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SOMMAIRE 

Cette recherche avait pour but de mettre en lumière la perception des enseignants d’anglais 

langue seconde non anglophones quant à leurs compétences langagières et les impacts que ceux-

ci ont sur l’utilisation de l’anglais en classe avec leurs élèves. Toutefois, les impacts découverts 

n’étaient pas nécessairement liés aux compétences langagières des futurs enseignants d’anglais qui 

ont participé à cette étude, mais plutôt liés à l’utilisation de l’anglais comme langue 

d’enseignement dans le contexte de l’enseignement et de l’apprentissage de l’anglais. Cette étude 

a eu lieu dans la province de Québec dans une université francophone de taille moyenne située en 

région. Plusieurs futurs enseignants d’anglais langue seconde ont été interrogés à l'aide d'un 

questionnaire administré en ligne qu'ils ont pu remplir au moment qui leur convenait. De ces futurs 

enseignants, certaines personnes ont accepté d'être interrogés à la suite du questionnaire.  

Même si les deux langues nationales du Canada sont l'anglais et le français, la plupart des 

enseignants d'anglais langue seconde dans la province de Québec ne sont pas anglophones. Pour 

la plupart, ils vivent dans des communautés francophones et enseignent dans des écoles françaises, 

ce qui signifie que communiquer en français est nécessaire en dehors des cours d’anglais. Les 

données de la recherche ont été analysées et interprétées à l'aide d'une méthode descriptive pour le 

questionnaire et pour ce qui est des entretiens semi-dirigés, une approche d’analyse thématique a 

été privilégiée.  

Cette étude a révélé certains défis que les futurs enseignants d'anglais langue seconde non 

anglophones vivent au Québec ainsi que la perception qu'ils ont quant à leurs habiletés langagières. 
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Bien que tous les participants aient indiqué qu'ils avaient une grande aisance à s’exprimer en 

anglais, certains d'entre eux ont indiqué qu'ils devaient parfois utiliser le français pour enseigner 

l'anglais, ce qui réduisait le temps consacré à l’utilisation de l'anglais en classe. Enfin, les résultats 

de cette recherche ont également exposé divers facteurs pouvant expliquer l'utilisation de la langue 

maternelle des élèves en classe. 
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ABSTRACT 

The main purpose of this study was to better understand the perceptions of non-native 

future ESL teachers in relation to their language proficiency in English and the impact their 

proficiency had on their use of English with their pupils while on practicum. However, the impacts 

that were uncovered were not necessarily related to the language proficiency of the student teachers 

who participated in the study, but rather linked to the use of English as the language of instruction 

in the context of language teaching. This study took place in a medium-size French regional 

university in Québec where several pre-service teachers were surveyed using an online 

questionnaire that they took at their convenience. As a follow up to the questionnaire, a few of 

these future teachers agreed to be interviewed. Even though English is one of the two national 

languages of Canada, most ESL teachers in the province of Québec are non-native English 

speakers. For the most part, they live in French communities and teach in French schools, which 

means communicating in French is necessary outside their classrooms. The research data were 

analysed and interpreted using a descriptive approach for the questionnaire and a thematic analysis 

approach for the semi-structured interviews. The study revealed some of the challenges of being a 

future non-native ESL teacher in Québec and the perceptions they have towards their English 

proficiency. Although all the participants indicated that they were very fluent in English, some of 

them reported that they needed to use French at times to teach English, which reduced the amount 

of time spent using English in the classroom. Finally, the findings also exposed various factors 

that can account for the use of the mother tongue of the pupils in the classroom.  
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INTRODUCTION 

Given the increasing attention paid to the development of oral language skills in the second 

language classroom over the past four decades (Brown & Lee, 2015), closer attention has been 

paid to the communicative competence of teachers and to whether or not these teachers are native 

speakers of the target language (Faez & Karas, 2019). In the English language teaching (ELT) 

profession, non-native English-speaking teachers (NNESTs) do not always get all the credit they 

deserve. They are rather underestimated by students, peers, parents, and even administrators 

because they are non-native speakers (NNS) of English (Faez & Karas, 2019). This phenomenon 

mostly comes from the belief that English should ideally be taught by native speakers (Celik, 2006; 

Daftari & Travil, 2017; Maum, 2002; Selvi, 2011; Zacharias, 2018). However, in recent decades 

many scholars (Braine, 2010; Canagarajah, 2005; Medgyes, 2017; Moussu & llurda, 2008; Ozturk 

& Atay, 2010) have contested this assumption and have cast some light on different ways in which 

NNESTs can significantly contribute to the language development of their students. These 

researchers have also demonstrated that it is not unusual for NNESTs to lack confidence and feel 

that they are not up to par when they compare themselves to native English-speaking teachers 

(NESTs). As Moussu (2018) explains, even if they are qualified and they have a teaching degree, 

NNESTs are often perceived as lacking communicative competence and possessing more limited 

knowledge and instinct about the English language. 

Despite these rather negative beliefs and perceptions that perpetuate, the reality is that the 

majority of trained English as a second language (ESL) teachers around the world are non-native 

speakers of English (Braine, 2010). Since there are not enough NESTs to meet the demand 
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worldwide, it leaves a lot of room for NNS of English to want to teach this language. In fact, most 

NNESTs are trained and prepared to fill teaching positions in their own countries (Medgyes, 2017). 

This situation is quite common for Québec’s NNESTs. Québec is the only majority francophone 

province of Canada and it is the only one that has French as its sole official language. According 

to the 2016 Census of Population, 85,4% of the Québec population reported speaking French as 

their mother tongue. Knowing that the vast majority of people in Québec are French speakers and 

that the province is the second most populated one in the country helps to explain why there is a 

large number of non-native ESL teachers in Québec. Since English is a mandatory subject in all 

the French primary and high schools, many ESL teachers are needed to fill all the ESL teaching 

positions of the province. Providing that most teachers are NNESTs in Québec, this attracts many 

francophones to want to teach the language. Another key factor that explains this phenomenon is 

the provincial language policy for teachers. In order to obtain a teaching licence in the French 

school system, teachers are required to take a French language test, which is meant to ensure the 

quality of the language in all the French schools of the province. On the other hand, this measure 

makes it more difficult for anglophones who want to teach ESL in Québec, as they need to develop 

a high French language proficiency level. 

Being an effective and competent ESL teacher is a complex and multifaceted task that 

requires a combination of linguistic, pedagogical, and methodological skills (Moussu, 2018). 

Although all of these skills are essential to become a language teacher, this study focuses on the 

personal perceptions of the language proficiency of some future non-native ESL teachers enrolled 

in the Baccalauréat en enseignement de l’anglais langue seconde (BEALS) at Université de 

Sherbrooke. This study provides insights into how these future teachers perceive their level of 
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proficiency in English and how their language background has an impact on their use of English 

during their practicums1. This information is meant to help Québec’s teaching English as a second 

language (TESL) program designers expand their knowledge of where future ESL teachers might 

need assistance in terms of using English when on practicums. 

 

 

1 For the purpose of this research paper, the plural form practicums is used instead of practica, as the documents 

written in English by the Ministry of Education favour this form. 



 

CHAPTER 1. STATEMENT OF THE PROBLEM 

Chapter one states the problem of the present study by highlighting various issues related 

to NNESTs. It also describes the Québec context for NNESTs and for the learning of English in a 

province that is predominantly French. Finally, the last section of this chapter is dedicated to the 

research question and objectives of the present research project. 

1. ISSUES RELATED TO NNESTS 

It is not uncommon for many qualified non-native ESL and EFL (English as a foreign 

language) teachers to face linguistic discrimination and insecurity (Daftari & Tavil, 2017). One of 

the primary factors is the rapid spread of English throughout the world, which has led to 

controversial and interesting debates on the ability of NNESTs to teach English and the level of 

language proficiency they should possess. Many of these debates have originated from the belief 

that English should preferably be taught by native speakers. This ideology has resulted in valuing 

native speakers over NNESTs in the ELT profession (Faez & Karas, 2019). Why does this belief 

perpetuate through time considering that most ESL teachers are non-native speakers of English? 

In the 1990’s, important figures in the literature on non-native ESL teachers (Braine, 1999; 

Canagarajah, 1999; Medgyes, 1992; Phillipson, 1992a) have attempted to contest the native 

speaker fallacy, a term coined by Phillipson (1992a), which suggests that native speakers (NS) are 

the ideal language teachers of English. These researchers have demonstrated in their work that 

NNESTs can also significantly contribute to the ELT profession and that they should not be 

disregarded on the premise that they are non-native speakers of the target language. In fact, they 
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concluded that the best ESL or EFL teachers are those who are qualified, and both NS and NNS 

have strengths that learners could benefit from. However, despite their effort, the native speaker 

fallacy still persists around the world (Steinbach & Kazarloga, 2014).   

Since the acronyms ESL (English as a second language) and EFL (English as a foreign 

language) are often used in language teaching, defining them will help avoid any confusion, as 

they have a slight difference in meaning. The term ESL refers to the teaching and learning of 

English in a country where English is a national language, such as Canada. Whereas EFL is used 

to designate the teaching and learning of English where English is not a national language, as is 

the case in China (Moussu, 2018). Although these acronyms are still seen in the ELT literature, 

more accurate and inclusive ones have appeared in education, such as EAL (English as an 

additional language), ESOL (English for speakers of other languages), and ELL (English language 

learners). These terms were conceived to better represent the backgrounds of the students learning 

English in a given area. Nevertheless, according to Téllez (2016), ELL is the most commonly used 

acronym today to designate students who are learning English as a new language. 

Various acronyms have been created in the field of English teaching in recent decades 

because the field is evolving and has become more specialized. This clarifies why the term ESL is 

falling out of favour, as it does not always capture all the essence of the learners’ language 

background due to a growing number of students who are learning English as a third or even fourth 

language (Téllez, 2016). It is important to note, however, that this term is still commonly used in 

Québec, as it refers to the learning of the second official language of the country and the Ministère 

de l’Éducation et de l’Enseignement supérieur (MÉES) also favors the term in its publications. For 
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the purpose of this study, the term ESL will be employed, but I am aware that it might not be the 

most accurate one for all immigrants and international students residing in Québec.  

According to Braine (2010), 80% of English language teachers around the world are non-

native speakers. There are several reasons that can account for this. First, it is important to be 

aware that the number of English language learners is growing and more and more speakers of 

English use it as an international language (Snow, Kamhi-Stein & Brinton, 2006). As Medgyes 

(2001) mentioned, “the fact that the number of second and foreign speakers of English far exceeds 

the number of first language speakers of English (Graddol 1997) implies that the English language 

is no longer the privilege of native speakers” (p. 429). In her doctoral thesis, Moussu (2006) 

explained that English is perceived as a language that stands for success, social mobility, economic 

security, status, progressivism, and liberalism. Therefore, many parents are persuaded that their 

children should learn it before any other foreign languages, and many are even willing to spend a 

lot of money to make this happen (Moussu, 2006). All of these factors result in a growing need for 

language professionals, as numerous people want to learn English for different purposes such as 

job opportunities, entertainment, and travel.    

There are also other important factors that have influenced the increasing demand for 

qualified English teachers. The spread of the English language around the world combined with 

globalization, immigration trends, and a fusion of cultures and languages have given rise to 

escalating numbers of ESL/EFL speakers, learners, and teachers (Moussu, 2018; Smith et al., 

2006). However, there are not enough qualified native speakers to meet this growing demand, 
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which in turn encourages many non-native speakers to contemplate this profession. As Pasternak 

and Bailey (2004) said:  

It is simply not logical to assume that there are enough native English-speaking teachers 

[…] to meet the global demand for English teachers; nor is it logical to assume that hiring 

a native over a nonnative teacher is always the best administrative decision. (p. 156)  

For many people in the workforce, NNESTs do not get the same acknowledgement and 

appreciation as their NEST counterparts, especially in contexts where English is taught as a foreign 

language (Ozturk & Atay, 2010). This realization has called into question the use of the native 

speaker model and the terms native and non-native in the ELT field.  

The dichotomy between NEST and NNEST has created a division in the ELT profession. 

Some professionals, such as Medgyes, believe making a distinction between the two groups is not 

necessarily wrong, as their differences are also their strengths. In an article Medgyes wrote in 1992 

on NEST and NNESTs, he said, “What is a weakness on one side of the coin is an asset on the 

other” (p. 346). He thinks that the differences between NESTs and NNESTs should not be blurred, 

as they should be used to sensitize teachers to their own limitations and potentials. However, those 

who oppose the use of these terms feel that “differentiating among teachers based on their status 

as native or non-native speakers perpetuates the dominance of the native speaker in the ELT 

profession and contributes to discrimination in hiring practices” (Maum, 2002). Several studies in 

various countries show that native English speakers without any teaching qualifications are often 

privileged over qualified and experienced NNESTs because there is still a wide social acceptance 

of the native speaker model (Braine, 2010; Canagarajah, 2005; Liaw, 2009; Medgyes, 2017; 

Moussu, 2018; Ozturk & Atay, 2010). This occurs even if many in the profession claim that 
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teaching credentials should be essential for all English teachers, regardless of their nativeness 

(Celik, 2006; Maum, 2002). Even though many researchers have contested the native speaker 

fallacy, there is still evidence of discrimination against NNESTs especially in the job market 

(Medgyes, 2017; Moussu, 2018; Ozturk & Atay, 2010; Steinbach & Kazarloga, 2014). 

Despite the fact that there is a growing demand for trained professionals to work with 

English language learners, one element that should not be neglected is the quality of the teacher 

education programs for teaching English as a second language (TESL) and the support that student 

teachers receive through their studies (Smith et al., 2006). According to a recent analysis of 

research conducted by Faez and Karas (2017), target language proficiency and teaching ability are 

the two most central aspects of teacher competence in language teaching. For their analysis, they 

used 11 studies from various countries in different parts of the world such as Japan, Iran, 

Venezuela, and the United States to examine the relationship between language proficiency and 

teacher (self-) efficacy, that is, teachers’ confidence in their instructional abilities. What emerged 

from their research is that a high level of proficiency in the target language permits teachers to 

maximize their language use in the presence of their students and it allows them to provide valuable 

and useful language input, which is crucial to second language learners. Teacher education 

programs in contexts where English is not the main language spoken usually place an emphasis on 

improving the language proficiency of their student teachers because they do not only need to learn 

how to teach, but also develop their language skills (Faez & Karas, 2019).  

The purpose of this research is to learn more about the perceptions of non-native ESL 

student teachers at a regional Québec French university, particularly about their English language 
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proficiency and the effect their proficiency has on their use of English in the classroom while 

learning to teach. This study also reveals some of the challenges the participants encountered when 

teaching and whether they maximized their use of English in the classroom in order to provide 

ample and meaningful language input for their students.  

To the best of my knowledge, little research has been conducted in the province of Québec 

on the language proficiency of NNS of English enrolled in TESL programs. However, I found two 

studies that speak of a closely related topic in Canada, but in two different contexts. One study 

involves perceptions of NNESTs enrolled in a one-year MA study abroad program designed for 

international candidates (Faez & Karas, 2019) and the other one concerns anglophone French as a 

second language teacher candidates (Bayliss & Vignola, 2007). There are also other studies that 

explore similar matters in different countries such as in the United States (Moussu, 2006; Smith et 

al., 2006; Yerian et al., 2019), Turkey (Coskun & Dalogly, 2010; Daftari & Tavil, 2017), Iran 

(Eslami & Fatahi, 2008), Poland (Smith et al., 2007), Taiwan (Liaw, 2009), South Korea (Lee et 

al., 2017) and Hong Kong (Tsang, 2017). Although these research projects speak of ESL and EFL 

teacher preparation and the language proficiency level of non-native student teachers, the teacher 

education programs that were observed differ from the ones offered in Québec. Québec’s ESL 

teacher education programs are accredited by the Ministry of Education and many of them are 

offered in French universities. Finally, there is another study worth mentioning, as it was 

conducted in Québec by Steinbach and Kazarloga (2014) and it gives us a valuable insight into the 

attitudes and identities of several students enrolled in a TESL program at a regional university.  
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Although there has been more research on NNESTs in the last two decades, Moussu (2018) 

believes that more research is required in a variety of contexts using different research approaches, 

methods, and tools such as classroom observations, quantitative methods, teaching practices. She 

also mentions that there is still some work to be done to better comprehend all the challenges future 

and established NNESTs face with regards to communication skills, pedagogical skills, self-

esteem, and many other areas. This study is a step in this direction. It sheds light on the perceptions 

that BEALS students, who are pre-service ESL teachers at Université de Sherbrooke, have towards 

their English language proficiency and the impacts that their language skills and background have 

on their use of English during their practicums.  

