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Abstract 

This study investigates the perceptions of Japanese ELICOS students as to the 
characteristics of good English teachers. The opinions of students from four ELICOS 
centres were surveyed through the use of five semi-structured interviews, 61 elicited 
student essays, and 32 questionnaires. The major section of the latter had 43 Likert scale 
items, partly based on the interviews, directly related to the topic. Students were asked to 
respond to these and then select and list in rank order those they considered most 
important. An open-ended component was also included, so as not to limit student 
responses only to the items given. 

The interviews, which were tape recorded and transcribed, the essays and the write-in 
answers from the questionnaires were subject to content analysis. This led to the 
development of three broad organisational categories used to structure the findings, 
Professional, Affective and Other Factors. The remaining questionnaire data was entered 
into a matrix and analysed for frequencies, average preferences and ratings. 

The results indicate that although such affective factors as friendliness and enthusiasm are 
important in students assessing their teachers as 'good', such professional factors as 
pedagogic skill and the ability to explain well may be equally, and possibly more important. 
The study concludes by considering implications for teacher education programs and the 
marketing of ELICOS. 



Chapter I 



1.0 The Study 

This is a pilot study that investigates the perceptions and beliefs of Japanese ELICOS 

students in regard to the characteristics of 'good' English teachers (GETs), where ELICOS 

refers to the English Language Intensive Courses for Overseas Students run by various 

academic and commercial institutions in Australia. This study recognises that many different 

types of teachers may be viewed as 'good', particularly through the idiosyncratic lenses of 

individual students' needs. This does not preclude, however, the seeking of generalisations 

about teacher characteristics which are typically seen as 'good' and, by extension, providing 

an insight into what kinds of teachers Japanese students may hope to find in ELICOS centres. 

The value of this research lies in broadening the understanding of what may underlie 

Japanese students' perceptions and expectations of their teachers and in expanding the 

research on 'good teachers' into an area which has received relatively little attention in this 

country. 

Many questions arise when considering this issue, such as the following - are students in 

general happy with their teachers in ELICOS, what specific characteristics contribute to 

teachers being evaluated as 'good' or 'bad', are these characteristics weighted towards 

particular domains, do Japanese ELICOS students differ from Japanese students of English in 

Japan? In considering the general question 'What is a good English teacher?' it was expected 

that a range of data would be generated, including that which impacts on teacher training, 

teacher strategies, student counseling and orientation and future marketing strategies. 

The topic then is a limited one aimed at exploring an issue of direct relevance to the ELICOS 

industry. At the same time it is hoped that the picture that emerges may be of wider 

application, or at the least, provide some insights which may be of use elsewhere. 

In an effort to provide a contextual background, Chapter Two provides an overview of 

English language education in Japan and discusses the cultural background and possible 

influences of this on the perceptions of Japanese students in regard to education, including 

characteristics of 'good' teachers. 



Research related to good' teaching and teachers, conducted in a variety of educational 

settings, including Japanese colleges and universities, is then considered and compared in 

some detail in Chapter Three. Although there appears to be little in the literature on the the 

characteristics of 'good' language teachers from the perspective of foreign language students 

and even less in the Australian context, there is, however, a wealth of research on student 

assessment of teachers, student preferences regarding teachers, characteristics of good' and 

'bad' teachers and related topics. In regard to Japan based research, the attention paid to the 

perceptions of learners of English in Japan has increased in recent years but remains limited. 

Overall, the research on 'good teachers' that has been done seems to indicate the importance 

of affective factors over methodological ones (Harmer 1993:5) although exceptions to this 

can be found. 

The methodology of the study, including details of the rationale for the choices of the data 

collection instruments, approaches to analysis, and related factors such as the limitations 

inherent in the design is given in Chapter Four. By making use of a range of survey 

instruments, both qualitative and quantitative, student attitudes regarding the characteristics 

of 'good' English teachers were collected and analysed. As with any form of data collection, 

pitfalls exist, exacerbated by issues of language and culture; therefore the findings should be 

considered in this light. 

The next two chapters present the findings drawn from different data collection instruments - 

Chapter Five dealing with the quantitative and Chapter Six with the qualitative results. The 

latter chapter also compares and contrasts these with the earlier results and concludes with a 

GET profile based on a synthesis of the results from both chapters. 

In Chapter Seven I discuss the results and consider their implications in general and in regard 

to ELICOS in particular. The findings indicate that although they conform in some ways 

with the attitudes of Japanese students learning English in Japan (as reported in other 

studies), some divergence from these attitudes does exist amongst Japanese ELICOS students 

in regard to valued characteristics of GETs. This primarily lies in the value attached to 

specific characteristics categorised under the organisational category 'Professional Factors'. 

The role of past educational experiences and the systems in which they were embedded is 

also implicated in the assessments students make about the characteristics of GETs. 



1.1 The ELICOS Industry: A Brief Overview 

According to Erlich (1997:1), the ELICOS industry has its origins with the Australian 

government- sponsored overseas students of the Colombo Plan, an international mutual 

assistance program. Further growth was stimulated by the government's decision, in the late 

1980s,   to allow the acceptance of full-fee paying overseas students into tertiary institutions, 

thus creating a demand for language courses catering to these students' needs. The growth of 

the industry is reflected in the fact that ELICOS students form more than 25 percent of the 

total number of overseas students engaged in courses in Australia. In addition, ELICOS 

students contribute significantly to the three billion Australian dollars per year earned from 

overseas students. In fact, in 1997 the 36,080 students who attended ELICOS courses 

contributed 640 million Australian dollars in fees and the purchase of goods and services 

(Erlich, 1997:1). 

Thus, from small beginnings the ELICOS industry has come to form a significant part of 

Australia's education export industry. The industry's development has not been uneventful 

as it has seen continued though uneven growth over the last decade. A variety of factors, 

such as governmental inconsistency in the formulation and application of visa regulations, 

destructive competition and poor management practices has plagued the industry in the past, 

but despite all this an emergent pattern of growth and stability has come to predominate as 

the industry has matured (Bundesen, 1992: 3-4). 

The national professional association of ELICOS centres is the ELICOS Association (EA), 

which was formed in the late 1970s and incorporated as a company in 1990. As of 1998, the 

EA has 65 full member centres and one associate member centre (Australian Education 

International, 1998). Membership of the EA brings to its members various services and 

benefits. These include quality assurance, government lobbying, assistance and compliance 

with government regulations and so on. To become an EA member, centres must 

successfully undergo accreditation procedures administered by the National ELICOS 

Accreditation Scheme (NEAS). 

1.1.1 Markets 

Obviously, being an export service industry (that is, the export of education) the ELICOS 

industry's markets lie offshore. One of the most important of these markets has been and 
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remains Japan. The number of Japanese students choosing to study in Australian ELICOS 

centres has increased markedly since the inception of the industry and now forms one of its 

most important target groups (Table 1 .1). However, other markets, notably Korea, Indonesia 

and Taiwan, have grown in importance and more attention and resources are being devoted to 

them. Note that the figures given for Japan may not reflect the actual number of Japanese 

students attending ELICOS centres due to increasing numbers of such students undertaking 

courses on tourist/visitor and working holiday visas. 

Table 1. 1 Student Visas Issued Off-Shore for the Four Major Source Countries (ELICOS 
Association, 1998) 

Statistical July '93 to July '94 to July '95 to July '96 to July '97 to 
Period Feb '94 Feb '95 Feb '96 Feb '97 Feb '98 

Country 
Japan 1307 1975 2234 2603 2379 

Korea 1144 2526 4375 6319 3358 

Indonesia 754 1992 2026 2397 2590 

Taiwan 700 1228 1813 1475 1139 

It is almost axiomatic that good marketing is underpinned by a good understanding of 

the potential market, that is, the customers and their environment and concerns. In the case 

of marketing a specific product (in this case English language education) a knowledge of not 

only the product offered is required but also the ability to adapt that product to the needs of 

the buyers. This market oriented approach may seem antithetical to educators (particularly 

those of humanistic bent) but on closer examination may not actually be all that different 

from what teachers do in the classroom. Do not teachers attempt to get to know their 

students and make their lessons more relevant and interesting for them based on their 

expressed and observed needs? It would seem a logical extension of the above for attention 

to be given to the culturally driven expectations of students. Taking into account possible 

differences in the ways in which students may view the behaviours and processes prevalent in 

ELICOS would seem to be a prudent step in an industry which by its nature depends for its 

existence on students from other cultures. 
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It is within this mixed paradigm of education and business that ELICOS centres exist. Neither 

aspect can be ignored, as in this setting students are customers and customers students. The 

backgrounds, beliefs, expectations and experiences of such Student-customers should, it 

seems, be of importance from either point of view. It is within this context that this study 

will take place. 

1.1.2 Teaching Orientation 

ELICOS centres (and by inference the teachers they employ) approach the teaching of 

English from a 'communicative, needs based framework' (Lucantonio,1992:47). This 

approach may be significantly different from that encountered in the educational 

environments from which the students come and which would, it can be argued, influence 

their perceptions of what 'good' education is and, in turn, of what the characteristics of 

'good' teachers are. 

Lucantonio (1 992) in Table 1.2 below classifies and contrasts features of language teaching 

in Australia and Asia (to which, of course, Japan belongs). This classification should be 

regarded with caution as, undoubtedly, the apparently sharp divisions outlined here will not 

be as clear cut or universally applicable in the real and very complex world. Nevertheless, it 

does highlight the fact that systematic differences may indeed exist and that these may 

influence how the process of education, including the roles of teachers, may be viewed. 

