optional):
	– In your opinion, what is ‘effective learning’?
	– How do you know when a student has successfully learned 

something?
	– What has the biggest impact on your beliefs about language 

learning?
 (2) Your beliefs about language teaching

	• Main questions (required):
	– What does ‘teaching a language’ mean to you?
	– Have your beliefs about language teaching changed over time? 

How?
	– How has teaching multiple languages influenced your beliefs 

about language teaching?
	• Other questions to consider (optional):

	– In your opinion, what is ‘effective teaching’?
	– How do you know when a teacher has successfully taught 

something?
	– What has the biggest impact on your beliefs about language 

teaching?
 (3) How your beliefs are connected to your teaching

	• Main questions (required):
	– How would you describe your teaching style? What is unique 

about your teaching?
	– What teaching methods have been most effective for you?
	– How is your teaching similar and/or different when you are 

teaching your T1 (the first language you ever taught) com-
pared to your T2/T3 (the second/third language you taught)?

	– How are your teaching styles/methods connected to your 
beliefs about learning and teaching?

	• Other questions to consider (optional):
	– What teaching strategies do you most often rely upon? Why?
	– What are your strengths and skills as a teacher?
	– What skills do you think are most important to teach in your 

classes and why?
	– Which teaching tasks do you find most challenging?
	– What are new teaching strategies or methods that you are 

experimenting with?
	– What strategies have you used to evaluate and gather feedback 

on the effectiveness of your teaching?
	– What areas of your teaching require improvement? Why? 

How do you intend to improve?
	– What have you learned about yourself as a teacher?
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Topic: Take a set of 6–12 photographs that represent your everyday life 
as a language teacher. This includes people, places, objects, actions, feel-
ings or ideas that play a role in your daily routines as a language teacher.

Instructions

	• Photographs do not necessarily have to be restricted to your class-
room. You can take photographs outside the classroom as well, as 
long as they are related to your life as a language teacher.

	• Photographs do not necessarily have to be restricted to images of 
teaching. You can take photographs of other activities that are 
related to your life as a language teacher.

	• Photographs can be literal images of your everyday life as a teacher 
(e.g. a photograph of a classroom) or your photographs might be 
abstract representations of your everyday life as a teacher (e.g. a 
photograph of road traffic as a representation of the workload with 
which a teacher may be dealing).

	• You are encouraged to take new photographs, though the use of 
existing photographs is allowed.

	• Photographs can be taken using any method or device (e.g. smart-
phones, digital cameras, disposable cameras or polaroid cameras).

Appendix C: Guidelines for Participant Photographs Appendix C: Guidelines for Participant Photographs

Appendix C: Guidelines for 
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