2. THE SITUATION FOR NNESTS IN QUÉBEC 

The province of Québec has a distinct context that differs in many points from many other 

countries where English is taught. Québec is the largest province of Canada and the second most 

populated one (Statistics Canada, 2016). Geographically, the province is surrounded by people 

who use English as their primary language, which makes Québec “the only unilingual French 

province in the officially bilingual nation of Canada” (Steinbach & Kazarloga, 2014, p. 320). 

Although English and French are the two official languages of Canada, according to the latest 

census conducted by Statistics Canada (2016), French is only predominant in the province of 

Québec where 85.4% of the population affirmed having French as a mother tongue. As for the 

other provinces of the country, English is predominant in every one of them. When looking at the 

whole country, 75.4% of the total population considers English as a mother tongue, whereas 22.8% 

states that French is their mother tongue (Statistics Canada, 2016). In both cases, the percentages 
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include people who have more than one native language. Another point worth noting is that the 

province borders four different states of the United States that also have English as their primary 

spoken language. These states are New York, Vermont, New Hampshire, and Maine. The 

geographical aspects of the province of Québec, as well as the use of English within and 

neighbouring its borders accentuate the importance of learning English. 

As demonstrated, the English language predominates in the jurisdictions that border on the 

province of Québec. Therefore, knowing English is often seen as an important asset for many 

Quebecers. In fact, the Ministry of Education (Gouvernement du Québec, 2004) states that learning 

English as a second language has become more important for many students because it enables 

them to communicate with other people in Québec, in Canada, or around the world and it also 

allows them to have access to the wealth of information and entertainment available in the English 

language. This reality has an impact on how ESL teachers perceive their profession, and it gives 

purpose and value to the teaching and learning of the target language within the province. 

The main role of an ESL teacher in Québec is to enable students to develop English 

language skills in a positive learning environment where students are encouraged to take risks, to 

interact in English, and to work with others (Gouvernement du Québec, 2004). In order for future 

ESL teachers to take on their role effectively, universities have to ensure that their programs meet 

the educational needs of not only the population, but also the future teachers they prepare. Hence, 

this study is a step forward in this direction. Knowing more about how ESL student teachers 

perceive their language proficiency in English and how they use the target language during their 
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practicums helps gain a deeper understanding of their language skills and what they experience 

while teaching their second language (L2).  

3. RESEARCH QUESTION, OBJECTIVES, AND HYPOTHESIS 

Given that little research has been done on non-native ESL teachers or student teachers in 

Québec, this study helps bring to light and document the experiences and the perceptions of several 

non-native ESL teacher candidates at Université de Sherbrooke in terms of their English language 

proficiency level, their use of English during their practicums, and some of the challenges they 

faced when teaching their L2. The research question that oriented, shaped, and structured this 

project is:  

- What perceptions do non-native BEALS students have about their level of English 

language proficiency and its impact on their use of English in the classroom? 

To answer this research question, three objectives were formulated and assessed through 

BEALS students’ perceptions. The objectives are: 

1. To examine BEALS students’ English language proficiency and background. 

2. To determine the extent to which they use English in their practicums. 

3. To find out the challenges they face when teaching their L2. 

Lastly, based on the research that was done for this study and my personal experience, my 

hypothesis is: the more non-native BEALS students are proficient in English, the more they use 

English in the classroom with their pupils. As a former BEALS student and a one-time sessional 
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lecturer, I noticed that BEALS students are often preoccupied with their language skills and are 

concerned about using English with their pupils during their practicums. Therefore, I believe that 

their language proficiency can have either positive or negative effects on the frequency of their 

use of English when practicing their future profession. 
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CHAPTER 2. CONCEPTUAL FRAMEWORK 

To have a clearer understanding of the key elements revolving around the research topic at 

hand, chapter two introduces the conceptual framework of this study. It provides an overview of 

relevant literature involving advantages and disadvantages of NESTs and NNESTs, teaching 

practices and behaviours of both groups, teachers’ self-perceptions, and the rules and regulations 

of TESL programs in Québec. 

1. STRENGTHS AND CHALLENGES OF NNESTS 

NNESTs are very important in the ELT profession because they constitute the majority of 

ESL and EFL teachers in the world. Literature on NNESTs has started to emerge only in the past 

few decades. Moussu (2006) mentions in her doctoral thesis that the first reflections concerning 

native and non-native English teachers appeared in the nineteen eighties, but it was only in the 

nineties that researchers really gained interest in the subject. In order to have a clearer 

understanding of NNESTs, it is important to bring to light the strengths they possess and the 

challenges they face when teaching, to give some insight into different teaching practices and 

behaviours that NESTs and NNESTs have, and to discuss NNESTs’ language proficiency and 

teaching skills. 

One of the pioneer studies on non-native teachers of English was conducted by Medgyes 

in 1994 in which he surveyed 325 teachers from 11 countries. Partly inspired by the data he 

collected in this study, he wrote an article in 2001 entitled “When the Teacher is a Non-native 

Speaker” in which he advanced six advantages that NNESTs possess over NESTs. These 
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advantages are: 1) NNESTs can be a good learner model for their students, as they are also learners 

of English, just like their students, but at a much higher level; 2) they have the ability to teach 

language strategies more effectively since they have gone through the process of learning a second 

language; 3) they can provide more information about the English language because they have 

deeper knowledge of what is easy and difficult in the learning process; 4) they can anticipate and 

prevent more easily language difficulties that students may encounter; 5) they are more sensitive 

to the needs of their students and can offer empathy; 6) they can benefit from the ability to know 

and use the student’s native language, albeit this mostly applies to EFL settings. All of these 

strengths are key elements to becoming an effective language instructor. Nevertheless, having a 

high level of language proficiency in English is pivotal to teaching the language.  

In the same article, Medgyes (2001) mentions that the ideal NNEST is someone who has 

acquired a near-native proficiency in English. However, in his 1994 study, he observed some 

linguistic deficits among the respondents in different areas such as vocabulary, oral fluency, and 

pronunciation. He then concluded that no amount of hard work and devotion can guarantee native-

like proficiency; however, it may help narrow the gap between native and non-native educators. 

In a previous article that Medgyes (1992) wrote on the same subject, he suggested that when 

language deficiencies of NNESTs are mended, both NESTs and NNESTs stand an equal chance 

of achieving professional success in their careers. 

Another important figure in the NNEST literature is Phillipson (1992b). He specified that 

the ideal NNEST needs to not only have near-native proficiency in the target language, but also 
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come from the same linguistic and cultural background as their students. Phillipson (1992b) also 

noted that  

non-native teachers may, in fact, be better qualified than native speakers, if they have gone 

through the complex process of acquiring English as a second or foreign language, have 

insight into the linguistic and cultural needs of their learners, a detailed awareness of how 

mother tongue and target language differ and what is difficult for learners, and first-hand 

experience of using a second or foreign language. (p. 15) 

This passage reflects and reinforces the advantages that Medgyes (2001) put forward for NNESTs. 

Ebata (2009) who carried out a research project on non-nativeness and Smith et al. (2007) who 

wrote an article on NNESTs in Polish schools also share Phillipson’s (1992b) view that NNESTs 

are better equipped to anticipate the linguistic problems and evaluate the potential of their students, 

as they have gone through the hardship and difficulties of learning English. 

 In 2005, McNeil conducted a study on NNESTs’ awareness of lexical difficulty in 

pedagogical texts. His findings were also in keeping with what Medgyes discovered in his 1994 

study, which is that NNESTs have an advantage over NESTs in predicting lexical difficulties in 

texts especially when they share the same mother tongue as their students. In 2006, Moussu 

conducted a study with NESTs and NNESTs working at different universities in the United States. 

She found that the main strengths of NNESTs were their ability to understand their students’ 

situation and needs, as well as to rely on their own language learning experience when teaching. 

Ma (2012) also carried out a study with NESTs and NNESTs; however, hers took place in Hong 

Kong. Her findings revealed that the main strengths of NNESTs were related to the understanding 
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and awareness of their “students’ learning needs, difficulties and abilities. LETs2 possess this 

ability probably because of their own L2 learning experiences, their familiarity with the local 

education and examination systems, and their shared L13 with students” (Ma, 2012, p. 11). These 

strengths support Medgyes’ (2001) and Moussu’s (2006) findings. In fact, most of the studies 

mentioned in this thesis make reference to Medgyes’ research and findings. This leads us to believe 

that even though his major study was conducted in the nineties, many of his assumptions and 

findings still apply today.  

With regards to the weaknesses of NNESTs, Ma (2012) indicated in her research that the 

most common weakness of her participants was a lack of English proficiency. Medgyes (2001) 

also reported similar perceptions in his article. Many participants pointed out that a great number 

of NNESTs “lack fluency, have a limited insight into the intricacies of meaning, are often in doubt 

about appropriate language use, have poor listening and speaking skills, and are not familiar with 

colloquial English” (Medgyes, 2001, p. 434). Other weaknesses were also found in Ma’s (2012) 

study, which are in accordance with Moussu’s (2006) findings. Both researchers observed that 

their NNEST participants had a lack of confidence in using English, a limited cultural knowledge 

of English-speaking countries and apparent foreign accents. These issues were detrimental to their 

credibility as language instructors. Similarly, Rajagopalan (2005) found that by comparing 

 

2 LET is a term used in Hong Kong, which stands for local English teacher. These local English teachers are also 

known as non-native-English-speaking teachers (NNESTs) (Ma, 2012). 
3 L1 refers to first language. 
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themselves to NESTs, the majority of Brazilian NNESTs felt ill-prepared because they have 

developed a sense of inferiority based on a lack of linguistic competence and self-confidence. 

As seen previously, the NNEST label bears negative effects on many professionals in the 

ELT profession. Two studies conducted in Turkey (Celik, 2006; Ozturk & Atay, 2010) revealed 

that NNESTs still face discrimination in hiring practices. NNESTs are often treated differently and 

unfairly compared to NESTs. Both studies show that because of the way NNESTs are perceived 

in their country, many develop the I-am-not-a-native-speaker syndrome, which has devastating 

effects on their self-esteem and particularly on their performance (Celik, 2006). These studies 

clearly show that the native speaker model is still very much alive in Turkey, as there is still a 

persistent commercial preference for NESTs (Ozturk and Atay, 2010). As Maum (2002) explains 

in her article, “the native speaker fallacy has created a number of challenges with which NNESTs 

must contend in the workplace and in their daily lives” (n.p.). She also indicated that the challenges 

NNESTs face are frequently related to their accents and credibility in the workplace. It seems that 

the effectiveness of NNESTs is often questioned. Consequently, they must work harder to make 

their place in the ELT profession by proving that they are just as competent as their native speaker 

colleagues. ESL and EFL teachers are commonly evaluated based on their native/nonnative 

identity rather than their work experience, teacher preparation, and linguistic expertise (Ma, 2012). 

Finally, Ma (2012) identifies a challenge in her study that is not often spoken of in the 

NNEST literature. This challenge concerns the reduced ability of NNESTs to motivate students to 

speak English in the classroom. She also adds that: “Willingness to communicate in the target 

language is an important attribute of a successful language learner. However, in [her] study, it was 
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reported that students were less willing to speak English with LETs, probably because of the shared 

L1” (p. 11). Although this shortcoming has not been explored very much in the literature, it is 

important to be aware of it, especially in contexts where English is not the predominant language. 

2. TEACHING PRACTICES AND BEHAVIOURS OF NESTS AND NNESTS 

In order to understand NNESTs in more depth, it is essential to be aware of the differences 

in pedagogical practices between NESTs and NNESTs. Since these two groups of language 

professionals usually come from different educational, cultural, and linguistic backgrounds, many 

aspects of their teaching practices differ. As Medgyes (1992) stated, NESTs and NNESTs do not 

use English the same way; therefore, they teach it differently. Several researchers found some 

distinctions between the two types of teachers, especially in the way they use the language and 

teach it in their classrooms.  

Mahboob (2004) found out through the perception of 37 adult students from diverse 

backgrounds and enrolled in an Intensive English Program that NESTs are better at teaching oral 

skills and are more capable of teaching vocabulary and culture. However, some students also 

thought that they were weak at teaching grammar and not always able to answer their questions, 

especially grammar ones. On the other hand, the participants perceived NNESTs as being able to 

teach language components more effectively, to use appropriate teaching methodologies, to answer 

various questions about the English language, and to be more empathetic. In a different article, 

Celik (2006) mentions some aspects that differ between local Turkish teachers of English and their 

native counterparts. He explains that differences can be seen in their teaching styles, attitudes to 

accuracy, fluency and errors, and their use of resources. He added that NESTs often do not teach 
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adequately because they tend to use more of a communicative approach and Turkish students are 

not used to this teaching style. They expect to be corrected strictly and be taught in a more 

structured way where grammar is taught explicitly. Celik (2006) also acknowledges that local 

teachers rarely use technological devices such as computers and projectors in their classes. Thus, 

NNESTs might have a slight advantage if they incorporate different resources to facilitate 

teaching. Teaching can be very context-dependent; therefore, language teachers need to be able to 

adapt rapidly and to different situations.  

Many differences between NESTs and NNESTs were uncovered through Medgyes’ work. 

In an article in 2001, he made several interesting observations. For instance, NESTs and NNESTs 

differ in terms of language proficiency, as NESTs have the ability to use English more 

spontaneously and in more diverse situations. He also mentions that when teaching, NNESTs are 

more “preoccupied with accuracy, the formal features of English, the nuts and bolts of grammar, 

the printed word, and formal registers” (Medgyes, 2001, p. 434). They usually favor more 

controlled activities since they prefer secure types of classwork, which offer more stability. 

Furthermore, they tend to give more homework and use textbooks. Conversely, he finds that 

NESTs are more inclined to give group work activities and use various resources. NESTs use less 

(if not at all) the student’s L1 and use more authentic language than NNESTS. Another interesting 

element he speaks of is that NESTs resort to no or less translation when teaching. Table 1 presents 

a more detailed account of his findings that he organised into four categories. Even though each 

group of teachers teach differently and have different strengths and weaknesses, they are equally 

useful in their own ways. 
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Table 1. Perceived Differences in Teaching Behaviour Between NESTs and NNESTs 

NS English Teachers NNS English Teachers 

Use of English 

speak better English  

use real language  

use English more confidently 

speak poorer English  

use “bookish” language  

use English less confidently 

General Attitude  

adopt a more flexible approach  

are more innovative  

are less empathetic  

attend to perceived needs  

have far-fetched expectations  

are more casual  

are less committed  

adopt a more guided approach  

are more cautious  

are more empathetic  

attend to real needs  

have realistic expectations  

are stricter  

are more committed  

Attitude to Teaching Language  

are less insightful  

focus on:  

fluency  

meaning  

language in use  

oral skills  

colloquial registers  

teach items in context  

prefer free activities  

favour group work/pair work  

use a variety of materials  

tolerate errors  

set fewer tests  

use no/less L1  

resort to no/less translation  

assign less homework  

are more insightful  

focus on:  

accuracy  

form  

grammar rules  

printed word  

formal registers  

teach items in isolation  

prefer controlled activities  

favour frontal work  

use a single textbook  

correct/punish errors  

set more tests  

use more L1  

resort to more translation  

assign more homework  

Attitude to Teaching Culture  

supply more cultural information  supply less cultural information  

Reproduction of Medgyes’ table, 2001, p. 435 

Language proficiency plays a significant role in language teaching, but defining what it 

represents in the ELT profession is rather difficult and viewed as elusive since “there is no agreed 

upon level of proficiency for language teachers” (Faez & Karas, 2017, p. 136). This is mainly due 

to the proficiency requirements that are not the same around the world, as well as the differences 
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in contexts and cultures where English is taught as a non-native language (Faez & Kara, 2017). 