Table 1.2 Features of Language Learning (Lucantonio, 1992:46) 

ASIA 
Passive language learning 

Dependent language learning 
Teacher - directed learning 
Teacher focus 

Decontextualised learning 

Usage 

Accuracy 

Discrete point program 

Quantitative approach 
Prescriptive curriculum 

Reliability in teaching and testing 
Norm referencing assessment  

AUSTRALIA 
Active language learning 

Independent language learning 
Student - directed learning 
Student focus 

Contextualized learning 
Use 

Appropriacy 

Holistic/integrated program 

Qualitative approach 

Negotiated curriculum 
Validity in teaching and testing 
Criteria referencing assessment 



1.1.3 Perceptions 

This study hinges on an exploration of perceptions, perceptions of what a 'good' English 

teacher is. How we view ourselves is not necessarily how we are viewed by others. The 

actions we take, the words we utter, the things we value are not certain to be understood or 

valued in the same way by any other person. What may seem certainties to us may on 

reflection and exposure to other views appeal' far less so. How much more so may this be 

when individuals who do not share the same cultural background are brought together? 

Hopefully, the following chapters will contribute to a deeper understanding of Japanese 

ELICOS students' perceptions of their teachers and in doing so allow us to look beyond our 

own perceptions of what makes a good teacher. 



Chapter II 

The Japanese Context: 

A Brief Overview of English Language Education in Japan 



2.0 Cultural Factors 

The forms, standards and values that a society ascribes to in regard to various aspects of 

behaviour are reflected in its institutions and organization. Furthermore, as native speakers 

of a language possess a knowledge of its grammar, so too do members of a culture have a 

knowledge of its norms and rules. Haviland (1987: 26-27) argues that culture is learned 

(mainly through language) and defines it thus, 'culture is not observable behaviour, but rather 

the values and beliefs that people use to interpret experience and generate behaviour, and 

which that behaviour reflects.' Without this knowledge societies could not operate. 

It would not seem unreasonable then to expect that Japanese students who travel abroad 

should bring with them their own particular, culturally determined sets of attitudes and 

expectations regarding, amongst other things, the characteristics they value in teachers. 

However, while there exists a matrix of generally shared underlying values and experiences 

in common, there may also be a lack of uniformity of beliefs due to individual differences 

and experiences, as well as subcultural variation (Haviland, 1987: 28). 

Keeping the above in mind, the following sections attempt to provide an overview and brief 

discussion of the educational contexts and influences which may influence Japanese students' 

perceptions of the characteristics of good English teachers. 

2.1 The School System 

The Japanese educational system is superficially modeled on that of the United States 

in that it follows a six-three-three-four system, that is, six years of primary school followed 

by three years each ofjunior and senior high school and four years of university (or a range of 

other options, such as two year junior colleges). Despite this superficial similarity, the 

educational experience in Japan is profoundly different from that of the USA, and by 

qualified extension, Australia. This is a consequence of the societies and cultures in which 

they are embedded - the diverse, multi-cultural context and historico-political tradition of the 

US, which values individuality, compared to the generally homogeneous, conformist, highly 

socialized, group oriented tradition of Japan. This extends, in particular, to the ways in which 

students are viewed, assessed and promoted within these systems as well as the 



educational- social nexus (i.e. student-teacher relationships, roles of parents in the educational 

process and so on). 

Education is compulsory from primary through to the end ofjunior high (nine years) but the 

high school retention rate according to Koyama (1992:124) is approximately 94 per cent. 

Significant changes to this system have recently been proposed, but it remains unchanged at 

the present. 

Although there exist both public and private schools (including religious and non-religious 

schools) in Japan, all of them, with the notable exception of Korean and international 

schools, are overseen by local boards of education. Despite this local control the national 

Ministry of Education (Mombusho) exerts a pervasive influence, limiting educational 

flexibility, determining what subjects are taught, which textbooks the schools can choose 

from and setting out prescriptive and detailed curricula (Hendry: 1995:98). LoCastro 

(1996:40), citing White (1988) has described the Ministry's characteristic style of 

implementation as 'top-down, power-coercive'. 

This control extends, naturally, to the teaching of English, essentially a de facto compulsory 

subject (Koike and Tanaka, 1995:17) which begins in junior high school and is continued 

through senior high school. Many commentators have pointed out that the focus of the 

English language education is not so much on gaining an ability to speak the language but on 

being able to regurgitate lists of words and solve the often abstruse grammatical questions 

posed on many university entrance exams (eg. LoCastro: 1996:40; Hyland, 1994:5 8; 

Scholefield, 1997:19; Yano, 1992:64). 

These aims of language education in themselves, according to Law (1995:217-218), stem 

from outmoded concepts of the purposes of language education. Miller (1995 :45) notes that 

Communicative Language Teaching (CLT) models 'run counter to Japan's educational 

traditions based on fact learning rather than skill development and its classroom culture that 

generally discourages classroom talk.' Yakudoku, analagous to grammar-translation, is 

apparently still the dominant approach (Gorsuch, 1998:7). In addition to this LoCastro 

(1996:54-55) has pointed out how influential conservative forces in Japanese society, such as 

the Liberal Democratic Party, which has great influence in the Mombusho, may resist changes 
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to English language education for ideological reasons, although there exist forces to counter 

these influences. Further, Scholefield (1997:19) notes that for a variety of sociocultural 

reasons bringing about change is a difficult process. So, although recent changes to the 

national curriculum which have incorporated a greater emphasis on the development of 

communicative skills may lead to a significant reassessment of English language education 

outcomes in the future, in its past and oftentimes present state it has been characterized thus: 

English education basically focuses not on English as a means of communication but 

on teaching about English. The conventional grammar/translation approach 

employed concentrates on developing skills such as the translation of English 

passages into Japanese, grammatical understanding and the composition of English 

sentences using that grammatical knowledge. 

Koyama (1992:121) 

Therefore, many students have little communicative ability despite their six years of studying 

English, although their skills in writing and reading are often superior to their listening and 

speaking ability and they may well possess a technical knowledge of grammar greater than 

that of many native speakers of English. This has the indirect effect of contributing to a 

market for English conversation schools which generally focus on the teaching of English for 

communication, as those who need or wish to use the language for that purpose are unlikely 

to have gained proficiency at school. Secondly, as for other subjects, students are likely to 

attend cram schools to improve their English as measured by their performance at school and 

on examinations. 

In regard to English language education in the universities, Yano (1992:64) states that, "the 

two years of foreign language education as part of the university's liberal arts curriculum is 

generally unproductive and usually lowers the students' English proficiency." A key word 

here is 'generally' as, undoubtedly, much depends on specific institutions, teachers and 

students. However, it would not be surprising if students who wished to develop 

communicative skills in English during the course of their formal education and who felt 

their needs were not being met sought these skills elsewhere. 
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2.1.1 Cram Schools 

Cram schools, orjuku as they are known, offer supplementary instruction in all school 

subjects from primary through secondary levels including preparation for university entrance 

examinations. (They also cater for students who wish to retake university entrance 

examinations, although schools which specialize in this area are more accurately called 

yobiko). Their primary function is to enable students to perform better in school subjects or 

on university, and other, entrance examinations, and thus succeed in the unremittingly 

competitive Japanese education system. It is rather frightening to note that the downward 

pressure exerted by the university entrance system has led tojuku that not only offer their 

services from kindergarten but even pre-kindergarten to ensure the young student will be 

accepted into a 'prestigious' (i.e. successful) kindergarten, which will help to put him/her on 

the road to success by ensuring acceptance into a 'successful' primary school and so on. 

Success in this system is primarily measured by examination scores and acceptance into a 

strictly ranked hierarchy of schools and universities. The ultimate prize for students is 

acceptance into one of the top ranked universities, virtually ensuring not only prestige but an 

almost certainly successful career path, although there are indications that this is changing. 

As the focus is on passing school and university entrance exams the subject content is closely 

aligned to these. The emphasis is not so much on acquiring new knowledge but mastering 

that introduced in school and tested by examination. Juku themselves are ranked on their 

record of success (i.e. the numbers of graduates they have had accepted to prestigious 

universities). Not surprisingly the teaching methods ofjuku closely resemble those followed 

in 'normal' schools but the level of intensity can be far greater and teachers are, perhaps, 

allowed more methodological freedom as long as it leads to student success. 

2.1.2 English Conversation Schools 

Almost twenty years ago Christopher (1983:98) wrote that English was the "most widely 

taught subject outside Japan's formal education system" and that as a result English language 

schools (these are generally known as eikaiwa) abound. Little seems to have changed despite 

the adverse effects of the end of the 'bubble' economy. In fact, according to an estimate of 

the Tokyo Metropolitan Government (Joyce, 1996:3 1), in Tokyo alone there are 1400 



language schools operated by 300 companies. At the time of their writing Koike and Tanaka 

(1995:18) estimated there were approximately 8,000 English and foreign language schools in 

existence nationwide. These schools are extraordinarily diverse in their size, quality and 

nature. They range from single teacher schools operating from makeshift premises to large, 

nationwide concerns with permanent premises and thousands of students. The level of 

professionalism covers as wide a spectrum also. The quality of language education in some 

schools is a sad joke whereas others offer well planned courses developed by language 

teaching professionals. The methodological foundations of schools' programs also vary 

greatly, ranging from those with effectively none through those wedded to audio-lingual and 

other, later, approaches. 

This diversity makes it difficult to generalize; however, the following may give some broad 

outlines. Firstly, it must be kept in mind that student motivation and type vary 

enormously. Students who learn English as a hobby constitute a significant market (Joyce 

1996:33). Also, some students are not really interested in learning English but in meeting 

other people (including foreigners in the form of teachers), escaping their normal daily 

routines, enjoying the prestige of learning English and fulfilling a raft of other reasons related 

more to personal needs and social pressures. Due to the range of students, courses are 

generally offered on a part-time basis and are often conducted in the evenings (somewhat 

similar to the way the Goethe Institute or Alliance Francaise operate). 