Bachman (1990) defined language proficiency as “knowledge competence or ability in the use of 

a language” (p.16). Following that philosophy, one can assume that language proficiency for 

NNESTs could be described as knowledge of the English language combined with the ability to 

use it in a variety of contexts and registers.  

Interests in understanding the connection between language proficiency and teaching 

ability has recently resurfaced in second language teaching (Richards, 2017). According to 

Richards et al. (2013), teachers need to reach an advanced level of proficiency in their target 

language to be able to provide meaningful explanations, rich language input for their pupils, and 

spontaneous speech related to questions on language and culture. They also mention that teachers 

“need an advanced level of proficiency in order to take learners beyond the beginner level of study” 

(p. 244). Similarly to Medgyes’ conclusions (2001), Richards (2017) found that when teachers 

have more limited language knowledge and discourse skills, they are more restricted in the type of 

activities they use for their classes. Consequently, they rely on textbooks more, they tend to have 

difficulties detecting student errors and their own, they use more L1 in the classroom, and they 

usually do not go beyond the prescribed syllabus. These practices restrict the potential scope of 

the lessons and they do not allow a lot of spontaneous interventions and unpredictable language to 

emerge when teaching.  

In short, language teachers not only have to understand how the language works, but they 

also need to be able to use it for communicative purposes in different situations in the classroom. 

Although it seems difficult to define what constitutes a qualified or expert teacher, researchers 
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agree that a high level of English language proficiency is pivotal for NNESTs (Faez & Karas, 

2017). It is important to keep in mind that language development is a lengthy process and a long-

term investment, especially at higher levels of proficiency (Richards et al., 2013). Without this 

commitment to building their subject knowledge, teachers with lower levels of proficiency “will 

only be able to provide beginner-level students with a limited introduction to the foreign language” 

(Richards et al., 2013, p. 245). Universities play an important role in the preparation of their 

teachers, but it is also the responsibility of the student teachers to become specialists of their 

subjects. 

3. TESL PROGRAMS IN QUÉBEC 

In Québec, teacher education has gone through a considerable number of changes in the 

last two decades, especially since the implementation of the current Québec Education Program 

(QEP), which began in fall 2000 for kindergarten and elementary education, and in September 

2004 for secondary education (Gauthier & Mellouki, 2003). Not long after in 2006, ESL education 

underwent an important change marked by the introduction of ESL as a compulsory subject in 

grades 1 and 2 across the province (Fallon & Rublik, 2012). Due to many major changes in the 

curriculum reform, all the universities in Québec needed to revisit their teacher education programs 

in order to be in keeping with the new requirements of the QEP.  

The most notable changes that have affected teacher education and redefined the role of 

teachers are the “increased autonomy for schools, an approach to learning that places the student 

at the heart of the learning process, a competency-based approach to the design of teacher training 

programs, multi-year cycles in schools, and the policy of adapting schools to the needs of all 
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students” (Gauthier et al., 2001, p. 22,).  Moreover, the mission of the education system was also 

revised in the last reform. It evolved into three main objectives, which are to instruct, to socialize, 

and to provide qualifications (Gauthier & Mellouki, 2003). This implies that teachers are required 

to do more than simply transmit their knowledge. They must guide, support, and prepare their 

students to become the citizens of tomorrow (Gauthier et al., 2001).  

Québec teacher education programs are typically offered as four-year, full-time programs, 

which usually contain 120 credits and cannot exceed 135 credits. Each program includes 

disciplinary courses, psychology courses, methods courses, pedagogical courses, and four 

practicums (Gauthier & Mellouki, 2003). It is also strongly recommended that universities give 

more importance to classroom management in their teacher education programs and “better equip 

teachers to work with students with special challenges or handicaps. Courses should be oriented 

toward concrete classroom problems and the socioeconomic, cultural and emotional characteristics 

of the students” (Gauthier & Mellouki, 2003, p. 85). Moreover, the practical dimension of teacher 

preparation must comprise at least 700 practicum hours (Gouvernement du Québec, 2008). 

 All the teacher education programs are also based on a professional competency approach. 

This approach involves 13 professional competencies that are meant to help future teachers 

develop and enhance their professional abilities and cultural knowledge through their courses and 

practicums (Gouvernement du Québec, 2021). To facilitate the understanding of the 13 

competencies, they were divided into five categories, as shown in Table 2. All of them are 

interdependent and deemed essential to become a professional teacher. They target various skills 

that any teacher should possess or develop. In fact, the 13 core professional competencies 
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“complement each other and are developed in relation to one another” (Gouvernement du Québec, 

2021, p. 42). It is worth noting that teachers are not expected to have developed all the 

competencies to the same extent by the end of their teacher education programs, as some 

competencies of Areas 2 and 3 can only be fully developed as they start working (Gouvernement 

du Québec, 2021). 

Table 2. Summary Table of the 13 Core Professional Competencies of Teachers   

Two Fundamental Competencies 

1. Act as a cultural facilitator when carrying out duties 

2. Master the language of instruction 

Area 1: Six specialized competencies central to working with and for students 

3. Plan teaching and learning situations 

4. Implement teaching and learning situations 

5. Evaluate learning 

6. Manage how the class operates 

7. Take into account student diversity 

8. Support students’ love of learning 

Area 2: Two competencies underlying collaborative professionalism 

9. Be actively involved as a member of the school team 

10. Co-operate with the family and education partners in the community 

Area 3: One competency inherent in teachers’ professionalism 

11. Commit to own professional development and to the profession 

Two cross-curricular competencies 

12. Mobilize digital technologies 

13. Act in accordance with the ethical principles of the profession 

Gouvernement du Québec, 2021, p. 43 

In order to have a legal authorization to teach in Québec, future teachers in French language 

schools are required to pass a French-language test called test de certification en français écrit 

pour l’enseignement (TECFÉE). This test is part of a teacher education language policy that was 

adopted in 2005 by the Association des doyens, des doyennes et directeurs, directrices pour l’étude 

et la recherche en education au Québec. It aims at evaluating the future teachers’ competency 
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level of the French language and ensuring teachers can adequately work in the French school 

system of the province (TECFÉE, s.d.). Most future ESL teachers are trained to teach in Québec; 

therefore, taking this French language test permits them to meet the requirements of the MÉES in 

2terms of the French language policy that needs to be respected when teaching in the public French 

school system. 

All the elements mentioned previously are general guidelines that universities in Québec 

must follow in their teacher education programs. These guidelines are set by the MÉES and are 

used as the basis of all the TESL programs in the province. It is also important to point out that all 

the Bachelor of Education programs are scrutinized by the Comité d’agrément des programmes de 

formation à l’enseignement (the committee in charge of accrediting teacher education programs) 

to ensure that the MÉES guidelines are respected and allow students to develop the targeted 

professional competencies (TECFÉE, s.d.).   

Since this research focuses on a TESL program offered in Québec, it is important to 

mention that some aspects differ from other elementary and secondary teacher education programs. 

One of them is that TESL programs prepare future ESL teachers to teach at both the elementary 

and secondary levels (Gauthier et al., 2001). It is also worth noting that in the elementary sector, 

English is taught from grade 1 to 6 and in the secondary sector from secondary 1 to 5. Finally, 

each university has also the mandate to assess, one way or another, the English aptitudes of all the 

students applying to a TESL program (Gauthier et al., 2001). However, the MÉES does not give 

specific indications as to how universities should do this. Therefore, each university chooses how 

to evaluate the English level of the students entering its TESL program. 
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CHAPTER 3. METHODOLOGY 

Knowing that theories and observations are the most important aspects of science, scientific 

research operates at two different levels, theoretical and empirical. Theoretical research involves 

developing abstract concepts in order to explain a natural or social phenomenon and the 

relationships there might be between them (Bhattacherjee, 2012). In other words, it mostly aims 

at building theories or reinterpreting existing ones. On the other hand, empirical research deals 

with “testing the theoretical concepts and relationships to see how well they reflect our 

observations of reality, with the goal of ultimately building better theories” (Bhattacherjee, 2012, 

p. 3). This type of research is usually data-based, which means drawing conclusions that can be 

verified through observation or experiment (Kothari, 2004). The present study falls into empirical 

research because it does not seek to create a new concept or theory. It rather casts some light on 

the perceived language proficiency of several future ESL teachers at Université de Sherbrooke and 

the effects that their language proficiency has on their use of English in their field placements. 

1. METHODOLOGY 

Educational research used to be dominated by quantitative research methods, but today, 

there is a wider variety of methods that can be used, such as qualitative or mixed approaches. These 

approaches are just as scientific as quantitative methods are and one is not necessarily better than 

another (McMillan, 2000). They all have their strengths and weaknesses, as well as their own 

purpose. In qualitative research, the data is often analysed and interpreted through text data from 

interview transcripts and the analysis mostly depends on “the researcher’s analytic and integrative 
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skills and personal knowledge of the social context where the data is collected” (Bhattacherjee, 

2012, p. 113). As for quantitative research, it is essentially about collecting data in numerical form 

to explain phenomena using mathematically based methods such as statistics (Muijs, 2004). This 

present study employs a mixed methods approach, involving both types of research with a focus 

on qualitative data analysis. For the quantitative data, a questionnaire was used and for the 

qualitative data, interviews were performed based on a pre-established set of questions. These two 

data collection methods complement each other well. They allowed me to explore different 

perspectives, uncover nuances, find relationships among the different types of data, and draw 

conclusions on the perceptions of several BEALS students have towards their English proficiency 

and their use of English during their practicums.  

To carry out my research project, I employed data from a larger research study. This 

research study was conducted by one researcher and two co-investigators from different 

universities, two of which are in Québec and one is in Ontario. The study is called Toward 

Achieving Canadian Bilingualism: Investigating language teacher professional identity in pre-

service ESL teachers. The present research project falls within the parameters of this larger 

research study. As a research assistant, I suggested questions for the questionnaire and the 

interviews and was able to analyse data generated by the participants from Université de 

Sherbrooke. This role helped me narrow down my research focus and obtain the data I needed 

from my target population. The larger research study was sponsored by Social Sciences and 

Humanities Research Council. All the participants who answered the questionnaire entered a draw 

for a $50 Amazon gift certificate and the ones who were interviewed were compensated $20 for 
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their time. Even if other universities were involved in the larger study, I only used the data that 

were collected at Université de Sherbrooke and that concerned my research question.  

1.1 Questionnaire 

In educational research, the questionnaire is the most widely used instrument for collecting 

survey information. It can be defined as a set of questions intended to collect responses from 

participants in a standardized manner (Bhattacherjee, 2012), in which statements or questions are 

used to obtain data related to the respondents’ perceptions, attitudes, beliefs, values, perspectives, 

and several other traits (McMillan, 2000). Questionnaires are frequently used because they 

represent one of the best and less time-consuming ways of obtaining information for a wide variety 

of research projects (McMillan, 2000). The questionnaire used for this study was given online to 

facilitate the transmission and to give more flexibility to the respondents to answer the questions 

on their own schedule.  

The questionnaire was created using an online survey software named LimeSurvey. The 

questionnaire was divided into 5 parts, which were demographics, language identity, reflection, 

teaching experience, and language use in school environment. The present study uses data that 

were collected through 18 questions including the sub questions (see Appendix A for the list of 

questions used for this study). The questionnaire consisted of structured and unstructured 

questions, which means that some questions were closed (structured) and some were open-ended 

(unstructured). Open-ended questions allow respondents to answer more freely and use their own 

words. They are particularly appropriate when investigating complex issues, to which simple 

answers cannot necessarily be given (Cohen et al., 2011). On the other hand, closed-ended 
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questions usually consist of multiple-choice or scaled questions in which a set of possible choices 

are given to the respondents to choose from (Malhotra, 2006). The research questionnaire 

contained both. Many questions had multiple choices to pick from such as “How would you 

describe your English proficiency?” and “What type of school did you attend?”. Others had six- 

or seven-point scales to rate how often the respondents used English during their practicums and 

how often they resorted to French when teaching their pupils. However, for the question associated 

with the English language proficiency level of the respondents, a semantic differential scale was 

used. This scale “operates by putting an adjective at one end of a scale and its opposite at the other” 

(Malhotra, 2006, p. 387). The respondents were asked to rate, from low proficiency to high 

proficiency, their language proficiency level in different areas, such as reading, writing, and 

speaking spontaneously about random subjects. This type of scale is frequently used to help gauge 

how people feel about particular subjects. In the case of the present study, it shed light on the 

perception that several BEALS students had towards their English proficiency level.   

The link to the online questionnaire was administered via an email to the BEALS students 

at Université de Sherbrooke. Their participation was voluntary, and it involved approximately 30 

minutes of their time. No one was required to participate in our study, but their input was greatly 

appreciated, as their valuable responses helped gather data on how they perceived their language 

proficiency level and how often they used English during their practicums. All the responses were 

automatically anonymized by the online survey software. However, I was able to see the names 

and emails of the participants who completed the online questionnaire, but their answers remained 

anonymous. Afterwards, the data was converted into an Excel document, which was used for the 

data analysis. The research data was analysed and interpreted using a descriptive research method, 
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which is a method suitable for questionnaire surveys, as it is used to describe the characteristics of 

a population or phenomenon. In addition, it is usually employed as an attempt to simplify the data 

collected so the researcher can summarize the results and find patterns (Loeb et al., 2017). For the 

purpose of this study, the results of the questionnaire were mainly described with the help of 

percentages, and tables. However, it is important to note that “questionnaire surveys are not well-

suited for issues that require clarification on the part of the respondent or those that require detailed 

written responses” (Bhattacherjee, 2012, p. 74). This is why using a mixed methods approach can 

help get more insight into some aspects of the research by using individual interviews. 

1.2 Interviews 

The interview is a form of data collection that is more personalized than questionnaires. 

The questions are usually asked orally, and the responses are recorded for qualitative analysis. This 

entails a direct verbal exchange between the interviewer and the interviewee. Questionnaires are 

not as flexible as interviews are because questionnaires do not give the opportunity to ask follow-

up questions or ask for clarification like interviews do. In fact, interviews are typically used by 

researchers to present participants’ beliefs, attitudes, perceptions, and experiences. A skilled 

interviewer can explore and obtain answers from respondents that might not have been offered 

otherwise (Fortin, 2010). Thus, interviews are more personal and probing than questionnaires and 

they provide a better understanding of the respondents’ answers. Unlike questionnaires, the 

interviewer has the chance to clarify any issues that are raised by the participants during the 

interview. The most typical one is called personal or face-to-face interview (Bhattacherjee, 2012).   
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The interviews for this study were performed individually and conducted in an online 

space. This technique allows the interviewer to work firsthand with the participants by asking them 

various questions while recording their answers to gain more and deeper information about their 

research topic (Bhattacherjee, 2012). The interviews that were conducted were semi-structured, 

which means that there was a list of topics to discuss with open-ended questions. Six questions 

were used for this study (see Appendix B). In semi-structured interviews, the questions are open-

ended with a specific intent, which usually produce distinct responses (McMillan, 2000). The 

questions were predetermined and asked in an order that allowed the respondents to bring ideas, 

comments, thoughts, and opinions to the table using a particular framework (Fortin, 2010). The 

questions were formulated objectively and allowed for probing, follow-up, and clarification. The 

interviews permitted me to obtain rich responses from the participants concerning their English 

background, the challenges they faced when teaching their pupils English, and their teaching 

practices. The interviews were performed in a similar fashion while respecting the anonymity of 

the respondents and their willingness to answer the questions openly in an atmosphere conducive 

to sharing thoughts and professional experiences. 