Another distinguishing feature of English conversation schools is that a great many of them 

employ native English speaking teachers and make use of materials and methods that would 

find easy acceptance in any ELICOS centre. Some, however, emphasize the social nature of 

the learning encounter and regard the teacher's job as being more of an entertainer than an 

educator (Joyce, 1996:33, Wordell and Gorsuch, 1992:8). Others take a more serious 

approach with well designed curricula and teacher training and in-service programs. As well 

as this, the qualifications of the teachers vary greatly. Being a native English speaker, or a 

reasonable facsimile of one, is often the only qualification required by some schools, and a 

system of 'minimum acceptable quality' (Joyce, 1996:32) appears to dominate. 

Other schools require a mixture of teaching qualifications, TESOL training and experience. 

Joyce (1996:32) states that, 'the labor pool remains vast' and cites the example of one well 
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known language company hiring 255 teachers from an applicant pooi of 14,300. The vast 

majority of this 'labor pool' are, 'young college graduates without teaching qualifications, for 

whom the chance to work abroad on a livable wage, whether or not they speak the language, 

is highly attractive.' (Joyce, 1996:32). 

One other variable is class size. Smaller class sizes are in fact 'selling points' for many 

conversation schools. However, in general they range from individual instruction 

to classes of anywhere up to thirty (although that would tend to be at the extreme end of the 

range). According to Mr. Kevin McKay (personal COMM unication), former National 

Training Manager (Education) of ECC, one of Japan's largest conversation schools with 

branches nationwide, the average class size is 10 to 20, although some, such as NOVA - 

considered the 'McDonalds' of English conversation schools due to the seeming ubiquity of 

its branches- has classes of only three or four students. This is in stark contrast to high school 

classes, which may average forty-five or more students (Koyarna, 1992:12 1). 

2.2 The Japanese Student and Teacher: Influences, Attitudes and Roles 

As foreshadowed earlier (and outlined in Table 1. 1) there are, in general, significant 

differences between language learning in Japan and Australia. Presumptuous though this 

might be, I would now like to move on to describe the 'typical' Japanese student in very 

general terms focusing on characteristics and behaviours which are seen as common to 

his/her makeup and stemming from the socio-cultural context in which they exist. I shall 

also, briefly, examine the role of the teacher and in doing so, hopefully, demonstrate the 

nature of the teacher-student relationship. By its nature this brief discussion will be 

incomplete and unsatisfactory, however, it is hoped that it will prove of some use both in 

providing background detail and in illuminating later aspects of this study. 

The Japanese student is governed and formed by a multitude of influences: personal 

experience, convention, social and educational systems, cultural values, attitudes to learning 

and so on. Much of this is beyond the scope of this study. However, I would like to briefly 

discuss important influences, attitudes to learning and the roles of teachers and students, as I 

believe these are of critical importance in understanding the ways in which Japanese students 
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conduct themselves and, at least initially, evaluate learning experiences which lie outside 

their usual framework. 

There is a view of Japanese students as being extraordinarily diligent, cooperative, 

respectful and intelligent if somewhat unimaginative and passive (to the Western eye). 

This is as true a picture as is its opposite, and any number of variations. The surly, 

rebellious, rude, disrespectful and uninterested student exists in Japanese society as surely as 

his or her opposite does. The reality is that in any society there will exist a range of attitudes 

and behaviours. It appears however that the former view is perhaps closer to the norm than 

otherwise (Oxford & Anderson, 1995; Koyama, 1992; Christopher, 1983; Reischauer, 

1981). 

2.2.1 Attitudes to Learning 

Learning is valued in Japan, as is hard work. This is, perhaps, a result of the powerful 

influence of Confucian ethics in Japanese society which are promulgated in the schools 

through studies in 'ethics' (Christopher, 1983:82). Coupled with this is the intense pressure 

to succeed academically and the distorting pressure the university entrance exams exert on 

the curriculum. This in turn is linked to the strong connection between academic success and 

success in life (Hendry, 1995:101). Learning is a serious business indeed and "In general, 

Japanese believe that learning requires discipline and perseverance, and does not coincide 

with fun." (Koyarna,1992:122). In fact the cry of 'gambatte' (which is often translated as 

'good luck' but is more accurately rendered as 'persevere' or 'endure', with connotations of 

battling through difficulties) is heard with great frequency in all walks of Japanese life and in 

everything from sporting events to examinations. However, this refers more to the school 

system than the universities which, after the pressure of pre-university study, are regarded 

more as a break between the demands of school and working life, a kind of "leisure-land" 

(Clark, 1996) in which students spend four years recovering. 

Koyama (1 992: 122) has characterized learning in Japan as a 'static activity' in that the 

importance of listening, taking notes and self-study and preparation are emphasized over 

other forms of learning. Further, student-teacher interaction in class is limited by 

conventions which discourage the asking of questions and interruptions (no matter how 
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necessary they might seem from our point of view) which take away from the teacher's 

teaching time and thus impose a penalty on other students who then receive 'less' knowledge. 

It should not be thought from this that Japanese students are passive. They are, in their own 

way, quite active with study skills cultivated throughout schooling' (Koyama 1992:122). To 

an extent then attitudes to learning in Japan conform somewhat to Friere's (1993) 'banking 

system of education' in that the teacher (or superior) holds knowledge, wisdom and 

experience that is shared with the student (or junior or disciple) at the teacher's discretion. 

Further, the status of the senior makes it difficult for the junior to do anything but receive the 

knowledge. It was once remarked to me, on asking a question of a very senior martial arts 

master in Japan, that asking a question of someone was a form of bad manners as it equated 

to laziness (in that you were not prepared to work out the answer for yourself) and was 

tantamount to an attempt to 'steal' knowledge. 

2.2.2 Roles of Teachers and Learners 

As intimated above roles of teachers and learners differ from those commonly accepted in 

Australia. In Japan the teacher plays a significantly greater role in the life of the student as 

both a moral example and a mentor on the academic and personal levels (Christopher, 

1983:82, Koyama,1992:122). This can, and often does include, close and cooperative liaison 

between the teacher and the home coupled with personal interviews and discussions with 

students to provide them with 'life guidance". One of the aims of this, it would seem, is to 

ensure the successful socialization of the student into this highly group conscious society. It 

often, though, involves teachers putting in far greater hours than their Australian counterparts 

as much of this advice and involvement in the lives of students is conducted after official 

working hours (Koyama, 1992:123). 

The guidance referred to above reflects the role of sensel in Japanese society. Sensei is the 

honorific used for teachers (e.g. Suzuki sensei) and can mean 'teacher' but it is resonant with 

other meanings as well (it can be literally translated as 'one who has gone before' or 'was 

born before'). It is in fact applied to professional people such as lawyers and doctors, as well 

as to superiors in work or other situations (usually quite senior, as there is another gradation 

of this hierarchical relationship - that of 'senior-junior' or sernpai-kohai as it is known). 
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Implicit in the relationship with a sensei is "a special sense of obligation and an enduring 

deference to the sensei 's judgment in personal matters as well as professional ones." 

(Christopher, 1983:82). This deference is based on confidence in the teacher's ability and 

strength of character (Koyama, 1992:123) as well as, undoubtedly, the force of custom. As in 

any society it should come as no surprise that this relationship, with all its moral weight and 

expectations, can be abused. Cases of severe injury and even death of students resulting from 

teachers' severe disciplining of them is not an unheard of phenomenon in Japan, as is 

subsequent lack of action against such teachers. 

Given the above it is no surprise that learners take a subservient role in this relationship 

(Koyama,1992:123) but this is not just a reflection of the hierarchical relationship and 

attributes of the teacher but also of the mutual duties and obligations that attach to it. These 

roles and their duties (girl) and obligations (on), and the rights which attach to them are a 

manifestation of the greater and exceedingly complex web of interwoven duties and 

obligations that permeate all aspects of Japanese society (and which with other related 

concepts are far too complex to discuss here in detail). Zimmerman (1985:67) believes that 

the interrelated concepts of girl and on are "one of the most important factors underlying 

Japanese behaviour patterns", and are related to a world view vastly different from our own. 

They have overtones of ongoing debts which accumulate throughout life from the moment of 

birth, the repayment of which can never be adequately encompassed but which exert a 

profound influence over one's actions (Benedict,1976:103). Great shame is associated with 

the failure to repay these debts, to fulfill one's obligations. 

It is of interest to note that such hierarchical relationships are deeply embedded in the 

Japanese language itself. There exist a range of forms of address and so on which are used 

depending on the position and relationship of the speaker to the second or third party. In 

general, the 'higher' the person being spoken to or about is in relation to the speaker, the 

more polite the forms used in their regard and the humbler the ones used for one's self. This 

is exemplified in the verb forms for giving which, depending on the one used, can be 

translated as to 'hand up' or 'hand down', thus reflecting the relative status of the giver. 

In regard to teaching and learning both teachers' and students' roles and attitudes are shaped 

and, to a large extent, controlled by these complex interactions of duties and obligations. 



Compliance with these is, it seems, ensured by the phenomenon of 'kao' or 'face', which is 

"the most precious commodity a Japanese has. It is his badge of respectability and the source 

of his self-confidence." (Zimmerman,1985:65). 'Face' could be described, inadequately, as 

self-respect or pride, but to a member of Japanese society it has a deeper and more expansive 

meaning. It is intimately connected to and rooted in not only how one regards oneself but, 

most importantly, how one is regarded by others, by society as a whole within the context of 

a system of 'human relations' (ningen-kankei) which places enormous importance on the 

maintenance of smooth relations, of 'harmony' (wc). 

Loss of 'face' has profound implications for Japanese and to bring about such loss by saying, 

doing or implying "anything that might be construed to mean that one does not appreciate the 

other's work or his personality" (Zimmerman,1985:65) is to deliver an insult which may 

irretrievably damage a relationship and from which an abiding antagonism, even hatred, 

might spring. Again, it is tied in with the totality of the weft and warp of Japanese life. In a 

society which is so intensely group conscious and in which esteem and acceptance flow from 

the group it is hardly surprising that these concepts are of great importance in defining and 

maintaining the social order, including that pertaining to education. 

Given the above, how then are rebelliousness and other 'negative' behaviours accounted for? 

The answer to this, in part, is possibly related to another concept known as amae or 

'dependence' in the psychological sense of the word.1  This concept was comprehensively 

explored by Takeo Doi (1977), one of Japan's leading psychiatrists, in his book, The 

Anatomy,  of Dependence, and although dismissed by some (Susser, 1998:61), it still appears 

to be widely accepted as one influence on Japanese behaviour. In essence, amae refers to the 

psychological dependence which 'juniors' have on 'seniors' and which states that 'all 

Japanese secretly yearn to be indulged and dependent in the kind of relationship they had as a 

child with their mothers.' (Zimmerman, 1 985:74). This relationship contains strong elements 

of self-gratification, a reluctance to accept responsibility, expectations of indulgence, and is 

demonstrated throughout Japanese society. Doi states that, 

Aiiiae is derived from the Japanese word for sweet' (as in taste) amai. 
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This dependence, the arnae of a child towards its parents, of a student towards 

his teacher, of a company employee towards his superiors, of a junior towards his 

senior [in school or university terms] is considered utterly natural in Japanese 

society. Arnae, a Japanese would say, is surely something essentially innocent, 

something indispensable in cementing human relationships. 

(Doi in Gibney, 1985:115) 

Amae though is not based on an equitable sharing of responsibility or repayment for the 

indulgence given. It is the responsibility of the one above the craver of arnae to cater to his 

or her needs. In fact it is almost an expectation of the senior to predict those needs and fulfill 

them (Gibney,1987:108). This concept is ignored at one's own risk. If it is, it can result in 

unhappiness, disgruntlement, criticism and, in its extreme forms, rebellious behaviour up to 

and including the assassination of the one(s) who disregarded the demands to be indulged. 

In fact, several authors (e.g. Christopher:1983, Gibney:1985) cite the example of prewar 

Japanese Army officers ofjunior rank indulging their own militaristic ambitions and 

expecting their superiors to automatically approve this behaviour. When such approval was 

not forthcoming intimidation and murder followed, the perpetrators feeling quite justified 

within the context of amae. Another oft quoted example, and one which rings true for 

anyone who has spent any length of time in Japan, is the tremendous indulgence and patience 

(from a Western point of view) Japanese parents display to 'naughty' children in both public 

and private situations. 

Another aspect of Japanese culture, related to the above, which could have implications for 

the non-Japanese teacher is the manner in which meaning is communicated and interpreted. 

I am referring here to the concepts of tatemae and honne. Taiernae and honne embody 

distinct correspondences with different imports and meanings. Perhaps the most important of 

these are the dyads 'front' and 'rear', 'face' and 'heart', and 'mouth' and 'stomach' (Hendry, 

1995:46). Embodied in these is a concept of what is seen versus what is hidden or reserved. 

In the sense in which I am referring to them, taternae means, in a simplistic sense, pretense 

or surface actions, motives and behaviours, 'the formal graces required to maintain 

harmonious interaction' (Hendry, 1995:175). Honne, on the other hand, means one's true 
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feelings, attitudes or motivations (Doi, 1986:36-38). They are the facade and the reality. 

Both Doi and Hendry provide a comprehensive and complex description of the origins, 

purpose and mutual interaction of these and interlocking concepts from social, historical and 

psychological perspectives which, arguably, go well beyond what the 'average' Japanese may 

understand by them. In this discussion I have opted for the simpler and more widespread 

understanding of the terms. 

In regard to the classroom, Hendry (1995:108), drawing on Rohien's (1983) observations, 

points out that students 'have been well trained to have a taternae face for the classroom, 

whatever their inner thoughts on a subject.' These concepts, (and indeed, actions) could be 

said to have developed from the homogeneity of Japanese society as well as the importance 

placed on interpreting and intuiting the meanings and desires of others which, in turn, is 

rooted in the group consciousness of Japanese society, as well as the importance of 

preserving harmony, or at least its appearance. 

Whether Japanese students consciously or unconsciously expect non-Japanese teachers to be 

able to deal with the subtleties of taternae and honne in both receptive and projective terms 

is a question for another time. It seems reasonable to expect, however, that these concepts 

may well impose their marks on both the students' interpretations of teachers' meanings and 

intents and so perhaps also on how teachers are viewed by Japanese students. 

2.3 Learning Styles 

Learning styles undoubtedly influence the way in which students view their teachers and 

overall education. In this regard, a study of particular interest conducted by Wallace and 

Oxford (cited in Oxford and Anderson, 1995: 210) found that students and teachers in a 

multi-cultural ESL setting had style conflicts 82% of the time and that these were primarily 

related to cultural influences. Given this, it would seem that the learning styles of our 

students and their cultural genesis are of potentially great importance in understanding 

judgments they make in regard to the characteristics of GETs. 

Are there then any identifiable learning style preferences manifested by Japanese students? 

This depends very much on which research you may happen to read. Oxford and Anderson 
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(1995) have comprehensively surveyed learning styles and in a summary of cross-cultural 

studies dealing with this issue have noted the contradictory results obtained from studies with 

Japanese students. Specifically, such conflicts relate to field independence/dependence. The 

authors have suggested (on page 206) that the differing results may be explained by 

individual students having elements of both, leading to flexibility in their cognitive style or, 

alternatively, that the students' degree of language proficiency coupled with the environment 

in which they have learnt may be an influencing factor. 

Looking then at all of the above, from the school system to learning styles, it should be clear 

that the background (linguistically, socially and culturally) of the Japanese student varies 

greatly from that of the Australian. If, however, this background can be largely invalidated 

when entering another cultural setting, then as Lado believes (in Valdes, 1987:52-62) 

confusion, anxiety and misinterpretation may well result. 



Chapter III 

The Good Teacher 

We teachers can only help the work going on, as servants wait upon a master. 
Maria Montessori (1870-1952) 
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3.0 The Task 

Attempting to define the characteristics of Good English Teachers, or GETs, is a rather 

ambitious task as classrooms, lecture halls and, in fact, wherever teaching and learning occur 

are meeting places, in their most obvious sense and also in far more intangible and complex 

ways. They are places where the perceptual worlds of teachers and students meet, merge, 

harmonize, clash, form and reform. These worlds are the inheritance of individual experience 

and reflection which are embedded in and stem from the cultures which have formed them. 

As such there is bound to be a bewildering degree of variation at all levels from the 

individual outwards. 

This study, essentially concerned with exploring the attitudes of one cultural group (or 

sub-set of such a group) towards another in a specific context, hinges on student generated 

definitions of GETs. Therefore, within this chapter 1 will explore the characteristics of 

'good' teachers within the context of our own and other cultures as established by previous 

studies. This allows not only a degree of comparison with Japanese views but also illustrates 

a range of approaches taken in investigating the question. 

The studies considered vary from those that deal with student attitudes to teachers, both 

native and foreign, in their own cultures to those that are essentially similar in purpose and 

nature to this study. The difficulties of interpretation of data, the reliability of student 

generated data and other complicating factors are considered and described. 

3.1 Complex Issues and the Language Learner 

The nature and extent of the interrelationship of language, thought and culture have received 

considerable attention over the years (e.g. Kano, 1993; Suppiah, 1993; Emmet and Pollock, 

1991). In regard to language teaching and learning the effect of this, as Wajnryb (1992 :40) 

points out, is that "it has become axiomatic to draw attention to the inextricable bond 

between language and culture". Further, an awareness of the above has led to a parallel 

awareness of the language learner as a cultural being with a cultural perspective on the 

world, including culture specific expectations of the classroom and the learning process." 

(Wajnryb, 1992:40). It would seem that these perspectives and expectations would naturally 

extend to the roles assigned to teachers and learners. 
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Tony Wright (1987) draws on a wide range of sources to explore issues relating to the above. 

In brief,  major factors of importance which he identifies are - power relationships, social 

distance, attitudes, beliefs and, personality. These subsume such issues as status, rights, 

duties and obligations, degrees of formality, informality and so on. These in turn are 

multi-faceted, complex and open to a range of differing interpretations as to their importance 

and relevance. In their thought-provoking book, McLeish, Matheson and Park (1973), point 

out the enormous complexity of teaching-learning situations and examine the intricate and 

bewildering interplay of methods, personalities, feelings and other factors referred to above 

from a psychological perspective. In fact, as regards the outcomes of teaching-learning 

situations they characterize our knowledge as 'primitive' (McLeish et al., 1973:171). This 

would still seem to be the case. 

These complexities also have implications for the interpretation and reliability of student 

generated data in regard to the evaluation of teachers. This issue has concerned a number of 

authors across a range of educational contexts. The general consensus seems to be that 

student evaluations are essentially reliable and, in fact, Stroh (1991) believes they are 

comparable to more 'expert' evaluations. These judgments, however, do not appear to 

consider cross-cultural evaluations in which different dynamics may be in operation. For 

example, in research conducted with bilingual Japanese wives of Americans in the United 

States, Ervin-Tripp (1973) notes that the language selected for use by respondents, at any 

particular time, tended to effect the content of their responses. The example is given (page 

69) of how the word 'tea' "evokes lemon and cookies in English, and in Japanese the utensils 

of the tea ceremony". 