Additionally, choosing semi-structured interviews gives more latitude to the interviewer 

and it helps ensure that the questions are answered adequately. With this data collection method, 

when participants stray from a topic or do not cover all aspects of a question, the interviewer can 

intervene by asking appropriate follow-up questions (Cropley, 2019). The main purpose of the 

interviews in this research was to clarify some aspects of the questions asked in the questionnaire 

and to go deeper into some of the topics regarding the language background of the student teachers 

and their experiences while on practicum. The fact that the interviewer could probe more on certain 
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questions was helpful, as it ensured the interviewees opened up on the challenges they encountered 

while teaching and gave their thoughts on how well the BEALS program prepared them for their 

profession. Furthermore, it is important to note that I was not able to identify the specific 

questionnaires completed by the individuals being interviewed. I only had a sense of the responses 

given to the questionnaires when they were interviewed. 

The participants were recruited with the questionnaire. At the end of the questionnaire, the 

respondents were asked if they wanted to take part in a follow-up interview. The participants who 

agreed were contacted individually, and appointments were taken for the following weeks. Each 

interview lasted approximately 30 minutes and the participants had the possibility to withdraw at 

any time before or during the interview. Finally, the recorded interviews were transcribed into 

verbatim, and a thematic analysis approach was used to examine the data. Thematic analysis is a 

qualitative method used “for systematically identifying, organising, and offering insight into, 

patterns of meaning (themes) across a dataset” (Braun & Clarke, 2012, p. 58). This method was 

right for this study, as it allowed me to see, compare, and find links or contrasts amongst the 

respondents’ answers. In short, thematic analysis helps identify what is common to a topic and 

make sense of those commonalities (Braun & Clarke, 2012). Using this approach helped me draw 

conclusions regarding how BEALS students use English with their pupils in the classroom and 

how it affects their teaching practices. 

Initially, I intended to use NVivo, a qualitative data analysis computer software, to organize 

the data into different themes. However, since there were only two participants who were 

interviewed, the data was coded manually instead of using a software. The coding process I used 
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to analyse and interpret the data was inspired by Butina’s article (2015) and Braun and Clarke’s 

guidelines (2012). Briefly, my analysis consisted of reading and re-reading the transcripts in order 

to familiarise myself with the content of the interviews and to identify ideas and patterns generated 

from the transcripts. I highlighted passages and ideas that were linked specifically to the questions 

I was interested in for my research. I annotated in the margins the recurrent themes and wrote notes 

to organise the data. For example, I would sometimes write a note in the margin to remind myself 

that a particular answer was also related to another question. Afterwards, I compared the themes 

found and the answers of the two participants to make connections and find similarities or 

contrasts. The last stage concerned the interpretation of the data and the writing of the findings. 

For that part, I mainly described the experiences of the interviewees while ensuring the right 

meaning was conveyed. I also presented findings with supporting evidence in the form of quotes 

for the six topics I examined in the interviews.  

In summary, the data was directly collected from the source through the use of a 

questionnaire and semi-structured interviews. The detailed narratives that derived from the 

interviews provided additional information that helped to better comprehend the reality of the 

BEALS students when they are teaching and how they feel about their level of fluency. Thus, the 

gathered information reflects the participants’ point of view and perception of their experiences in 

the BEALS program. 

2. PARTICIPANTS 

The target population consists of students enrolled in the Baccalauréat en enseignement de 

l’anglais langue seconde at Université de Sherbrooke, which is located in a region of Québec that 
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is predominantly francophone. The participants were recruited by emails on a voluntary basis. 

They were asked to fill out a questionnaire first and at the end of the questionnaire, they were 

invited to voluntarily participate in a follow-up interview that took place in the winter semester of 

2020. Of all the third- and fourth-year BEALS students enrolled in the fall semester of 2019, 18 

students responded to the online questionnaire, but 17 completed it. From these 17 participants, 

two accepted to be interviewed. It is important to note that many students who study at Université 

de Sherbrooke come from different regions of Québec. Some of them are even from remote places 

where they might have had little exposure to the English language outside of their mandatory 

English courses in their primary and high schools, which is also where many of them will return 

to teach (Steinbach & Kazarloga, 2014). 

3. TESL PROGRAM AT UNIVERSITÉ DE SHERBROOKE. 

The main campus of Université de Sherbrooke is situated in the city of Sherbrooke, which 

is in the southern part of the province of Québec. This city is approximately 150 km from Montréal, 

and about 40 km from the American border. Université de Sherbrooke is a francophone university 

that counts three campuses, two of which are located in Sherbrooke and one in Longueil, on the 

south shore of Montreal. The Main Sherbrooke Campus has over 30 buildings, which are, for the 

most part, linked by underground tunnels. In addition, this campus brings together university 

management offices and most of the eight university faculties: Administration, Education, 

Engineering, Law, Letters and Humanities, Sciences, and Physical Education (Université de 

Sherbrooke, s.d.). The eighth faculty is the Faculty of Medicine and Health Sciences, which is 

offered on the Sherbrooke Health Campus. Université de Sherbrooke welcomes more than 40,000 
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students. There are currently more than 1600 foreign students from 88 countries and approximately 

10,000 senior citizens who are registered at the University of the Third Age (Université de 

Sherbrooke, s.d.). 

The TESL program, referred to as the BEALS program, at Université de Sherbrooke is 

characterized by innovative approaches in which students learn through authentic and realistic 

situations, various projects and workshops, the integration of theory and practice, cyberfolios of 

professional competencies, etc. Like the other universities in the province, it offers a teacher 

education program which prepares students to teach at the primary, secondary, and adult levels. 

The objectives of the program encourage the development of the 13 core professional 

competencies of the MÉES. What also adds to the program is the professional development day 

for future and current ESL teachers that takes place every year in the Faculty of Education. This 

one-day convention, called SPEAQ Campus, offers various workshops on ESL teaching. This 

event helps BEALS students not only discover new ideas and learn about ways to teach English, 

but it also stresses the importance of continuing their professional development throughout their 

career and it strengthens their sense of belonging to the ESL teacher community. In fact, getting 

hands-on activities and talking with experienced teachers can be very enriching and inspiring for 

student teachers. Very often, the guest speakers are non-native ESL teachers who are passionate 

about their career. They represent a positive side of the profession, and through their experience, 

they can share knowledge and show what is expected of future ESL teachers. 

 According to the Université de Sherbrooke website, applicants must have a diploma of 

college studies or experience considered to be equivalent based on skills or competencies. A 
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diploma of college studies is obtained through a post-secondary institution that is referred to as 

CÉGEP in French, which means Collège d’enseignement général et professionnel and is also 

known in English as a general and vocational college. CÉGEPs provide a transitional period 

between high school and university and represent the first level of higher education in Québec. 

Graduates of a French CÉGEP are asked to have at least completed one advanced English course 

during their CÉGEP program to be admitted. As for students coming from an English CÉGEP, 

they only need to meet the standard requirements of the university since they already had English 

courses meant for native speakers of English. However, for the international students, the 

admission process is different and depends on their education background (Université de 

Sherbrooke, 2018). Lastly, the program has a limited number of places and not everyone is 

accepted as shown in the admission statistics of the BEALS program in Table 3.  

Table 3. Admission Statistics of the BEALS Program  

Enseignement de l’anglais langue seconde 

Capacité d'accueil  45 

Demandes d'admission 104 

Offres d'admission 86 

Étudiants inscrits 1ère session  39 

Université de Sherbrooke, 2019 

Furthermore, there is no English entrance exam to be admitted into the BEALS program 

like other universities of the province have, such as McGill University and Université Laval. After 

an exchange on this aspect with the pedagogy department, it was said that the decision was made 

so as not to exclude potential students, especially from rural areas, who may have studied English, 
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but never had a chance to meet native speakers, travel or use English outside the classroom. One 

initiative was that the person in charge of the BEALS program would meet every first-year student 

individually to determine their level of oral language proficiency. Records were kept and weak 

students were targeted for follow-ups to ensure that they worked on their English fluency. 

However, this was difficult to sustain due to the amount of time it required.  

This program offers a variety of courses in the Faculté d’éducation and in the Faculté des 

lettres et sciences humaines. They mostly consist of methods, pedagogical, disciplinary, 

psychology, literature, and practicum courses. The 120 credits of the program are divided into 

different categories and subcategories. There are 54 credits allotted to the activités pédagogiques 

en sciences de l’éducation. This number encompasses 21 credits for the formation générale en 

sciences de l’éducation, in which ten courses are taught in French, 11 credits for the formation en 

didactique de l’anglais langue seconde, and 22 credits for the practicums and the portfolio of the 

professional competencies. There are also 54 credits allocated to the activités de formation 

disciplinaire en anglais. Of these credits, 39 are for compulsory courses and 15 for elective 

courses. As for the remaining 12 credits, they are dedicated to the activités d’intégration 

interfacultaires (Université de Sherbrooke, 2018). This section includes two courses. The last one 

is completed during the fourth year of the program, which consists of conducting an action research 

project during the last practicum and writing a professional essay on the topic chosen. Finally, the 

program comprises one practicum per year, which adds up to 900 practicum hours (Université de 

Sherbrooke, 2018).   
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In order to complete the program, the students need to show their mastery of the English 

language in both written and spoken forms. In other words, they need to demonstrate that they 

have reached a level of proficiency approaching native speaker fluency. Although the description 

of the program does not mention how this is done, it is suspected that it is done through the Test 

of English for Language Teachers (TELT). All BEALS students are required to take this test before 

their third practicums, and they have a maximum of four chances to pass the test. The TELT 

“consists of four tasks, all of which resemble tasks routinely performed by teachers in a classroom” 

(Université de Sherbrooke, 2017, p. 3). The tasks include identifying errors in a text, writing a 

short composition, reading a text aloud, and explaining a procedure as you would to a group of 

students. The students need to obtain at least 3 out of 4 on each one of them (Université de 

Sherbrooke, 2017). Moreover, the students must maintain an average equal or superior to 2.0 to 

stay in the program and they need to pass every course prior to their practicums to be allowed to 

complete them (Université de Sherbrooke, 2018). These measures are to ensure that the teacher 

candidates have enough knowledge to work with their students. 

 In brief, teacher education programs are regulated by the MÉES. This implies that 

universities must ensure that their programs meet all the preestablished standards of the MÉES. 

However, it does not mean that all the programs must be the same. Universities have the freedom 

to offer teacher education programs that are distinct as long as they follow the set guidelines. 

Although Québec universities offer TESL programs that slightly differ from one another, they all 

have the same goal, which is to help their future teachers develop the necessary skills to become 

efficient ESL teachers. 
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CHAPTER 4. DATA ANALYSIS AND RESULTS 

This chapter contains the questionnaire and the interview data used to answer the research 

question. The results of the questionnaire are set forth in this section and are followed by the 

analysis of the interviews. A descriptive research analysis was used to analyse the questionnaire 

data. This method refers to statistically describe a phenomenon and its characteristics 

(Atmowardoyo, 2015). For the purpose of this study, descriptive statistics in the form of 

percentages were used to organise and summarise the data and to find patterns. As for the semi-

structured interviews, a thematical analysis method was used to organise and analyse the data. This 

method consists of primarily using the experiences shared by the participants to answer the 

research questions through patterns and themes found within the data (Maguire & Delahunt, 2017). 

1. QUESTIONNAIRE 

The questionnaire data are presented via numbers, percentages, and written answers that 

the participants provided when answering open-ended questions. There were 18 questions that 

were considered for the analysis of the present study, including five sub questions. These questions 

are listed in Appendix A and were categorised into three sections. This section will first present 

the participants’ background, then their language identity, and lastly, their teaching experiences 

concerning their use of English when on practicum. 
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1.1 Participants’ Background 

This study took place at Université de Sherbrooke, a regional university located in the 

Eastern Townships region of Québec. The student teachers who participated in this study were 

enrolled in the Baccalauréat en enseignement de l’anglais langue seconde that is commonly called 

the BEALS program. There were seven third-year students who answered the questionnaire and 

11 who were in their fourth year. This means the representation of the students in the last year of 

the BEALS program was overrepresented, comprising 61% of the respondents. Even though the 

number of participants is lower than initially expected, which was a 50% response rate, the 

collected data are sufficient to gain insight into the perceived level of language proficiency of the 

BEALS students and their teaching practices in terms of their use of English while on practicums. 

Of all participants, 44% were between the ages of 18 and 23,39% were between 24 and 29, and 

17% were in the 30 to 35 age group. Two-thirds of the respondents identified themselves as female, 

whereas one-third indicated male.  

Of the 18 respondents, the majority grew up in Québec, corresponding to 89% of 

participants. However, a few BEALS students had a different childhood from the others. One 

person mentioned being born in Québec but grew up in Ontario from the age of 8 until 17. 

However, the participant did not specify where in Ontario. Another participant was born in Québec 

but lived in different places while growing up: Pennsylvania (USA), Basel (Switzerland), and 

Neuchâtel (Switzerland). Two participants were born outside of Canada, one was born in Algeria 

and came to Canada at the age of 8 and the other one grew up in the Philippines.  
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As for their education background, most respondents attended French schools, 78% 

attended French elementary schools and 89% attended French high schools. However, 17% 

indicated that they attended English elementary schools, and none went to an English high school, 

but 11% chose “other program or language in secondary (high) school”, which means that these 

participants could have attended a program or a school where the main language of instruction was 

neither French nor English. A few student teachers (22%) attended an English CÉGEP. Finally, 

17% had already received post-secondary education. Table 4 below is a compilation of the 

participants’ responses. 

Table 4. Types of Schools Attended 

Types of schools # of responses Percent 

English Elementary school 3 17% 

French Elementary school 14 78% 

Other program or language in 

Elementary school 

3 17% 

English High School 0 0 

French High School 16 89% 

Other program or language in 

high school 

2 11% 

English CEGEP 4 22% 

French CEGEP 11 61% 

Other post-secondary education 3 17% 

 

1.2 Participants’ Language Identity 

When asked about their language identity, none of the participants identified themselves as 

a native speaker of English, but many saw themselves as bilingual. The term bilingual is often used 

in various ways, but it generally refers to someone who speaks two languages fluently. Of all the 
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participants, 33% considered themselves a French speaker, 61% a bilingual English-French 

speaker, and one individual chose other. A few participants left some comments to explain their 

answers further. For instance, one person wrote that their mother tongue is Ilocano, one of the 

dialects of the Philippines, and mentioned learning Tagalog and English at the same time at school. 

Moreover, three other participants talked about their English exposure as they were growing up: 

- “Even my parents can't recall which language I spoke or learned first.” 

- “At home, we spoke both French and English since one parent was Anglophone and 

the other was Francophone.” 

- “I can't say I have the pretention to be "perfectly" bilingual. Language errors may occur 

once in a while, but I am working toward eliminating them. I was raised a Francophone, 

but I have family in the US and ROC [Rest of Canada] and I was babysitted (sic) by 

Anglophones in Lennoxville at an early age.” 

Finally, one participant affirmed being a francophone culturally speaking but offered a more 

nuanced answer as to how this person negotiates their language identities: 

- “That's interesting. Even though I speak, write, or read English very well, I consider 

myself a francophone. I mean culturally. I can become an anglophone sometimes, but 

it's momentary. I can be a Belgian too.” 

In order to find out more about how future ESL teachers at Université de Sherbrooke 

perceive their language proficiency, two questions were asked. The first one (question 6a) inquired 

into how they described their general English proficiency, while the follow-up question (question 

6b) looked into their perceptions of specific language skills they possessed.  
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In relation to question six, 67% percent of participants think they are very proficient in 

English, whereas 33% assert that they have a native or native-like proficiency. Of all the 

respondents, only four provided additional comments. Three mentioned they spoke both English 

and French while growing up:  

- “I was raised in a French and English environment; thus, I am a simultaneous 

bilingual.” 

- “I went to an English elementary school. My father's family members are all 

anglophones and we spoke both French and English at school. I decided to go to a 

French high school, and then switched back to English for college.” 

- “Since I went to an English elementary school and we spoke English (and French) at 

home, I believe my English proficiency level is native-like.”  

It is interesting to note that one person was concerned about their lack of vernacular language: 

- “I know formal English. Being a francophone has helped a lot. I can use some idioms 

and slang too, but I'd say that I lack that range of the repertoire a bit. I'm doing upspeak 

when I speak sometimes too.” 

For the follow-up question (question 6b), the participants had to rate their level of 

proficiency in English in eight different areas on a scale from 1 to 5, 1 being low proficiency and 

5 high proficiency. Table 5 demonstrates how the respondents rated themselves. 
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Table 5. Level of English Language Proficiency in Various Areas  

Areas  1 
Low 

proficiency 

2 3 4 5 
High 

proficiency 

Reading     8 (44.44%) 10 (55.56%) 

Reading aloud     9 (50%) 9 (50%) 

Writing   1 (5.56%) 10 (55.56%) 7 (38.89%) 

Listening    8 (44.44%) 10 (55.56%) 

Speaking spontaneously 

about random subjects 

  3 (16.67%) 6 (33.33%) 9 (50%) 

Knowledge of grammar rules    3 (16.67%) 12 (66.67%) 3 (16.67%) 

Range of vocabulary   4 (22.22%) 9 (50%) 5 (27.78%) 

Accuracy of pronunciation    1 (5.56%) 12 (66.67%) 5 (27.78%) 

 

Overall, the respondents evaluated their proficiency rather high. There are no answers 

below the mark 3, and the majority of the participants selected 4 or 5 in all the English language 

areas that were assessed. Knowledge of grammar rules seems to be the category where the BEALS 

students who took part in the study felt the least proficient in, as only 17% chose high proficiency. 

It is also fascinating to see that 22% answered 3 out of 5 for their range of vocabulary when all the 

participants think they are either very proficient or have a native-like fluency. Nonetheless for 

reading and listening, 56% believed that they were highly proficient. Along the same line, 50% of 

the participants picked high proficiency for reading aloud and speaking spontaneously about 

random subjects. According to these results, it appears that most participants have a positive view 

of their English language proficiency. 
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1.3 Teaching Experience 

Two open-ended questions were analysed from the questionnaire, which shed light on the 

participants’ motives for choosing to become an English teacher and revealed what surprised them 

in the BEALS program. Since these two questions required written answers, they were examined 

qualitatively. The answers were broken down into different themes that emerged from the 

responses. 

The first question was “Why did you want to become an ESL teacher? What were your 

goals and motivations? Have they changed over the course of your program?”. The participants 

gave a variety of answers to explain their choice of career. The two themes that arose more 

frequently from the written responses were helping students learn English and transmitting their 

love or passion for the English language. Sometimes, the two themes were also found in the same 

answers. 

- “I have a passion for the English language and a desire to help non-native speakers use 

it” 

- “At first, I wanted to be an ESL teacher because I really liked English and I liked 

English classes as a teenager, so I wanted to pass on my passion to students. Now, 

although I still want to pass it on, I have realized that I want more than that. I want 

students to be comfortable using English even if they make some mistakes.” 

Other popular themes that emerged were the love for teaching or sharing knowledge and the 

practicality of knowing English. Two respondents even mentioned that it was their love for English 

literature that triggered their desire to become an English teacher. It is also interesting to note that 
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only one participant talked about some advantages of the profession, such as the freedom to choose 

how they want to teach and the opportunity to teach different levels. 

- “I liked the liberty that we have in the way we teach the language and also the fact that 

we can teach at the elementary or high-school level.” 

Overall, the respondents’ goals and motivations remained very similar throughout the 

program. Some specified that they have evolved rather than changed, as they want to do more than 

only teach English. They want to ensure that their students can express themselves more 

comfortably. In fact, amongst all the participants, only one respondent stated that their goals have 

changed, as this person wanted to shift towards studying special education, which is still related to 

the field of teaching. 

For the second open-ended question, the participants were asked: “Is there one aspect of 

your program or your field experience(s) that surprised you or that you did not expect?”. The 

participants gave various answers that were categorized into three main themes. The comments of 

the respondents mostly involved BEALS program courses, teacher duties, and negative attitudes 

towards ESL. 

The most recurrent theme was BEALS program courses. Some student teachers evoked the 

need to change advanced literature courses for more practical courses that involve teaching ESL. 

One felt that there were too many French courses in the program, and another thought the program 

was disconnected to the teaching profession.  

- “I was surprised to see how the program, itself, is, at some point, disconnected from 

the reality that is teaching today. I feel as though we are taught in a way that all our 
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students will be the same highly functional student with no learning or social disabilities 

when, in reality, it is the complete opposite. Also, I feel it is disconnect (sic) from the 

reality of what being a teacher is, especially now that it is, more than ever, influenced 

by politics rather than logical and necessary knowledge.” 

Finally, there was a comment that referred to intercultural teaching and differentiated instruction. 

The respondent did not expect these two elements to be taught in the program. 

Another theme that stood out from the written answers was the teacher responsibilities. 

Some participants mentioned that they underestimated the amount of work teaching requires. 

Someone even described teaching as a multitasking job where teachers need to plan, teach, manage 

the classroom, and improvise all at the same time. 

Lastly, some participants were surprised to see a darker side of their future profession. For 

example, one participant wrote about being surprised to see that the profession is not well 

appreciated: “In terms of culture perspectives regarding the teaching profession, I was surprised 

to see how teachers are not valued; by the community and by the government”. One of the 

respondents was surprised by the number of pupils coming from disruptive family environments 

and went on to say that not all parents are fit to have children. Two participants also mentioned 

experiencing more negative attitudes towards the importance of learning ESL. One reported being 

surprised that the students from a rural area were quite negative about learning English; therefore, 

it was an additional challenge to teach them. The other respondent talked about how the parents 

and the school environment had negative perceptions towards learning ESL, which affected the 

learning of the children. The respondent’s observation reads as follows: 
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- “What surprised me most throughout my years as a student teacher and as a student in 

a French university was how our fellow staff members, colleagues and our students' 

parents react to us as ESL teachers. Some are very resistant to us in schools (more 

specifically the IESL programs since half of the year is dedicated to English). Some 

parents don't speak the language and don't believe that it is as important as other school 

subjects, which therefore makes it hard for their children to be totally invested in the 

English classes.” 

All in all, the comments that the student teachers wrote were relevant and had value. Most 

responses were thoughtful and meaningful. Some of them were more personal and others were 

more general, but they were rich in information.  

For the question “Where do you hope to teach ESL in the future (in Québec or 

elsewhere)?”, the majority of the participants mentioned that they are planning to teach in Québec 

either in an urban or rural area of the province. It is also worth noting that five people indicated 

their desire to teach in a rural community in Canada, as opposed to three for an urban area 

elsewhere in Canada. As for teaching elsewhere in the world, three student teachers selected, as 

one of their choices, in an urban area and three in a rural community.   

When asked to describe their current or most recent practicum, the majority answered that 

their practicums were at the elementary level. As seen in table 6, the number of student teachers 

who taught intensive English or an enriched ESL program is quite impressive. However, this table 

may not be representative of the larger population due to the low number of participants. Since the 
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respondents could choose all that applied when they answered the question, the percentages do not 

add up. 

Table 6. Current or Most Recent Student-teaching Placement  

Level # of responses Percent 

Elementary (regular ESL) 8 47% 

Elementary (intensive ESL) 6 35% 

Secondary (regular ESL) 5 29% 

Secondary (Enriched ESL (EESL) or IB) 3 18% 

Adult Education 1 6% 

Other 0 0% 

 

As for the specific grade levels of the student-teachers’ practicums, grade 6 was the grade 

level that was most chosen. Grades 2, 4 and 5 were also more popular answers. While the least 

recurrent choices were secondary 4 and 5. 

Table 7. Grade Levels of Current or Most Recent Student-teaching Placement   

Grade level # of responses 

Grade 1 4 

Grade 2 6 

Grade 3 5 

Grade 4 7 

Grade 5 7 

Grade 6 10 

Secondary 1 4 

Secondary 2 3 

Secondary 3 3 

Secondary 4 1 

Secondary 5 1 

Adult 0 

Other 1 
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For the question “How often do/did you use English in your most recent student-teaching 

placement ESL classroom?”, the vast majority of the participants claimed that they used English 

more than 70% of the time during their practicums. In fact, 53% of the respondents said that they 

used approximately 70% to 90% of the time English when teaching their pupils, and 29% of the 

respondents stated that they used English all the time. Finally, 18% affirmed that it varied. 

To offer more nuanced answers to the question on the use of English, several respondents 

left a comment. For instance, one person wrote that with first cycle students in primary school, 

English was used 60% of the time, but with second and third cycle students, English was used 75% 

to 80% of the time. Another respondent explained that how they used English in the classroom 

depended on the exercises and the needs of the students: 

- It varies depending on the needs of the students and the activity. We have English+ that 

sometimes requires complicated tasks, and we need to make sure they understand. Also, 

we do have students with learning problems that have issues understanding and writing 

in french (sic), therefore we have to cover the material with modelling while using the 

french (sic) language.” 

Along the same lines, there was one participant that talked about the teaching strategies that were 

used when the students had difficulty understanding: “It depends on the groups. If visual aids, hand 

gestures and multiple attempts in varying the explanation in English doesn't work, then I will do a 

French time-out and then revert back to English.” Others mentioned that they aimed for using 

English 100% of the time, but it was not always possible. One said: “I used En[g]lish all the time, 

but I also used French when I had to give important information to students that wasn’t related to 
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ESL.” These comments show that there are various factors that can affect how a language is taught 

in the classroom.  

The following question the participants were asked to answer in the questionnaire was 

“How often, if at all, do/did you use French in your current or most recent student-teaching 

placement ESL classroom?”. The frequency was quite low, as 71% answered approximately 10% 

to 30% of the time and 24% of the respondents said they never used French while teaching. Also, 

in the comment section, some participants mentioned that they tried to use French as little as 

possible, but they sometimes resorted to French to convey important information, or when the 

explanation did not work after several attempts. Additionally, one participant also mentioned using 

French for classroom management. 

According to the participants, 71% of the associate teachers (cooperating teachers) had 

French as their dominant language, and 29% had English. The participants also mentioned that 

65% of the associate teachers used mostly English and at times French with their pupils. The 

respondents also indicated that 29% of the associate teachers seemed to only use English when 

teaching. 

The questionnaire was designed to collect various data on how student teachers perceive 

their language identity. The questions that were examined for this study mainly aimed at finding 

out more about how the respondents perceived their language proficiency level and their use of 

English while on practicum. The majority of the participants used English most of the time when 

they were teaching their pupils and French was either not often used or never used while teaching 

English. Lastly, the questionnaire also revealed that the participants perceived their language 
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proficiency level rather high. In fact, they either felt they were very proficient in English or they 

had a native-like proficiency. 

2. INTERVIEWS 

The following section is dedicated to the interviews that were performed after the 

respondents answered the questionnaire. Of the 17 student teachers who completed the 

questionnaire, two agreed to be interviewed. The two interviews were carried out on the 5th and 

the 7th of February 2020. One interview was conducted in English and the other one in French. 

Both participants had the opportunity to choose the language they felt more comfortable with, 

between English and French, to answer the interview questions. The six interview questions that 

were used for the present study mainly aimed to complement the questionnaire questions. Since 

not many participants agreed to be interviewed, the findings for each question only reflect the 

observations, perceptions, and experiences of the two interviewees, whom I have named Emily 

and Afia. The participants were asked questions about their language background and their ESL 

teaching experiences.  

2.1 Language Background 

Question 1:  What language(s) do you feel most comfortable in?  

When the participants were asked to talk about which language or languages they felt most 

comfortable in, the two interviewees had distinct answers, as they came from different language 

backgrounds. Emily admitted being more comfortable in French than in English. She also 

mentioned that she was raised in a French and English environment but has always attended French 
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schools. Hence, Emily felt comfortable speaking both languages but also felt a certain lack of rich 

vocabulary in English, which was explained by the fact that she went through the French school 

system until enrolling in the BEALS program at university. Most of Emily’s English was acquired 

at home where French was the language used with her mother and English with her father. The 

interviewee also disclosed feeling bad about having to develop their English a bit more in order to 

have the same level in both languages: “I went to school in French. Then, I feel like I have to learn 

a little be more English to be at the same level and I feel bad. I’m working my way up.” This quote 

suggests that the candidate realized that their English skills were slightly lacking even though she 

grew up with both languages. However, she chose to respond to the interview questions in English. 

In contrast, Afia was from Algeria and she explained that although Arabic was her mother 

tongue in Algeria, the language that Algerians use is a mix of French and Arabic. When asked to 

clarify which language between English and French she felt more at ease with, the answer was 

both. Afia moved to Montreal at the age of 9 and went to a French elementary and high school but 

attended an English college. She explained that English has taken an important place in her life 

ever since her English immersion in college and the bachelor’s degree she completed in English 

literature. In the end, she described her proficiency in English as high intermediate. Though, this 

participant chose to respond to the interview questions in French.  

2.2 ESL Teaching Questions 

Question 2: Thinking back to your field experience(s), what was it like to be a student teacher, 

teaching ESL in a French school setting?  
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The two teacher candidates were asked to describe their practicums in terms of their 

experience as an ESL student teacher in a French school setting, along with the challenges they 

encountered. Emily mentioned enjoying teaching in high school more than in elementary school. 

In fact, she noticed a difference between teaching in primary and secondary schools. She felt that 

using English outside the classroom, where her elementary school practicum took place, was not 

very welcomed by the school staff. On the other hand, the experience was different in high school, 

as Emily did not sense that reluctance: “I could not talk in English to my associate teacher, for 

example in the department, without having these glances of why you speak English, well this is a 

French [elementary] school. And in high school, I don't have that, well, in my school again.” She 

also admitted using French to communicate with other English teachers including her last associate 

teacher, as the latter seemed to be more comfortable exchanging in French with her. Emily felt that 

there were language barriers at times, especially in rural areas where people might be very 

protective of the French language. The participant specified that using English “in the classroom, 

it’s ok, but in the halls or in the department or between English teachers, then, it’s French only.” 

Therefore, Emily needed to adapt to the environment she was in since using English was 

sometimes challenging whether it was in the staff room, with her associate teachers or with her 

pupils.   

The other interviewee also noticed that many pupils perceive the English language 

negatively. The first challenge Afia encountered while on practicum was that pupils disliked 

learning English. It became even clearer to her, especially during her second practicum, that many 

Quebecers did not like the English language: “les québécois détestent l’anglais et c’est pas tout le 

monde, faut pas généraliser, mais il y en a beaucoup qui n’aiment pas ça.” Hence, the participant 
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indicated that the actual challenge was to help her students like the target language and to show 

them that knowing English could be useful in their future and professional lives, as English has 

become a lingua franca around the world for business, travel, and popular culture. This realisation 

mainly comes from what Afia has perceived and experienced as a teacher candidate in both 

elementary and high schools. After participating in many parent-teacher meetings in elementary 

school, this experience confirmed once more what she thought. During these meetings, she 

explained that parents would say that French comes first, and they prefer putting more emphasis 

on French and mathematics when it comes to homework. Therefore, the participant drew the 

conclusion that English was their last priority. 

Question 3:  Earlier you said that you are most comfortable in _______ language(s) (see answer 

to question 1), how does this affect how you teach in the classroom? 