This has implications for the present study, and others conducted in a second or other 

language, in that responses given in English may vary from those that are given in the 

respondents' native language. Papalewis (1990) has explored how socio-cultural context 

variables (gender, race, ethnicity, social-class), as she calls them, may influence "student 

evaluation of instruction" (Papalewis, 1990:4). In doing so she has drawn attention to work 

in sociology, anthropology and linguistics regarding the above and commonalities and 

discrepancies between them. Papalewis postulates that these stem from differences in 

interpretation and methodology. What is clear is the complexity of the processes involved in 
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evaluation in the light of the abovementioned variables. This is something which does not 

seem to be given a great deal of attention in other research. 

In examining the complexities of the interpretation of student data from the research of the 

different disciplines Papalewis has identified a range of variables drawn from across the 

literature. These are - course, instructor, student, administration and instrument variables. 

Instructor and student variables which take into account personality characteristics are, 

perhaps, the most relevant to this study. However, others, such as course variables (e.g. 

workload, class size), cannot be discounted. 

Another important point that has positive and negative implications for communication 

interracially, interpersonally and interculturally (Papalewis 1990:14) is the effect on 

perceptions and behaviors of the socialization process (cf. Donaldson, p29). This is also 

broadly consistent with the work of Acton and Walker de Felix (1987), who discuss the 

importance of the role of cognitive and affective proximity between cultures (i.e. the 'social 

distance') in successful acculturation. 

3.2 The Good Teacher: What Others Say 

I will now consider more directly the question, What are the characteristics of 'good' 

teachers? in doing so it is necessary to go beyond the literature relevant to TESOL, as the 

question is not just important and limited to only one segment of education. It extends into 

all educative endeavours, formal and non-formal, adult, adolescent and child and is driven by 

a variety of concerns and issues. These range from the pragmatic to the theoretical and have 

implications for approaches to education, teacher training, professional development and 

reflection, classroom methods and procedures, understandings of attitudes and motivations 

and behaviors of teachers and students. 

I have been somewhat selective, however, in primarily concentrating on the literature dealing 

with adult education (to which ELICOS course belong) and those few studies which deal with 

the question in regard to ESOL students. Therefore, I have started with studies of general 

interest and concluded with those specifically related to TESOL. I have, at the same time, 

attempted to highlight common threads and issues. Attention has also been paid to not only 
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the product of such studies but aspects of their process, in particular the approaches they have 

taken to developing key definitions such as 'good' and 'effective' teachers, and the problems 

of cultural and individual variation. A summary of the research is presented in Table 3.3 and 

characteristics and categories identified or measured in the research, where not integrated into 

the text, are presented in Appendix One. 

3.2.1 Approaches to Investigation 

The studies discussed in this chapter have approached the investigation of good teacher 

characteristics, whether in general or more specifically related to language teaching, in a 

variety of ways, in different situations and with different groups. Although the survey is the 

method of choice, the size of the studies and their levels of sophistication - the maimer in 

which samples were chosen, data collected and analyzed and other aspects of the research - 

vary noticeably. Some, such as Donaldson's (1989), made use of categories identified in 

earlier studies while others developed broad categories based on the analysis of individual 

student responses. Statistical approaches were primarily descriptive and relatively simple in 

nature, although some made use of more sophisticated statistical analysis. Content analysis, 

in which student generated descriptors were identified and later placed in broader categories, 

is also a common approach to analysing the data. 

The validity of these studies may appear to be enhanced by the fact that definitions of what 

good' teachers are or are not were not imposed on the subjects, except insofar as including 

some items and excluding others may be regarded as doing so. However, in the face of 

individual and cultural variation and the numerous ways in which bias can affect research, the 

results of these studies need to be regarded cautiously. 

As alluded to earlier, cultural, institutional and, importantly, individual variations make this a 

complex task and not one amenable to clear and simple solution. Harmer (1991:6), for 

example, says that despite the attention given to the issue, such studies, "have failed to 

provide us with a definitive answer" to the question. This is not surprising if a 'definitive' 

answer is what is being looked for. 
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Gudmundsdottir and Saabar (1991:1) have pointed out that cross-cultural studies of good 

teachers are made difficult by the way descriptions of them are culturally embedded. This is 

particularly so if the 'good' teacher construct is viewed in such a narrow way that it does not 

take into account that there may be more than one kind of 'good' teacher and that these other 

teachers may teach in diverse ways, all of which may be 'good' for some students. 

In contrast to Harmer, Ramsden (1992), although focused on teaching in higher education, 

believes that we do know a lot about the characteristics and behaviors of 'good' teachers. 

However, he acknowledges that due to its complex and highly personal nature 'there carmot 

be one 'best' way of teaching.' (page 87). At this point, rather than throwing up his 

theoretical hands and then washing them of the problem by saying, 'There is just too much 

variation to say with any precision what is right or wrong or good or bad teaching', Ramsden 

(1992:87) bluntly states that, 'it is folly ... to suggest that there are no better or worse ways of 

teaching, no general attributes that distinguish good teaching from bad.'. 

What then are these things that we do know about good teaching? From his review of the 

literature Ramsden (1992:89) has distilled a list of 13 important properties of good teaching: 

I. A desire to share your love of the subject with students 

An ability to nrnke the material being taught stimulating and interesting 

A facility for engaging with students at their level of understanding 

A capacity to explain the material plainly 

A commitment to making it absolutely clear what has to be understood, at what 

level, and why 

Showing concern and respect for students 

A commitment to encouraging student independence 

An ability to improvise and adapt to new demands 

Using teaching methods and academic tasks that require students to learn actively, 

responsibly, and cooperatively 

Using valid assessnient methods 

ii. A focus on key concepts, and students' misunderstandings of them, rather than on 

covering the ground 

Giving the highest quality feedback on student work 

A desire to learn from students and other sources about the effects of teaching and 

how it can be improved. 
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That these properties could be expanded on, refined and argued about is not at question. 

However, they do provide us with a point of reference, a baseline, which may be useful to 

keep in mind when considering the findings of others. It is, perhaps, worth considering, 

however, that 'good teaching' and 'good teacher' are not necessarily synonymous - these 

concepts may or may not be part of the same set. 

In regard to the above, one problem that creates difficulties in attempting to equate the foci 

and findings of prior research is that of definition. It is clear from the literature that in many 

cases 'good' and 'effective' are regarded by many researchers, either implicitly or explicitly, 

as synonymous terms (Katz, 1988). However, this conflation of meaning, deliberate or 

otherwise, is regarded by some as erroneous (Ritter & Taylor, 1990). There is a danger in 

taking this connection for granted as it may lead to a view which emphasizes teaching 

strategies or skills and excludes factors such as charisma and other personal qualities which 

may impact on how students regard teachers. Problems of definition such as this are not 

easily overcome due to their inherently subjective nature. However, in most cases the terms 

'effective' and good' (and other terms such as 'favourite') are used interchangeably. 

Despite the lack of precision that can thus be obtained and keeping in mind those cautions 

mentioned above, for the purposes of this review, I will also regard 'effective' and 'good' to 

be equivalent terms. 

A number of studies (Ritter and Taylor 1990, Donaldson 1989, Achtenhagen 1987, Jacobson 

1982) have focused, either specifically or incidentally, on the characteristics of 'good' 

teachers. Despite their differences in terms of settings, subjects and methodologies they have 

in common the fact that they all were concerned with the perceptions of adult learners in 

essentially monocultural and monolingual settings where the dominant language was English. 

Ritter and Taylor (1990) reported in a study of the perceptions of teacher trainees that, to a 

large extent, teacher effectiveness was greatly influenced by the formation of personal 

relationships between students and teachers. In fact, of the 358 people surveyed, 43.6 percent 

characterized their 'best' teacher "in terms of personal qualities" (Ritter and Taylor, 1990:9). 

This was, statistically, by far the most significant finding. However, other positive 

characteristics seen as important included subject knowledge and instructional competency. 
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In the light of the above the authors point out the importance of the affective domain in 

student perceptions of teacher effectiveness and the possible implications of this for teacher 

preparation programs. This particular study intrigued me as those surveyed could call upon 

their past and present backgrounds and experience as students. At the same time they were 

presumably being socialized into the role of 'teacher' and so, perhaps, had a dual 

perspective. 1 wonder at the effects on the results of their position on this transitional 

continuum. 

Donaldson (1989) conducted research using a case study approach, with mainly graduate 

level adult learners attending a US university. His aim was to examine differences in the 

perceptions of the attributes associated with instructional excellence. He did this by carrying 

out content analysis of letters written by students as part of an excellence in teaching award 

program. This produced 27 categories (Appendix One) which were then grouped under the 

following headings - instructional techniques, instructor- student relationships, course 

outcomes, instructor as a person, and instructor professionalism. The top ten characteristics 

were almost equally divided between affective and other factors. The instructor's friendliness 

and concern and respect for the students ranked first followed by his/her professional 

commitment and then by knowledge of the subject matter. 

These and the other characteristics described and classified under the headings above are not 

unique to this study . In fact, Donaldson points out that there was a high degree of correlation 

of the initial categories with those reported in studies by Feldman (1976) and Goldsrnid, 

Gruber and Wilson (1977), which were carried out with younger students (see also Jacobson 

below). He also identified four further categories not identified in the earlier studies. These 

were, 'impact of instructor or instructor's teaching', 'instructor's responsiveness to diverse 

needs', 'instructor fosters development of a community of learners' and 'instructor uses a 

variety of techniques.' 

The study also notes the role that formal educational experiences may play in socialization 

and the subsequent expectations of instructors this may create in students. It is also pointed 

out that, "unless a resocialization to other expectations occurs, these expectations persist 

throughout the lifespan" (Donaldson,1989:14). This socialization - resocialization process 
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would seem to be an inevitable consequence of studying a foreign language in a foreign 

culture and has complex implications for TESOL teachers and learners. The separate works 

of Papalewis, Wright and Wajnryb referred to earlier highlight some of these factors and their 

associated difficulties. Refer also to the cultural context of Japanese students outlined in 

Chapter 2. 

Jacobson (1982) reported on the characteristics of outstanding teachers yielded by analysis of 

student comments on nomination forms in a similar teaching awards program conducted by 

the University of North Dakota. Analysis of the data produced 124 characteristics associated 

with outstanding teachers. These were then grouped under the following five categories - 

teacher-student relations, knowledge and enthusiasm for the subject matter, teaching 

strategies, communication skills, and the teacher as a person. Jacobson (page 2) notes that 

the first category, student-teacher relations, received the most comments and it can be 

assumed that the following categories are listed in rank order. However, the lack of details 

regarding frequencies limits the usefulness of the data. Interestingly, the students placed 

higher value on their relationships with teachers than on the teachers' classroom performance 

as judged by either content or technique. These relationships were seen to extend beyond the 

formal student-teacher roles into truly interpersonal relationships. At the same time, from 

comments recorded in the report, it seems clear that these relationships still involved student 

expectations in regard to teacher motivation and performance in the classroom. Not 

surprisingly, there was a close linkage between this category and the others in terms of 

affective factors such as motivation, enthusiasm and so on. 

It would seem, then, that there are strong if unclear links between student performance, 

teacher ability and student-teacher relationships. This linkage is supported by the findings of 

Churukian (1982). He found support for his hypothesis that students in "learn most" classes 

(as measured by their own perceptions) would evaluate their relationships with their teachers 

more positively than "learn least" students. Which comes first, though, positive learning 

experiences or a positive affective environment, is a question that is vexatious and unlikely to 

be easily answered2. 

2 Although, undoubtedly, the followers of Lazanov (the founder of Suggestopaedia) would strongly argue for the 
primacy of the affective environment (Richards & Rodgers, 1986). 



28 

3.2.2 TESOL Perspectives 

A search of the literature yielded only a few reports of research or discussion directly related 

to the characteristics of TESOL teachers from their students' perspectives. However, several 

studies of interest will be discussed below. 

Christison and Krahnke (1986) conducted a study which drew on the experience of 80 former 

ESL students enrolled in full-time academic programs at American universities. Amongst 

other aims, they were interested in determining, from the students' points of view, what 

qualities of teacher behaviour had contributed most to their learning. In other words, what 

were the characteristics of 'good' or 'effective' teachers. Data was collected through the use 

of structured interviews, the results of which were then analyzed. The analysis yielded a 

range of characteristics which were then grouped under the following three categories, 

explains well, various personality characteristics and various professional characteristics. 

Student preferences for these categories were 40, 35 and 25 percent respectively. The first 

category given above stands out somewhat when compared to the latter two due to its very 

specific nature. Although the authors give no reason for why they have listed it separately 

rather than under 'various professional characteristics', this may be due to its singularly high 

level of selection by students. 

The above findings are, essentially, congruent with those of Katz (1988) and Gottschalk 

(1988), who also conducted studies with adult ESOL learners. In Katz's study a 

questionnaire survey was used to determine what teacher qualities a group of students, of 

varying nationalities and English language proficiency levels, saw as characteristic of an 

effective teacher. Twenty-three qualities, arrived at in earlier class discussion periods, 

formed the basis of the questionnaire. Students were asked to rank, in order of importance, 

the five qualities they saw as most important. These were then analyzed and categorized 

unde'r the following headings - affective characteristics, classroom performance aspects, 

professional expertise/training, and miscellaneous. Student preferences for these 

characteristics were then tabulated according to gender and mother tongue and English 

language proficiency level. 
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The results, although varied, indicate the importance students place on affective factors at all 

proficiency levels. However, it is interesting to note that the specific characteristics favoured 

change as language proficiency increases. Specifically, lower levels favoured 'patience' and 

'friendliness', whereas students in higher levels favoured 'being helpful' and 'relating to 

student problems'. This may reflect the changing needs of students as their proficiency 

increases. 

Gottschalk' s (1988) findings were based on the content analysis of interviews with former 

students of the University of Kansas' Applied English Centre. Although not focused 

exclusively on this one aspect, the study dealt with student perceptions of the characteristics 

of effective English teachers. In this regard both personality and the provision of feedback 

were seen as being important. 

Harmer (1991) briefly describes two studies of interest. In the first, a study by Girard which 

was primarily concerned with determining the popularity of the audio-lingual method, a 

survey of the preferences of 1,000 students aged from 12 to 17 was conducted. The students 

were asked to rank a list of teacher qualities in what they saw as their order of importance - 

how these qualities were arrived at was not explained. Although not ranked highest, Harmer 

(page 6) notes that three of the top ten qualities chosen (Table 3.1 on the following page) 

reflected the importance of student-teacher relationships. Two of these, 'he shows the same 

interest in all his students' and 'he shows great patience', could be classified as personality 

characteristics. On the other hand, the third quality, 'he makes all students participate', is 

clearly a professional characteristic. Students were also asked to add other qualities which 

were of importance to them. Two of the three most popular characteristics mentioned were 

again concerned with affective factors. These were 'the teacher shows sympathy for his 

pupils' and 'he inspires confidence'. The other characteristic, 'he is fair to all his students 

(whether good or bad at English)', may be considered a professional factor. 

The second study was conducted by Harmer himself. It was an informal study aimed at 

determining the qualities of a 'good' teacher. A distinguishing feature of this study was 

that it sought data from both secondary school students and teachers. The students were an 

equal mixture of British secondary school students and EFL students in Finland and Spain. 
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Again, the results demonstrated the importance placed on affective factors. The two most 

mentioned areas were, 'teacher rapport with students' and 'teacher personality'. Lack of 

details in Harmer's description limit the usefulness of this study and prevent further 

comment. Therefore, it is not included in the summary at the end of this chapter. 

Table 3.1 The Ten Teacher Characteristics of Girard's 1970 Study Listed from Most to Least 
Important. 

He makes his course interesting 

He teaches good pronunciation 

He explains clearly 

He speaks good English 

He shows the same interest in all his students 

He makes all the students participate 

He shows great patience 

He insists on the spoken language 

He makes his pupils work 

He uses an audio-lingual method 

3.2.3 Studies With Japanese Students 

Of particular interest are three more recent studies conducted by Shimizu (1995), Hadley and 

Hadley (1996), and Long (1997) with Japanese college students in Japan. These studies were 

focused, in part, on identifying the qualities the students, all of whom were enrolled in 

English courses, associated with GETs. 

Shimizu (1995) developed a Japanese language questionnaire with 16 demographic and 

attitudinal questions. The attitudinal questions were derived from student responses 

concerning GETs obtained from previously conducted interviews. These questions allowed 

for multiple responses. Interestingly the design of the questiommire also allowed students to 

distinguish between the importance of characteristics ascribed to GETs in general and 

Japanese and to foreign GETs in particular. In regard to teacher qualities students were asked 

to select from a list of 21 items. As no open ended section was included in the questionnaire 

the respondents were limited to replying to the questionnaire items only. 
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The survey sample was quite large, 1,088 students enrolled in four different major areas of 

specialization from eight different institutions in Japan. These included 636 English, 100 

Law, 58 Agriculture and 51 Education majors. Although no information was provided on 

sample selection it appears to have been a sample of convenience. 

Table 3.2 shows Shimizu's (1995:6) analysis of the results. These are "based on frequencies 

and descriptive statistics", and have provided some very interesting findings. In regard to 

general impressions of English classes, those taught by Japanese were seen by more than half 

the students to be "gloomy, boring, dead, strict, serious, and at times tedious". On the other 

hand, those taught by foreign teachers were "interesting, humorous and energetic". These 

findings would seem to substantiate the 'common knowledge' beliefs about English teaching 

at Japanese universities. 

Table 3.2 Qualities and Attributes Students Feel Are Important in English Teachers 
(Adapted from Shirnizu, 1995:7) 

Important for: Both Japanese Foreigner Neither Total 
Jp. & For. only only 

Knowledgeable 63% 19% 9% 9% 100% 
Reliable 57 21 9 13 100 
Respectable 52 26 7 15 100 
Easy get acquainted with 49 16 28 7 100 
Broad minded 49 22 19 10 100 
Ability to explain clearly 49 28 14 9 100 
Humorous 48 23 20 9 100 
Not show favoritism 48 20 17 15 100 
Not treat students idiots 46 22 18 14 100 
Intelligent 44 28 4 24 100 
Generous 42 22 22 14 100 
Knowledge subject area 36 34 7 23 100 
Progressive thinking 35 25 22 18 100 
Pronunciation 34 33 26 7 100 
Entertaining 19 21 26 34 100 
Sex (mlf) 14 7 8 71 100 

Age 13 13 12 62 100 

Physical appearance 13 7 11 69 100 

Race 12 4 11 73 100 
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When it came to indicating what qualities of GETs were important, in most cases these were 

the same. However, students' weightings of these qualities varied significantly in some cases 

depending on whether the question was asked about Japanese or foreign English teachers. In 

particular, the two qualities considered most important for foreign teachers were (a) how easy 

they were to get acquainted with (2 8%) and (b) how entertaining they were (26%). For 

Japanese teachers knowledge of the subject area (34%) and pronunciation (3 3%) were the 

most highly rated qualities. Other qualities deemed more important for Japanese than foreign 

teachers were 'respectability', 'clarity of explanations', and 'being knowledgeable'. 

Interestingly the qualities rated least important for both groups - race (i.e. ethnicity), gender, 

and physical appearance - were the same. 