Both participants said that they were very comfortable with French and English. Emily did 

not feel that knowing both languages well was necessarily an advantage over someone who only 

spoke English. On the contrary, she believed that English speakers would be just as advantaged as 

NNS. Though, she clarified that it might depend on the approach used to teach and the level taught, 

as the mother tongue of the pupils could perhaps be used depending on the proficiency level of the 

group. Emily explained: “[In] high school, I only speak English, but in first grade, then maybe 

some would not feel comfortable in [the] English class if I were to speak English only. I don’t 

want to create stress around the language.” Instead, she would adapt her speech to the level of her 

pupils to create an environment more conducive to learning.   
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Conversely, the other interviewee mentioned that knowing French affected her way of 

teaching, and this was particularly noticeable in her last practicum. Afia admitted using French 

while teaching: “je parlais un peu beaucoup (sic) le français en classe avec les élèves et je devrais 

pas faire ça.” She believed that knowing French had a negative impact on the quality of her 

teaching because she used it often with her pupils. However, she also felt that she should be more 

careful with the use of French while teaching English. The interviewee specified that spending half 

or one quarter of the time giving instructions in French during the time allotted to learn English 

was detrimental to the learning process.  

Question 4: What is it like to teach your L2?   

For this question, Emily and Afia were asked to describe their experiences when teaching 

English. They both talked about the challenges they encountered while teaching English. Emily 

mentioned having to overcome cultural and language barriers. She strongly believed that these 

barriers come from the pupils’ parents. The teacher candidate explained:   

“I know where it stems from, I know it’s from the parents: ‘Je m’en fou moi non plus, je 

parles pas anglais’ like I don’t care, I’ve never learned English and I’m still alive, I speak 

French, when both say who cares. I have this sort of comments from the parents, so just to 

deal with this sometimes, it’s a little bit challenging.”  

As a strategy, Emily used her knowledge of the French culture in order to create links between the 

French culture and the English language so the pupils can warm up to the idea of learning English. 

For instance, they had a class discussion on places they go to in the summer so the pupils could 
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relate to the topic. This was also a way to have them talk about places where English is spoken 

such as Old Orchard Beach in Maine, a place that many Quebeckers visit in the summer. The 

interviewee explained that after a while with exercises such as this, it made it easier to incorporate 

elements of the English culture when teaching.  

As for the other interviewee, Afia reiterated that one of her main goals was to help pupils 

like the language. She said that it is not through grammar, reading, and writing that this would be 

possible. It is through the current English culture whether it is here in Canada, Australia, or other 

English-speaking countries. The teacher candidate gave a few examples such as learning English 

through movies, music, painters, and writers, but not Shakespeare or writers from the past who 

existed 300 or 400 years ago. To sum up, it seems that both interviewees think that in order to 

teach English and to have pupils be interested in learning, it is important to use cultural elements 

and to have some knowledge of the English culture.  

Question 5: How do you think your language background and abilities inform (influence, shape) 

your teaching practice?  

To answer this question, Emily, as a bilingual speaker, mentioned feeling very open-

minded towards both languages but tried to never use French in the classroom when teaching. 

Instead, she used different techniques such as repetitions, visual support, and very simple words 

to help her pupils learn the target language. Coming from a French and an English family, the 

teacher candidate was able to use her background to her advantage. For example, Emily explained 

that she could identify transfer errors and find her pupils’ strengths and weaknesses more easily 

because she knew the mother tongue of her pupils. In short, since she grew up with both cultures 
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and languages, she was able to rely on her background and make connections when teaching to 

ensure pupils relate to her lessons.  

As for the other participant, Afia felt that speaking several languages did not necessarily 

make her a better teacher. However, it gave her different perspectives of how to acquire a language 

and it made her more aware of what should be taught. Afia still had a vivid memory of her 

secondary three English teacher who had a very thick Quebecer accent when speaking English and 

poor teaching skills. This experience helped shape her vision of the English teaching profession. 

For instance, the student teacher learned that only knowing how to speak English is not enough to 

be a proficient English teacher. She pointed out that developing an English accent and knowing 

about the culture of the target language are important elements in order to be a good or effective 

English teacher, as these elements can encourage pupils to learn the language and facilitate 

comprehension. In brief, Afia spoke of several aspects of the English language throughout the 

interview that should be considered when teaching, such as there are many English-speaking 

countries; therefore, there are different types of English, various accents and cultures. 

Question 6: How has your teacher education program prepared you for the realities of teaching 

ESL in Québec? 

The last question of the interview was related to the overall appreciation of the program. It 

gave the opportunity to the interviewees to provide suggestions for improvement. Emily answered 

that the program is quite satisfactory. She said:  
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“I feel that the program is very, very good. I feel like the first year really tests our language 

abilities. So, we had a lot of literature classes, linguistic classes to see if our proficiency 

level is adequate for the program. And I feel that’s great and then having a lot of pedagogy 

classes that are very helpful.”  

As a suggestion and to offer an area of improvement for the program, Emily stated that the 

pedagogy courses are in French and that it might be a good idea to have them in English. However, 

the student teacher understands that the approaches and methods learned remained the same 

regardless of the language they are taught in. As a final comment, she said that her four years in 

the program were rewarding and helped her grow as a person. In the end, Emily felt that her teacher 

identity is not fully developed yet. As she explained, “it will take a couple years for me to really 

figure out what type of teacher I want to be. […] in four years, I don’t think we can really develop 

a very solid teacher identity.” 

When asked the same question, Afia mentioned that there was one aspect of the BEALS 

program that she felt could be improved. The participant indicated that in her second year, there 

were some courses that seemed to repeat the same content. The example she offered talked about 

two different courses that were given in two different semesters. The participant said:  

“ J’ai eu un cours de SED300, qui est sensé nous apprendre comment nous organiser en 

tant qu’enseignant, c’est avec nos tâches, avec les différents comités et tout. Mais, c’était 

juste des articles comme outils. Finalement, ça a répété ce que j’ai fait dans la session avant 

dans le cours de didactique.”  



  61 

As a suggestion to improve the BEALS program, Afia recommended to add more courses related 

to learning disabilities. She said that only one course in four years on this complex subject is not 

enough, as only the surface is scratched and there is no time to go deeper into the subject. The 

participant felt that it was more of an introductory course that did not prepare them well enough 

for the realities of teaching in Québec. The future teacher ended the interview saying that if BEALS 

students can understand the environment in which their pupils live, it will make them better 

teachers, as there are different family dynamics, and some milieus are harsher than others.   

Although only two student teachers were interviewed, the rich answers that they provided 

added more dimensions to the present study whether it was through their experiences as future 

English teachers or the suggestions they gave at the end to improve the BEALS program. The 

questions that were asked mainly aimed to bring forth what the teacher candidates experienced 

during their practicum, to learn more about how they felt about their English language proficiency, 

and to know more about how they perceive the BEALS program. Both interviewees had different 

language backgrounds and they both mentioned feeling comfortable using English. Emily 

considered herself as bilingual but lacked rich vocabulary in English and, therefore, was more 

fluent in French, whereas Afia felt that she was at a high intermediate level in English. Throughout 

the two interviews, it is apparent that Emily and Afia are still developing not only their language 

abilities, but also their teaching methods and how to help their pupils learn and like the English 

language. Throughout their various practicums, they were both surprised by the negative attitudes 

that some pupils and parents had towards English. They found that challenging, as part of their 

role was to encourage their pupils to develop positive attitudes towards English. 
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CHAPTER 5. DISCUSSION AND LIMITATIONS 

The motivation behind this study was to find out more about future NNESTs in regard to 

their language proficiency and how their proficiency informs their teaching practice especially 

their use of English while on practicum. At first, I wanted to see whether there was a relationship 

between the language proficiency of future NNESTs at Université de Sherbrooke and their use of 

English with their pupils when on practicum. It turned out that 17 BEALS students completed the 

questionnaire and only two agreed to be interviewed after the questionnaire. Hence, I do not have 

enough data to assert that there is indeed a relationship between the two. However, the data 

collected through the questionnaire and the interviews were quite enlightening and gave a sense of 

what student teachers experienced and dealt with when teaching. Although the participation rate 

was lower than expected, the answers of the respondents gave fresh insights about how some 

teacher candidates used English during their practicums and how it involved, at times, a 

negotiation between English and French. In order to answer the research question of the present 

study, three objectives were developed, which will be discussed in this section. Moreover, the 

limitations of the study will be described at the end of this chapter.  

1. PERCEPTIONS OF ENGLISH LANGUAGE PROFICIENCY 

The first objective was to examine the perceptions that BEALS students have towards their 

English language proficiency and background. In the questionnaire, it was not surprising to see 

that no one identified themselves as a native speaker of English, as the BEALS program admits 

mostly francophones who want to teach English as a second language in primary and secondary 
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schools in Québec. The fact that the program is offered by a French university and there are 

compulsory courses that are only offered in French can justify why there are mainly NNS of 

English in the BEALS program. This situation was also seen in Steinbach and Kazarloga’s study 

(2014), which took place in a regional French university in Québec. They reported that the targeted 

student population in their TESL program was nearly only francophone. It can then be assumed 

that the targeted student population in the present study was quite similar, as the BEALS program 

is also offered in a regional university that usually attracts students from its region that is 

predominantly francophone. Additionally, the study revealed that the majority of the participants 

attended French elementary and high schools. This reinforces the fact that although BEALS 

cohorts may vary slightly every year, the overall BEALS-student population remains mainly 

francophone.  

The BEALS students’ responses revealed that most participants rated their English 

language proficiency rather high. This phenomenon was also noted in Steinbach and Kazarloga’s 

study (2014) where they noticed that the teacher candidates who took part in their research judged 

their linguistic competence higher than the researchers expected. The researchers found 

inconsistencies in their answers, which made them believe that they might have overestimated 

their proficiency levels. For example, the results of their study revealed that a significant 

percentage of teacher candidates claimed to have higher linguistic competence than the test of 

English for language teachers suggest. They explained that this test is a requirement in the program 

and student teachers need a good level of linguistic proficiency to pass it. The researchers indicated 

that over one third of future ESL teachers fail the speaking tasks of the test on their first and second 

attempts. Their discoveries are in line with the findings of the present study in which almost two 
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thirds of the participants considered themselves as bilingual (English-French), two thirds thought 

they were very proficient in English, and one third claimed they had a native or native-like 

proficiency. These numbers tell me that their perceptions are quite positive about their overall 

assessment of their language proficiency. It would have been interesting to know if the participants 

developed their sense of bilingualism and/or language proficiency through the BEALS program or 

they already felt that they were highly proficient in English when they started the program. 

Unfortunately, it was not possible to have access to this information in this study. 

In the interviews, the two participants were able to elaborate on their level of proficiency, 

which offered additional nuances that were not observed through the questionnaire data. When 

talking about their proficiency, the interviewees showed more vulnerability and less confidence 

about their language skills. Even though Emily considered herself bilingual and grew up with both 

languages at home, she felt more comfortable in French and uneasy with the fact that she needed 

to work on their English to reach a higher level of proficiency. As for the other student teacher 

who was interviewed, I perceived a lack of confidence in her English skills. First, it was surprising 

to see that Afia chose French to carry out the interview knowing that her mother tongue was neither 

French nor English and affirmed being equally comfortable in both languages. It brought into 

question the decision Afia made to talk about her experiences as a future ESL teacher using French 

when talking about the ELT profession. Another element that seemed to show a lack of confidence 

on Afia’s part was the fact that she used a lot of French when teaching English. This phenomenon 

was also seen in a recent study that was conducted in Chile. The researchers found that preservice 

teachers who over-relied on Spanish when teaching English had a lack of confidence in their ability 
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to speak English, therefore, to facilitate comprehension of the target language (Barahona et al., 

2021).  

The two interviewees’ answers brought another dimension to this study by showing other 

elements that were not seen in the questionnaire. These findings also demonstrate that rating one’s 

language proficiency is not as simple as it may seem, as there are many factors that can influence 

how one thinks or perceives their own language skills. Faez and Karas (2019; 2017) have discussed 

this issue in their work. They said that defining language proficiency for teachers is complex, as 

there are no agreed upon tools to assess teachers’ language proficiency. They also mentioned that 

there are various contexts that also need to be considered when assessing target language 

proficiency, including cultures, settings, the teacher’s mother tongue, and the contents needed to 

be taught. Different contexts mean different needs; therefore, language proficiency requirements 

might not be the same across contexts, which in turn can influence how teacher candidates might 

perceive their own language abilities.  

This present study shows that overall, the participants had a positive perception of their 

own language skills, but it would not be right to affirm that this is the case for most BEALS 

students. As the interviews revealed, the more the participants opened up about their English 

language proficiency, the more they showed nuances in their rather positive perceptions. I also 

noticed that these highly positive perceptions seemed to slowly diminish as they talked. Perhaps, 

talking about their experiences and their language background in more depth put their perceived 

language proficiency into perspective and showed a more realistic view of their abilities. This 

study, in keeping with other researchers’ findings (Braine, 2010; Faez & Karas, 2019; Medgyes, 



66   

2017), illustrates that defining one’s language competencies is not a straightforward task given 

that language is so vast and complex.  

2. USE OF ENGLISH WHEN ON PRACTICUM 

The second objective of the present study was to examine the extent to which the BEALS 

students use English in their practicums. As it was discussed in the conceptual framework of this 

study, most student teachers at Université de Sherbrooke are non-native speakers of English. In 

order for NNESTs to teach effectively it is empirical to know the target language well, but it is not 

the only aspect that needs to be developed, as developing teaching skills is also central (Faez & 

Karas, 2017). The present study gave a good insight into how student teachers in the BEALS 

program use English when on practicum. It was interesting to see that 82% of the participants 

affirmed that they used English more than 70% of the time when teaching their pupils. However, 

it is important to point out that this might not be representative of the larger population. The 

percentages for the use of English in the classroom were quite high because many of the 

respondents were teaching in intensive or enriched English programs. Because of the nature of 

these programs, student teachers were expected to teach mainly, if not only, in English.  

The comments left by the participants in relation to the use of English in their most recent 

practicum shed light on some factors that affected how often student teachers spoke English while 

teaching their pupils. The factors that were raised were mainly related to the pupils’ age group, 

learning disabilities, and comprehension. These factors led some teacher candidates to resort to the 

use of French to help their pupils understand the tasks they needed to accomplish. There were also 

the delivery of school messages (announcements) and class management that affected the use of 
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English in the classroom. Some teacher candidates chose to use French when they felt their 

interventions were not necessarily related to teaching ESL, such as when giving out important 

messages or dealing with behavioural issues. Finally, a few respondents pointed out that the pupils’ 

negative attitudes towards learning English restrained their use of English as well. Since most 

BEALS students share the same mother tongue as their pupils, using French in some circumstances 

can become an option. These findings are aligned with Barahona et al. (2021) in which preservice 

teachers encountered similar factors that restrained the use of English during their practicums. 

Although the researchers identified similar factors in their study, they concluded that the most 

recurrent reasons were related to “students’ context, which comprised issues such as students’ lack 

of previous knowledge, low level of linguistic capital, and lack of interest in learning the L2” (p. 

11). Despite the fact that the study was conducted in an EFL context, more precisely in a Spanish-

speaking country, the issues that were raised were very similar to what the BEALS students 

experienced.  

The use of the students’ mother tongue, which is French for the majority of students, in the 

ESL classroom is an important element that needs to be addressed. The factors mentioned in the 

previous paragraph illustrates the reasons why the participants resorted to French at times during 

their practicums. The questionnaire revealed that French was not often used when the teacher 

candidates were teaching, and a few (4 candidates) managed to never use French with their pupils. 