Shimizu (1995 :8) posits several reasons for the differences between the perceptions of the 

two groups. Amongst these are language barriers, the subjects taught by Japanese and foreign 

instructors (in particular the fact that Japanese teachers often appear to teach the less 

interactive and 'drier' subjects such as grammar) and differences in teaching style. 

Shimizu's final conclusion is that there is reason to believe that Japanese college English 

language students perceive their instructors quite differently depending on whether they are 

Japanese or foreign. As such they are valued for quite different skills - Japanese teachers for 

scholarly skills and foreign teachers for personal characteristics (Shimizu, 1995:8). 

One result of this study that intrigued me was the fact that 'the ability to explain clearly' was 

rated twice as highly for Japanese as for foreign teachers (28% to 14%). This may be, as 

Shimizu (1995:8) posits, partly due to the possibility that "students may not seriously 

participate in classes taught by foreigners because they feel classes are trivial." Whatever the 

reasons it does contrast sharply with the results of the Christison and Krahnke (1986) study 

described earlier, and highlights the possible role that setting, purpose and motivation may 

play in such judgments. 

Hadley and Hadley (1996) have presented results on student views of 'good' teachers based 
on research in progress on what they describe as "an ongoing cross-cultural ethnographic 
research project" (page 53). The results presented are based on a survey of 165 Japanese 
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college students - 89 first year and 76 third year Japanese college students enrolled in 

required English courses at two four-year universities. Students were spread across six 

classes and five areas of study at the two institutions. The areas of study were: international 

studies, premedical, agricultural, elementary education and economics. 

To elicit student responses the classes above were asked during class time to respond to the 

question, "What is a Good Teacher?", which was written on the blackboard. Students were 

asked to write eight or more responses that applied to all good teachers- not only foreign 

teachers - and not to write answers which reflected what they thought of the teachers 

conducting the research or what they thought they might like to hear. The responses were 

written in Japanese, which allowing for any problems which might have arisen in translating 

the results into English would have removed any problems attributed to language which 

could be raised as weaknesses in regard to other studies. In most cases, the students worked 

with friends or in small groups to produce the answers. According to the authors the few 

individuals working alone and the various groups were asked not to confer with each other 

regarding their responses. Given the oft stated tendency for Japanese to avoid conflict and to 

seek agreement within groups this form of data collection would appear to have some 

limitations. The authors' contention that the groups, mainly consisting of groups of friends, 

would thus "represent the cooperative effort of like minds" (Hadley & Hadley, 1996:54) 

appears somewhat speculative. Friendship does not seem to be a reliable predictor of such 

agreement. 

The responses were subject to textual frequency analysis (the procedure for which was not 

described) and yielded the results reproduced in Table 3.3 below. These results tend to 

indicate great concern for affective factors with the two highest ranking qualities being 'kind' 

and 'friendly'. Based on frequency of occurrence 'kindness' appears to be a highly 

significant teacher quality, far outweighing any other given. The next two qualities - 

'friendly' and 'impartial', would appear to be hard to separate in terms of significance given 

their extremely close frequency of occurrence (27 and 25 respectively). Interestingly, the 

characteristic 'kind' (Japanese shinsetsu) had not been included in the Shimizu (1995) study. 
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Table 3.3 Survey Results Based on Textual Frequency Analysis of 89 Group and Individual 
Response Sheets. Total Population: 165 students (Hadley & Hadley, 1996) 

What Is a Good Teacher? 

Characteristic Frequency Characteristic Frequency 
Kind 40 Serious 6 

Friendly 27 Doesn't give tests 6 

Impartial 25 Gives credits (easy passer) 6 

Understandable 18 Won't force own opinion 5 

Cheerful 17 Good character 5 

Punctual 13 Reliable 5 

Fun 12 Interesting lectures 5 

Enthusiastic 12 Tells stories from his life 5 

Humorous 11 Active 5 

Nonviolent 11 Considerate 4 

Knowledgeable 10 Sympathetic 4 

Writes in big letters on the Doesn't take class roll 4 

blackboard 10 Strict 4 

Speaks in a loud voice 10 Experienced 4 

Writes clearly 9 Clear explanations 4 

Speaks clearly 9 Has a sense of humour 4 

Not too much homework 9 Liked by students 3 

Gives easy tests 9 Fair 3 

Humble 9 Easy explanations 3 

Interesting 9 Talks about experiences 3 

Good storyteller 9 Teaching has variety 3 

Good teaching methods 8 Interesting lessons 3 

Tells interesting stories 8 Ambitious 3 

intelligent 8 Earnest 3 

Honest 7 Intellectual 3 

Easy to talk with 6 Physically attractive 3 

Open-minded 6 Smart 3 

Unique 6 Clever 3 

Clean 6 



35 

Long's (1997) study was concerned with determining what 'students do like about EFL 

teachers and EFL instruction' (page 25). He conducted it with 662 first year college students 

enrolled in the Comprehensive English Course A at the Kyushu Institute of Technology. 

These students, according to Long (page 27), were primarily of Japanese nationality and, 

typically, had limited proficiency in spoken English - some formulaic speech and limited 

vocabularies - but a solid understanding of grammar. 

The survey instrument, a questionnaire with 48 items drawn from various sources, and three 

open-ended questions, was prepared in both Japanese and English versions allowing the 

teachers who administered it the ability to decide which version to use. The questionnaire 

items were intended to measure student attitudes in six categories: 1. the teacher-student 

relationship, 2. teacher characteristics, 3. teacher abilities, 4. the presentation of the 

instruction, 5. instructional content, and 6. course conditions. The results were analyzed for 

frequencies and descriptive statistics were used to present the results. 

In regard to teacher factors the following variables received the greatest number of positive 

responses in terms of total percentages: friendliness, impartiality, teacher helpfulness, teacher 

activeness and fairness in grading. These were, in that order, categorized under 'Teacher's 

relationship with students' (the first two items) and 'Teacher characteristics' (the remaining 

items) . The high frequency of the first two items corresponds closely with the results of the 

Hadley and Hadley (1996) study, where they were the second and third most frequently listed 

characteristics. However, in terms of group means, 'Teacher characteristics' were viewed 

more positively than either 'Teacher's relationship with students' or 'Teacher abilities'. 

In regard to instructional factors the results of the survey were institution specific and pertain 

only to the course in which the students were then engaged and are thus not germane to the 

current discussion. The open-ended questions, however, provide some interesting data. 

Foremost amongst the responses were the desire for greater use of video with concurrently 

slower and more thorough treatment of the material, and instruction on aspects of foreign 

culture. The next most frequent response concerned pronunciation, which students wished to 

be more thoroughly integrated into their courses. Other student suggestions revolved around 

pacing and content issues and the use of more frequent but smaller tests with an oral rather 

than written focus coupled with clearer explanations of the nature of the tests. 
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3.3 Towards a Consensus? 

What can be said about the the characteristics of good teachers from the above? First, it is 

evident that there are many correlations with the list of valued behaviours given by Ramsden 

(1992:89). However, as might be expected due to the plethora of variables involved, the 

diverse settings, populations, and methodologies employed there is considerable variation as 

to the particular characteristics given and the importance assigned to them. This is 

compounded by the problem of providing adequate and acceptable definitions. Are the 

dimensions of 'kind', for example, the same for all groups and members of groups? Do 

certain words carry the same meanings in different cultures? This problem is exacerbated by 

the use of phrasal variants of terms and the capacity of more general terms to include more 

specific ones. Words and phrases which overlap the meanings of others may be placed 

somewhere on a continuum between 'the same' or 'different' depending on how they are 

interpreted. What seems clear at first may become increasingly less so upon reflection. 

Certainly, there may be some shared 'core' of meaning, but isolating this where necessary 

may be a difficult undertaking. 

A further complication is that the results of some studies are presented in such general terms 

(e.g. Jacobsen), or with no attempt to 'do' anything with the results other than present them, 

that comparing them with the results of other studies in terms of the relative importance of 

particular characteristics is problematic. 

Nonetheless, certain characteristics are noticeable in their occurrence across a number of 

studies. The ability to explain well appears in five of the studies considered (six if 

'communication skills' includes this). In two of these studies, conducted with learners of 

English in ESL programs in the United States, it ranked first. In Shimizu's (1995) and 

Hadley & Hadley's (1996) studies of Japanese college students of English it placed relatively 

highly in the former, but not in the latter even though it appeared twice (as 'clear 

explanations' and 'easy explanations'). The latter study was overwhelmingly concerned with 

affective factors. This contrast in the two Japanese studies may stem from any number of 

factors and could be a reflection of the different groups, the nature and type of courses, the 

internal cultures of the institutions themselves in regard to the value of study, evaluative 

methods and so on. 
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Other characteristics which occurred frequently were 'enthusiasm' (found in seven of the 

studies), the teachers' knowledge base - either in general or regarding the subject or area 

taught - and 'friendliness', which was noticeably prominent in a number of studies. Also, 

'fairness' and 'impartiality' (which are similar) occurred in five of the studies, although with 

widely different rankings and probable meanings. In some cases it appears to be a general 

fairness towards class members - particularly in terms of student-teacher relations - and in 

others (e.g. Christison and Krahnke, Long) it refers particularly to fairness in grading. 

Returning to 'friendliness', it was mentioned in half of the studies, and in all of these except 

one (Katz's) it is rated no lower than third. Three of these studies were conducted with 

learners of English and two of them (Hadley & Hadley, Long) were with Japanese students in 

Japan. Interestingly, the Shimizu study does not include 'friendly' as an item but it does rate 

the characteristic 'easy to get acquainted with', which could be considered a variant of 

friendly, as the most important characteristic for foreign teachers and equal fourth for 

Japanese teachers of English Also occurring in five studies were references to the 

characteristics 'funny' and 'humourous' or variants on these. Although we encounter again 

the problem of exact meaning, this may argue for some central tendency on which these 

descriptors converge. 