However, the ones who used French seemed to have done it more as a last resource according to 

the comments that they left. This leads to the conclusion that some participants believed that using 

the L1 of the pupils might be appropriate in L2 classes in certain circumstances, i.e., for 

clarification purposes, after attempts of explaining in L2 using different strategies such as visual 
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aids, cognates, and gestures, and when the pupils continue to be confused whether it is triggered 

by learning disabilities or the complexity of the tasks at hand. These findings are in keeping with 

Shin et al.’s article (2020) in which they explain that teachers should aim for judicious and 

intentional use of L1 to maximise L2 learning in the classroom. They suggest that translation 

should only be offered in the final stage of explanation. First, teachers should provide a series of 

L2 inputs to help their pupils understand. These inputs could take the form of illustration, 

definition, repetition, and paraphrasing, which would be more efficient ways to ensure that pupils 

negotiate meaning and have opportunities to think before receiving the information in their mother 

tongue. 

Other studies support these findings (Barahona et al., 2021; Al Hariri, 2015; Tang, 2002; 

Zulfikar, 2019) in which the researchers claim that mother-tongue use can be useful when it is 

carefully employed. As Al Hariri (2015) suggested, teachers of English should bear in mind that 

“the use of L1 should be well planned and thought of so that it does not exceed its limits and cause 

the students to think solely in their first language” (p.223).  L1 should not be forbidden, nor should 

it be encouraged when teaching another language. As Tang (2002) said, the use of L1 should serve 

a supportive and facilitating role in the classroom; hence, the focus should remain on the target 

language. As many respondents enumerated in the present study, there are many resources and 

strategies that can be used to facilitate the learning of English. This is why planning the lessons 

ahead of time and anticipating pupils’ difficulties become quite important for future and new 

language teachers. 
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At first glance, the results of the present study suggest that the participants were very 

proficient in English and that they mostly used English when teaching their pupils. The responses 

that the participants gave in the questionnaire lead to the conclusion that the vast majority used 

French less than 30% of the time with their pupils. However, when looking more closely at the 

questionnaire and the interview data, the reality is more complex than it may appear. For instance, 

one participant admitted using French quite often with their pupils knowing that it was not the best 

practice and that they should use French more carefully with their pupils. Another participant wrote 

that with first-cycle students, they used English 60% of the time, which implies that the rest of the 

time, French was used in the classroom. Moreover, two respondents also mentioned that the use 

of English in the classroom depended on the groups and the needs of the students. At the same 

time, they did not elaborate on the types of needs and how much French they used.  

Since the participation rate was low and many participants taught in intensive or enriched 

English programs, it is difficult to have a clear understanding of the extent to which English is 

habitually used by BEALS students when on practicum. The results of the study are not necessarily 

reflective of the experiences of most student teachers in the BEALS program. In fact, the program 

was designed so teacher candidates can have different field experiences in various contexts, given 

that ESL teachers in Québec usually teach different levels in a number of schools before earning 

permanence. However, the findings of the present study suggest that this particular group of 

BEALS students tend to use English most of the time while teaching, but this tendency might also 

be contextual, as many teacher candidates taught English in particular programs that promoted the 

learning of English. Since the number of participants who taught regular English were under-

represented in this study, the results might be deceiving.   
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Another interesting element that this study revealed is the fact that one of the interviewees 

mentioned that the language used to speak with her associate teachers was French. It is important 

to point out that teaching ESL in Québec is different from teaching ESL in Ontario, for English 

continues to be used as the main language outside the classroom as a means of communication 

with the environment. In Québec, the context differs, especially in regions, as ESL would typically 

be taught at a French school in a French environment by NNESTs, whereas in more multilingual 

cities like Montreal, the proportion of native ESL teachers would be significantly higher (Radu, 

2018). This leads me to believe that the context might have an impact on the interactions between 

associate teachers and teacher candidates as to which language to use when they are not teaching. 

According to the participants of the present study, 71% of the associate teachers had French as 

their dominant language, whereas 29% had English. The respondents also reported that 65% of the 

associate teachers used mostly English and sometimes French when teaching, and 29% of them 

only spoke English with their pupils. These numbers show that the use of French is also a teaching 

practice that is found amongst ESL teachers. 

Most of the respondents indicated in the questionnaire that they hoped to teach English 

within the province of Québec. This supports what was reported in Steinbach and Kazarloga’s 

study (2014) that once student teachers graduate, many will return to teach in their region. The 

BEALS program was conceived to prepare student teachers for the realities of teaching ESL in 

Québec. Thus, through the four years of the program, student teachers learn how to teach ESL at 

the elementary and high school levels in a province that is predominantly francophone. As a 

requirement of the program, all BEALS students must experience these two levels. This serves the 

purpose of helping them broaden their knowledge of how to teach younger and older children 
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English. It is also an opportunity for them to experience what it is to use English with pupils of 

different age groups and how it might even involve a negotiation between English and French at 

times. 

3. CHALLENGES WHEN TEACHING ESL 

The last objective of this study aimed to find out more about the types of challenges the 

participants faced when teaching ESL. One of the challenges that arose and surprised some 

candidates was the negative perception that pupils and parents had towards learning English. This 

reluctance seemed to stem from a lack of ability in English and a lack of understanding the 

importance of knowing English. This situation appears to be the case in more rural areas of Québec 

where English is not often spoken and where the contact with English might be more limited. This 

challenge was also a concern reported in Steinbach and Kazarloga’s research (2014). The 

researchers explained that the unique position of Québec as a French province within a country 

predominantly English creates conflicting attitudes. Many French Quebeckers fear to lose their 

mother tongue mainly because of the global spread of English, and the fact that there are public 

discourses in the province that reinforce the idea that English is a threat to the maintenance of the 

French language and culture (Steinbach & Kazarloga, 2014). These two factors have a major 

impact on Québec society, and there is a strong interest in developing policy to protect Québec’s 

national language. Unfortunately, these perceptions can create negative reactions towards the 

English language and culture, as was reported in the present study by some teacher candidates. 

Another challenge that was identified by BEALS students was the fact that teachers need 

to handle multiple responsibilities in the classroom. Some of the student teachers underestimated 



72   

the numerous tasks that teachers must accomplish when teaching. Student teachers found they 

were required to do a great deal of multitasking, that is, taking on various responsibilities to play 

their role effectively in the classroom to meet the numerous needs of their pupils while meeting 

the requirements of the Ministry of Education, which they found to be very challenging. Moreover, 

some of the issues reported in this study that affected the use of English in the classroom were also 

related to teacher responsibilities, such as managing disruptive behaviours, motivating pupils to 

learn, helping lower proficient pupils, and assisting students with learning disabilities. Similar 

difficulties were also found in Barahona et al.’s study (2021), where preservice teachers had to 

adapt to their students’ abilities, needs, and proficiency levels during their practicums.  

Lastly, the present study also revealed that attending parent-teacher meetings can also be 

challenging. Some teacher candidates realised that it was sometimes difficult to get parents to 

recognize the importance of English as a school subject. One participant even reported that some 

parents were more concerned about their pupils’ success in French and Mathematics. This 

phenomenon is not unique as it was also highlighted in Ng and Ng’s (2015) and Bartram’s (2006) 

studies. Both studies demonstrate that parents can have an influence on the language learning of 

their children. Their attitudes, whether they are positive or negative, can be passed on to their 

children and impact their children’s progress. This was observed in the present study by some 

teacher candidates who affirmed that the parents’ negative views impacted their children’s 

attitudes towards learning English. Teachers and parents play a central role in children’s learning 

development. Not only do teachers need to motivate and encourage their pupils to learn, they also 

need to deal with parents who are disinterested in the language, does not value or see the usefulness 

of language learning (Ng & Ng, 2015). It is a well-known fact that in order to learn a language, it 
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requires time and effort. Hence, pupils themselves need to be involved in their own learning 

process and adding their parents’ support to the equation increases their chance of succeeding.  

This study was developed on the premise that the more non-native BEALS students are 

proficient in English, the more they use English in the classroom with their pupils. The results of 

this study show that it is difficult to know if the English language proficiency of BEALS students 

really had an impact on how they used English with their pupils. The context in which student 

teachers taught played a significant role on how they used English during their practicums. There 

were some student teachers who taught in intensive or enriched programs, whereas others taught 

in more rural locations where they were exposed to more negative perceptions regarding the 

learning of English. Overall, the teacher candidates who participated in this study felt that they 

were very proficient in English and they reported, for the most part, using mostly English when 

teaching their pupils during their practicums. These findings seem to corroborate the premise of 

this research. On the other hand, the results also revealed various challenges that restrained the use 

of English in the classroom and, therefore, involved a negotiation between the use of French and 

English. In addition, there is not enough evidence to know if the respondents who were more 

proficient in English were able to use English more often than the ones who were less proficient. 

Further research would need to be done in order to have a deeper understanding of the effects that 

BEALS students’ English background has on their teaching practices. 

4. RECOMMENDATIONS  

The comments left by the student teachers throughout this study denote that it is not always 

clear cut for student teachers to know how to explain or react when their pupils are struggling to 
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comprehend the instructions or the work they need to accomplish in English. Consequently, using 

French can become an option to help them deal with the situation. Learning from this study, I 

believe it would be wise to teach future ESL teachers how to use French judiciously when it is 

used as a strategy to help students learn and develop their language skills. As Shin et al. (2020) 

indicated in their study, knowing the positive and negative implications could help student teachers 

reflect on this practice and help them use the pupils’ L1 with a pedagogical focus so as to support 

the learning of L2.  

Another recommendation would be to better equip future ESL teachers to support pupils 

with learning disabilities in the context of second language acquisition. Since there is a growing 

number of children diagnosed with learning disabilities and who receive special education and 

related services (Cakiroglu, 2015), I believe it would be beneficial for BEALS students to know 

more about how to differentiate their lessons to help pupils overcome their struggles when learning 

English.  

My last recommendation concerns teaching strategies. I believe the BEALS program could 

emphasize more on the importance of having effective strategies for teaching ESL learners, 

especially when pupils have a low proficiency in English. When teachers use appropriate teaching 

strategies, they can engage and stimulate their students’ learning more successfully (Barahona et 

al., 2021). Since some participants mentioned having their practicums in a rural location where 

English is not often spoken, I believe this could help prepare them to be better equipped when they 

encounter pupils with lower proficiency in English and/or more negative attitudes towards learning 

English. 
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5. LIMITATIONS 

My initial intention was to use a mixed-methods approach to gather data from different 

sources while using both quantitative and qualitative techniques in order to compare and contrast 

the responses obtained. Combining the two techniques was a good idea, as they complemented 

each other well, but they also brought limits to this study. The most notable limitations concern 

the study sample, the methodology, and the use of perceptions.  

The sample of the study had an impact on the findings. Since this study involved ESL 

student teachers from only one university located in a medium-sized city that is predominantly 

francophone, the findings might not be representative of other teacher candidates enrolled in other 

TESL programs in Québec. For example, in more urban areas where the population is more 

plurilinguistic like Montréal, the exposure to English is different (Steinbach & Kazarloga, 2014); 

therefore, the perceptions would also differ. Furthermore, the size of the sample was a significant 

factor that limited this study. Since the number of respondents was less than half the target 

population, the data amassed could not appropriately represent all the BEALS students at 

Université de Sherbrooke. As Bhattacherjee (2012) said, the more there are participants from a 

target population, the more the results accurately reflect the whole population. He also added that 

if the chosen sample is truly representative of the population that is studied, the inferences deriving 

from that sample can be generalized back to the whole population. In this study, the number of 

participants was insufficient to make accurate inferences regarding most BEALS students.  

Another limit to this research was the nonprobability sampling technique that was used to 

find respondents. BEALS students were recruited based on their willingness to participate in the 
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study. This type of technique is called volunteer sampling (Cohen et al., 2011). This method has 

limitations when it comes to making any claims for generalizability or representativeness. 

Volunteers may have good intentions, but they may also have different motives for participating 

in a study, which could alter the representativeness of the larger population (Cohen et al., 2011). 

For instance, several participants in this study taught in intensive or enriched programs, which 

might have affected positively their experience in the classroom and therefore, the 

representativeness of the BEALS students in general.  

Nonetheless, to minimize the impact of volunteer sampling and to have a better 

understanding of the BEALS students’ perspectives, not only a questionnaire was sent out to the 

target population, but there were also semi-structured interviews that helped get more details about 

some aspects that were addressed in the questionnaire. For instance, the participants were 

questioned on their language background, their experience as a student teacher teaching ESL in a 

French environment, and the challenges they encountered. However, only two respondents were 

interviewed. This affected the variety of answers that could have been collected. Moreover, the 

fact that the interviews were conducted by another research assistant prevented me from asking 

the candidates to clarify some answers or to elaborate more on some topics that were of interest 

for this research. 

Since there has been very little research done on future ESL teachers in Québec, comparing 

and contrasting the results of this research with studies carried out in the province on similar topics 

was rather difficult. Steinbach and Kazarloga’s study (2014) was the closest research I could find 
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in Québec that spoke of a similar subject. Hence, I often used it as a reference in my study for lack 

of others to rely on when talking about preservice students within the context of Québec. 

It is also important to point out that this research used a cross-sectional approach. As Cohen 

et al. (2011) mentioned, a “cross-sectional study is one that produces a ‘snapshot’ of a population 

at a particular point in time” (p. 267). This approach was employed because no changes was 

examined over a period of time in the respondents’ answers. The data that was analysed was 

amassed through the questionnaire and two semi-structured interviews, which limited this study to 

what was mentioned at that specific moment in time by the sampled population.  

Lastly, working with perception surveys means collecting data about issues that are 

difficult to measure with precision or certainty (Fortin, 2010). This research gathered information 

about how the participants view their language proficiency in English. The reliability of the 

participants’ perceptions might be tinted by different factors, such as what they thought was 

adequate or not in their teaching practices, how they felt about their own language skills, how they 

were taught English in school, and whether the practicum experiences were positive or not. It is 

imperative to be aware of these factors, as they could have influenced their answers. 

All the limitations that were mentioned were taken into consideration when analysing and 

interpreting the results to lessen their impacts on the present study. I was also careful in the way 

the data were used and treated so as to ensure that the participants’ voice was respected when 

describing their realities as future non-native ESL teachers. 

 



 

CONCLUSION 

Since the exposure to English in Québec starts at an early age in the French school system 

(Grade 1) and more and more parents want or encourage their children to learn English, it is 

important to ensure that the English courses given in schools are adequate and the teachers are 

well prepared. Regardless of the native and non-native status, all ESL teachers have the same duty, 

which is to help students develop the ability to communicate efficiently in English. Consequently, 

universities play a central role in the professional development of their future ESL teachers. Since 

there are limited data on TESL students and little research has been done in Québec on ESL 

teaching, let alone on future NNESTs, this research project was conducted with the purpose of 

gaining more insights into how some BEALS students perceived their language proficiency and 

how their proficiency impacted their use of English during their practicums.  

This study allowed me to gather some information about BEALS students’ field 

experiences and more particularly about their use of English with their pupils when practicing their 

future profession. The data were collected through an online questionnaire giving to third- and 

fourth-year BEALS students at Université de Sherbrooke. As a follow-up to the questionnaire, 

semi-structured individual interviews were performed. Due to the low number of participants, 

generalizations could not be made. The results showed that the participants felt highly positive 

about their level of language proficiency in English, as they either said they were very proficient, 

or they had a native-like proficiency. As for their use of English in the classroom, they reported 

using mostly English with their students. Although these findings are quite positive and seem to 

agree with the assumption that the more the student teachers are proficient in English, the more 
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they provide English output for their students, they also revealed that there were contextual 

elements that favoured the use of English. Therefore, it is difficult to agree completely, for there 

is not enough information. Furthermore, this research also shed light on several factors that could 

affect the use of English in the classroom, such as the age group of the pupils, learning disabilities, 

and comprehension. When the participants were faced with these issues, many resorted to the use 

of French in the classroom as a way to facilitate comprehension. This practice raised into question 

whether BEALS students were prepared well enough to use effective teaching strategies before 

resorting to the use of the mother tongue of their pupils. Further research would be needed in order 

to find out more about the impacts of using French in the classroom when teaching English in 

Québec. 
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APPENDIX A. QUESTIONNAIRE QUESTIONS 

Consent for Participation in Research Study4  
REB File #238-1118 (McGill) / N-Réf. 2018-1870/Riches (USherbrooke) / Ethics File Number S-11-18-1419 (UOttawa)  

 
Title of Project: Toward Achieving Canadian Bilingualism: Investigating Language Teacher Profession 
Identity in Pre-service ESL and FSL Teachers  
 
Study information: This research project is investigating how native and non-native Teaching 
English as a Second Language (TESL) and Teaching French as a Second Language (TFSL) student 
teachers negotiate their linguistic and teacher professional identities while developing as ESL and 
FSL teachers. This project aims to provide an in-depth investigation of lived experiences and beliefs, 
values, perceptions, motivations and aspirations of how second language teachers negotiate their 
identity during Teacher Education and field placement experiences. This consent form invites you to 
participate in this project. 
 
Researcher: Professor Caroline Riches, Associate professor & Director of Teacher Education  
Programs, McGill University, Rm. 248A, Education Building, 3700 McTavish Street, 514-398-  
4527 x00539, caroline.riches@mcgill.ca  
Co-investigators: Professor Beverly Baker, Associate Professor, University of Ottawa, 70 Laurier 
Avenue East, Room 121, (613) 562-5800 ext. 3464, bbake3@uOttawa.ca ;  
Professor Lynn Thomas, Professor, Université de Sherbrooke, 2500 Boulevard de l’Université, 
Sherbrooke, QC. (819) 821-8000 ext. 62808 Lynn.Thomas@usherbrooke.ca  
Sponsor: Social Sciences and Humanities Research Council (SSHRC), Insight Development Grant  
 
Procedure: Your participation will involve approximately 20 minutes to complete this online survey 
which consists of multiple choice and open-ended questions (some mandatory, some optional). The 
survey will automatically anonymize your responses. We can, however, see the names/emails of 
those who have completed the survey, and your name/email will be entered in a draw for a 50$ 
Amazon gift certificate. (Your name/email is not tied to your responses to the survey questions in 
any way. We can only see that you have completed the survey thus your anonymity with respect to 
your responses is maintained.) 
 
As a follow up to the questionnaire, there will be interviews. They will be scheduled at a later date 
and will take approximately 30-45 minutes. If you indicate that you are interested in participating in 
the interview phase of this research (by providing your email – again, your email will not be 
associated with your survey responses, thus maintaining your anonymity), you may be contacted to 
participate in an interview. Interviews will be compensated $20 for their time, at the end of the 
interview.  
 

 

4 This current study falls within another research project and the questionnaire and interview questions were 

determined by the original researchers with my collaboration. 
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Voluntary participation:  
Taking part in this study is completely voluntary. Participation is not required or expected of you and 
your decision whether or not to participate will have no effect on your assessment (either way: 
positive or negative) in either a particular course or in your program as a whole. You may skip some 
of the questions in the online survey, and in the interviews should you also agree to be interviewed. 
Withdrawal from the survey phase of the study, after submission of the survey, is not possible due to 
the anonymous nature of the survey. If you agree to be interviewed, you may decide to withdraw at 
any point before, during, or after the interview. If you choose to withdraw, any interview data will be 
destroyed and not included in the study, unless you give explicit permission otherwise. 
 
Confidentiality:  
Your participation in this research study will be kept completely confidential. Neither your name, the 
name of any person mentioned in the surveys nor any information by which a participant or any 
person mentioned in the survey may be identified, will be used in any reports of the data. Physical 
research records, data and artifacts will be kept in a locked file and digital records and artifacts will 
be kept under password; only the researchers will have access to the records. In accordance with 
University policy, physical and digital records will be kept for a period of seven years after the 
conclusion of the research, after which they will be destroyed.  
 
Funding agencies and publishers often ask researchers to make their research data accessible to 
other researchers upon completion of their study. Making research data available to others allows 
qualified researchers to reproduce scientific findings and stimulates exploration of existing data sets. 
In line with these requirements, we will preserve the data for future reuse. To ensure confidentiality, 
the shared data will be stripped of any information that could potentially identify the participant. 
Audio recordings will not be shared.  
 
Dissemination of results:  
Findings from this study may be presented at one or more academic conferences. Findings may also 
be used to publish articles in peer-reviewed journals and other educational or scholarly publications.  
 
Risks & benefits:  
There are no anticipated risks to you by participating in this research. Possible benefits of this study 
include an increased understanding of how Second Language Teacher Education programs can 
support future second language teachers in the development of a strong professional identity.  
Please indicate below that you have read the above information and consent to participate in this 
online survey. Agreeing to participate in this study does not waive any of your rights or release the 
researchers from their responsibilities. A copy of this consent form will be provided to you upon 
request. 

□ I have read the above information and consent to participate in the survey. 
EMAIL (for e-transfer): ___________________________________________________ 
Or if you prefer cash, you will receive $20 upon completion, and sign a receipt for this amount.  
If you would like more information about this study, please contact the researcher(s) (contact 
information above).  
 
If you have any questions or concerns regarding your rights or welfare as a participant in this  
research study, please contact the McGill Ethics Officer, Ms. Lynda McNeil at lynda.mcneil@mcgill.ca. 
or 514-398-6831 
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Demographics 

1. Please indicate which program and year you are currently enrolled in: 
□ BEALS (Y2) 

□ BEALS (Y3) 

□ BEALS (Y4) 

2. Please indicate your age group: 
□ 18-23 

□ 24-29 

□ 30-35 

□ 36+ 

3. What gender do you identify with? 
□ Female 

□ Male 

□ I prefer not to say 

□ Other: __________________ 
4a. Where did you grow up? (Choose all that apply.) 

□ Québec 

□ Rest of Canada 

□ Outside of Canada (please comment or elaborate below) 

4b. What type(s) of school(s) did you attend? (Choose all that apply.) 
□ English Elementary school 

□ French Elementary school 

□ Other program or language in Elementary school 

□ English High school 

□ French High school 

□ Other program or language in high school 

□ English CEGEP 

□ French CEGEP 

□ Other post-secondary education: ____________________________ 

Language Identity 

5. Do you identify as: 
□ An English-speaker 

□ A French-speaker 

□ A bilingual English/French speaker 

□ Someone whose first language is neither French nor English (allophone), (please explain below) 

□ Other (please explain below) 
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6a.  How would you describe your English proficiency? (Please comment on your choice below, 

as needed.) 
□ Native or native-like 

□ Very proficient 

□ Functionally proficient 

□ Other (please explain below) 

6b. On a scale from 1 to 5: 1 = low proficiency and 5 = high proficiency, how would you best        

describe your level of proficiency in English in the following areas? 

Areas  1 2 3 4 5 

reading       

reading aloud       

writing      

listening      

speaking spontaneously about 

random subjects 

     

knowledge of grammar rules       

Range of vocabulary      

accuracy of pronunciation       

 

Reflection 

 

7. Why did you want to become an ESL teacher? What were your goals and motivations? Have 

they changed over the course of your program? Please explain below: 

8.  Is there one aspect of your program or your field experience(s) that surprised you or that you 

did not expect? Please explain below: 

 

 

9. Where do you hope to teach ESL in the future (in Quebec or elsewhere)? 

I can see myself working in: (Please select all that apply and comment to clarify as needed.) 
□ An urban area in the province of Quebec 

□ An urban area elsewhere in Canada 

□ An urban area elsewhere in the world 
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□ A rural community in the province of Quebec 

□ A rural community in Canada 

□ A rural community elsewhere in the world 

□ Other: _______________________ 

 

Teaching Experience 

 

10a. Which of the following best describes your current or most recent student-teaching          

placement? (Check all that apply and comment if necessary.) 
□ Elementary (regular ESL) 

□ Elementary (intensive ESL) 

□ Secondary (regular ESL) 

□ Secondary (Enriched ESL (EESL) or IB) 

□ Adult Education 

□ Other: _______________________ 

10b. Please specify grade level(s) of your current or most recent student-teaching placement. 

(Please check all that apply and comment if necessary.) 
□ Grade 1 

□ Grade 2 

□ Grade 3 

□ Grade 4 

□ Grade 5 

□ Grade 6 

□ Secondary 1 

□ Secondary 2 

□ Secondary 3 

□ Secondary 4 

□ Secondary 5 

□ Adult  

□ Other: _______________________ 

 



 

11. What is your cooperating teacher’s (CT’s) dominant language? (Please comment below to 

clarify if needed. Please choose only one of the following.) 

□ English 

□ French 

□ Other (please elaborate below) 

 

12. What language(s) does/did your CT use in the ESL classroom and in what proportion? (please 

comment below to clarify if needed.) 

□ Only English, never French 

□ Mostly English, sometimes French 

□ Sometimes English, mostly French 

□ Never English, only French 

□ Other (please explain below): 

 

Language use in school environment: 

13a. How often do/did you use English in your most recent student-teaching placement ESL 

classroom?  

 

Please choose only one of the following: 

□ Approximately 10%-30% of the time 

□ Approximately 30%-50% of the time 

□ Approximately 50%-70% of the time 

□ Approximately 70%-90% of the time 

□ I use English 100% of the time 

□ It varies (please explain below). 
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13b. How often, if at all, do/did you use French in your current or most recent student-teaching 

placement ESL classroom? 

 

Please choose only one of the following: 

□ I never use French 

□ Approximately 10%-30% of the time 

□ Approximately 30%-50% of the time 

□ Approximately 50%-70% of the time 

□ Approximately 70%-90% of the time 

□ I only use French (please explain below). 

□ Other / It varies. (Please explain below.) 

 

13c. Please indicate why you use / used French in your current or most recent student-teaching 

placement ESL classroom:  

(Please select all answers that apply and comment on your choices in the space below as 

needed. If your answer in 13b is “I never use French”, go to question 14a.) 

□ For classroom management issues 

□ To explain difficult concepts 

□ To give instructions 

□ To translate words or expressions 

□ To communicate/connect with students on a more personal level 

□ When speaking with my cooperating teacher or other teachers 

□ Other: _______________________ 

Please comment on your use of French in your current or most recent student-teaching 

placement ESL classroom. 

 

 

 

 



 

APPENDIX B. SEMI-STRUCTURED INTERVIEW QUESTIONS 

Consent for Participation in Research Study5  
REB File #238-1118 (McGill) / N-Réf. 2018-1870/Riches (USherbrooke) / Ethics File Number S-11-18-1419 (UOttawa)  

 
Title of Project: Toward Achieving Canadian Bilingualism: Investigating Language Teacher Profession 
Identity in Pre-service ESL and FSL Teachers  
 
Project information: This research project proposes to investigate how native and non-native 
Teaching English as a Second Language (TESL) and Teaching French as a Second Language (TFSL) 
student teachers negotiate their linguistic and teacher professional identities while developing as 
ESL and FSL teachers. This project aims to provide an in-depth investigation of lived experiences and 
beliefs, values, perceptions, motivations and aspirations of how second language teachers negotiate 
their identity during Teacher Education and field placement experiences. The consent form below 
outlines your agreement to participate in the focus group phase of this study.  
 
Researcher: Professor Caroline Riches, Associate professor & Director of Teacher Education  
Programs, McGill University, Rm. 248A, Education Building, 3700 McTavish Street, 514-398-  
4527 x00539, caroline.riches@mcgill.ca  
Co-investigators: Professor Beverly Baker, Associate Professor, University of Ottawa, 70 Laurier 
Avenue East, Room 121, (613) 562-5800 ext. 3464, bbake3@uOttawa.ca ;  
Professor Lynn Thomas, Professor, Université de Sherbrooke, 2500 Boulevard de l’Université, 
Sherbrooke, QC. (819) 821-8000 ext. 62808 Lynn.Thomas@usherbrooke.ca  
Research Assistants: Philippa Parks, Doctoral Candidate, McGill University; Samantha Traves, 
Doctoral Student, McGill University; Jing Hu, Master’s student, USherbrooke  
Sponsor: Social Sciences and Humanities Research Council (SSHRC), Insight Development Grant  
 
Procedure: Your participation will involve taking part in an interview with one of the researchers or 
research assistants. The interview will be approximately 3045 minutes and will be audio-recorded. 
The recordings will be transcribed. Only researchers working on this project will have access to these 
recordings and transcriptions. Parts of the transcription may be quoted in publications; however, we 
will assure your confidentiality in these transcriptions by using the pseudonym that you have chosen 
before the interviews begins.  
 
Voluntary participation:  
Taking part in this study is completely voluntary. You may choose not to answer certain questions 
during the interviews. You are free to withdraw at any time. Whether or not you choose to participate 
you will not lose any benefit to which you are otherwise entitled. If you choose to withdraw, your 
data will be destroyed and not included in the study, unless you give explicit permission otherwise. 
Non-participation will have no negative consequences. Participation is not required or expected of 

 

5 This current study falls within another research project and the questionnaire and interview questions were 

determined by the original researchers with my collaboration. 
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you and your decision whether or not to participate will have no effect on your assessment (either 
way: positive of negative) in any particular course or in your program as a whole. 2  

 
Confidentiality:  
The answers and conversation you provide in this interview will remain confidential. Furthermore, 
the records of this study will be kept private. Neither your name, the name of any person mentioned 
in the interview, nor any information by which a participant or any person mentioned in the 
interview may be identified, will be used in any reports of the data. You or any other individual will 
be assigned a pseudonym in all analyses, and any reports or publications. Physical research records 
and artifacts will be kept in a locked file and digital records will be kept under password; only the 
researchers will have access to the records. In accordance with University policy, physical and digital 
records will be kept for a period of seven years after the conclusion of the research, after which they 
will be destroyed.  
Funding agencies and publishers often ask researchers to make their research data accessible to 
other researchers upon completion of their study. Making research data available to others allows 
qualified researchers to reproduce scientific findings and stimulates exploration of existing data sets. 
In line with these requirements, we will preserve the data for future reuse. To ensure confidentiality, 
the shared data will be stripped of any information that could potentially identify the participant. 
Audio recordings will not be shared.  
 
Dissemination of results:  
Findings from this study may be presented at one or more academic conferences. Findings may also 
be used to publish articles in peer-reviewed journals.  
 
Risks & benefits:  
There are no anticipated risks to you by participating in this research. Possible benefits of this study 
include an increased understanding of how Second Language Teacher Education programs can 
support future second language teachers in the development of a strong professional identity.  
Please sign below if you have read the above information and consent to participate in this interview 
and agree for this interview to be audio-taped. Agreeing to participate in this study does not waive 
any of your rights or release the researchers from their responsibilities. A copy of this consent form 
will be given to you and the researcher will keep a copy.  
 
_____________________________________________________________  
Participant name  
_____________________________________________________________ ____________________________________________  
Participant signature Date  
 
EMAIL (for e-transfer): (please print clearly) ___________________________________________________  
Or if you prefer cash, you will receive $20 upon completion, and sign a receipt for this amount.  
If you would like more information about this study, please contact the researcher(s) (contact 
information above).  
 
If you have any questions or concerns regarding your rights or welfare as a participant in this  
research study, please contact the McGill Ethics Officer, Ms. Lynda McNeil at lynda.mcneil@mcgill.ca. 
or 514-398-6831 
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Language Background Question:  

1. What language(s) do you feel most comfortable in?  

ESL Teaching Questions 

2. Thinking back to your field experience(s), what was it like to be a student teacher, teaching 

ESL in a French school setting?  

- What did you like about it? What was challenging? 

3. Earlier you said that you are most comfortable in ________ language(s) (see answer to 

question 1), how does this affect how you teach in the classroom? 

- Challenges/advantages/tensions? 

4.  What is it like to teach your L2?   

- What are some of the challenges and advantages in teaching your L2? 

5. How do you think your language background and abilities inform (influence, shape) your 

teaching practice?  

 

6. How has your teacher education program prepared you for the realities of teaching ESL in 

Quebec?  

- Do you have any suggestions for how your BEALS program could be improved in this 

respect?   