In regard to affective qualities such as the above and others such as 'kind' (so prominent in 

the Hadley & Hadley study), 'considerate', 'concerned', 'caring' and so on, these were 

liberally scattered throughout the various studies. These qualities could be seen as facets of a 

central concern for students - the 'softer' human side of teachers - and which may be seen to 

facilitate communication and the development of positive student-teacher relationships. 

Again, the number of these qualities and their frequency of occurrence varies from study to 

study 

The nature and balance of the specific characteristics given in the various studies and the 

broader categories to which they are sometimes assigned combined with the widely divergent 
student groups makes comparison of results difficult. The results of a number of studies 

(Wright, Hadley & Hadley, Ritter & Taylor) show a marked preference for affective 

characteristics amongst students. Others (Jacobsen, Christison & Krahnke, Katz, Donaldson, 
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Shimizu, Long) present mixed results or foreground professional characteristics. Overall, 

however, affective factors appear to outweigh professional and other factors in terms of their 

number and frequency of mention. 

In regard to ESOL students, it is interesting to note that, as mentioned earlier, clarity of 

explanation appears to be a significantly important characteristic for students enrolled in 

ESOL programs outside their own countries and, as reported by Shirnizu (1995), of 

importance to some Japanese college students of English, particularly in regard to their 

Japanese teachers of English who they may regard as more serious and worthy of attention 

than their foreign teachers within the context of Japanese universities and colleges. It will be 

interesting to see if this and related characteristics will also be significant for Japanese 

ELICOS students. 



Table 3.4 Summary of 'Good' Teacher Related Studies 
Non-TESOL Studies Sample Method Findings 
Jacobsen (1982) Students at the University of North Survey: Nomination forms in a teaching awards Most important category by frequency of mention was 

Dakota program at the University of North Dakota. 'student-teacher relations'. 
Analysis: Content analysis - 124 categories 
identified and reduced to five major categories. 

Wright (1984) 300 US high school students in Survey: In two five minute periods students 'Teacher' stereotype exclusively negative. 'Good' 
five arbitrarily assigned classes, listed as many one word characteristics teacher stereotype strongly positive. Teachers may find 

describing 'teacher' and 'good' teacher as a strong negative stereotype which may impact on their 
possible. work performance and how the are perceived. Positive 
Analysis: Equivalent items combined and 35 attributes - mainly affective - identified The most 
most frequent characteristics for each rank highly rated characteristics by frequency were, 'nice', 
ordered. One way ANOVA used to check for 'warm', and 'friendly' (grouped around 60-70%). There 
significant differences. was a significant percentage drop of 17% (approx.) to 

the next most highly mentioned characteristic ('caring') 

Donaldson (1989) Off-campus post graduate adult Case study approach: Attribute associated with Speculates that students expectations of instructors 
learners. U.S. Midwest university exemplary instruction. Data was from letters of stem from the interaction of content studied, career 

recommendation (176) from individual and stage, personal situation, classroom interaction and 
groups of students for an excellence in teaching student status. 
award. Similarity found between characteristics of excellent 
Analysis: Content analysis using characteristics instruction identified in other studies. Adult 
identified in Feldman's (1976) study as a basis - expectations varied more than those of younger 
971 data elements reduced to 28 categories, students possibly due to life experiences. Emphases on 
Descriptive statistics and non-parametric different characteristics affected by variables such as 
(Chi-square, etc.) treatments used. Reliability age, gender and career stage. 
check - another person analysed a random 
sample of letters and the coefficient of reliabilit) 
used as the measure of intercoder reliability. 



Table 3.4 (continued) Summary of 'Good' Teacher Related Studies 
Non-TESOL Studies Sample Method Findings 
Ritter & Taylor (1990) Random sample of 90 trainee teachers Questionnaire Survey: Two open ended Only broad categories given in results. Most frequently 

(30 each from elementary, middle and questions asking for five characteristics of'best' reported characteristics relate to teacher as a friendly, 
secondary grade canditates) from 358 and 'worst' K-12 teachers. 2. Interview Survey caring person. 
respondents to a questionnaire -questionnaire responses used as basis for Student-teacher personal relationships have great 
concerning effective teaching at a state interviews. No details given on how interviews influence on the effectiveness of the teacher. Positive 
university in S.E. USA. were conducted, classroom environment very important. Positive and 

Analysis: 473 positive and 465 negative negative teacher expectations of students play an 
statements reduced into four categories (this important role. Perceptions of effective teaching 
process not described) - teacher as, 1. a person, possibly affected by area in which respondents desired 

a presenter, 3. planner, 4. other to teach (eg. primary, secondary). 
characteristics/miscellaneous. 

TESOL Studies Sample Method Findings 
Girard (1970) 1,000 students- ages 12 to 17. Questionnaire survey: A list of teacher 'qualities'A mixture of professional and affective qualities.See 

to be ranked in order of importance from 1 -10 Table 3.1 for a list of the 'top' ten items. Items from 
was given to students. An open-ended the open-ended component were: 'sympathy', 'fairness', 
component was also included, and 'inspires confidence'. 
Analysis: not described - presumably simple 
descriptive statistics were used. 

Christison & Krahnke 80 randomly selected NNS students Survey: individual interview technique using a Overwhelming majority had 'favourite' teachers (93%) 
(1986) studying in 5 different U.S. colleges standard interview schedule - a structured Favourite teacher clearly equated with 'effective' 

who had all completed intensive ESL questionnaire. teacher. 
programs. Independent interviewers used. Clarity of explanations (i.e. comprehensibility) highly 

Attempts made in interviews to elicit actual rated, followed by various personality and professional 
examples/definitions of student given terms, characteristics. 
Interviews recorded and transcribed. Many multiple responses included both professional 
Analysis: content analysisof interviews, and personal factors. 
Responses evaluated for specific factors 
mentioned & degree of importance attached. 
Responses then grouped and ranked into more 
general categories. 



Table 3.4 (continued) Summary of Good' Teacher Related Studies 
TESOL Studies Sample Method Findings 
Gottshalk (1988) 61 randomly selected NNS students Survey: Based on Christison and Krahnke study Teacher personality characteristics important, 

formerly enrolled in University of - institution specific replication. Individual especially in creating a comfortable classroom 
Kansas Applied English Center full interviews using a standard interview schedule -atmosphere. Effective teachers see the value of 
time programs. (25 open-ended questions). One interviewer. individualisation as witnessed in the provision of 

Interviews tape recorded and transcribed, correction and feedback. 
Analysis: content analysis of responses- 
frequency and strength of responses noted. 
Responses grouped into emergent categories. 

Katz (1988) 71 NNS of English enrolled in intensive Survey: Questionnaire- 23 teacher qualities Varied depending on proficiency level, gender and 
English programs at the program in drawn from brainstorming session with an other factors. Across all levels the ability to explain 
American Language Studies, Rutgers intermediate level class. All comments were clearly and the ability to use an appropriate teaching 
University, NY. Sample of used. Students selected five most significant style appear significant. At lower levels 'patience' 
convenience. Fifteen language groups, items and then ranked them, appeared to be a highly desired characteristic. 
various proficiency levels- beginner Analysis: Simple descriptive statistics - 
levels excluded due to language barrier. tabulation of frequency of response and 

weighting of responses according to rankings 
Characteristics grouped into broader areas. 

TESOL Studies with Sample Method Findings 
Japanese Students 
Shimizu (1995) 1,088 Japanese college students from 8 Survey: questionnaire - 16 items consisting of Results strongly suggest students perceived important 

institutions- 636 English majors, 100 demographic and attitudinal questions. Half of qualities of Japanese and foreign teachers of English to 
law majors, 58 agriculture majors and the items had multiple responses. Questionnaire be the same but the weighting of these differs 
51 education majors. No information trialled and revised. Many of the possible significantly. Foreign teachers are more valued for 
given on sample selection responses provided on questionnaire previously personality characteristics than other qualities. 

solicited from students in interviews. Clear bias towards classes taught by NS English 
Analysis: frequencies and descriptive statistics -instructors in terms of interest, humour and energy. 
no details given of how this was carried out. Most valued qualities in Japanese English teachers 

were subject area knowledge and pronunciation. For 
foreign teachers the two most important qualities were 
how easy they were to get acquainted with and how 
entertaining they were. Results may reflect subject area 
divisions in Japanese colleges. 



Table 3.4 (continued) Summary of Good' Teacher Related Studies 

TESOL Studies with 
Japanese Students 

Sample Method Findings 

Hadley & Hadley (1996) 89 first year and 76 third year Japanese Survey: Open-ended design. Students asked to 56 responses listed. Apparent significant bias towards 

college students enrolled in required provide a written response to the question - affective factors - kind rated significantly higher than 

English courses. Students spread "What is a good teacher?. Students generally any other quality in terms of frequency. Authors 

across six classes and five areas of discussed and wrote answers with friends or in suggest that students' main concern is 'who' the teacher 

study at two institutions small groups. is rather than 'what' s/he does. That is, personal 

Analysis: textual analysis - no details given of qualities are more valued than professional ones. 

how this was carried out. Responses analysed by 
frequency then tabulated and translated into 
English. 

Long (1997) 662 first year Japanese college students Survey: questionnaire -48 items - plus three Results across six categories generated. Re. teacher 

open-ended questions. factors the most positive responses in descending order 

Analysis: Simple descriptive statistics based on were for; friendiness, impartiality, helpfulness, 
frequency counts, activeness and fairness. Overall, teacher characteristics 

viewed more positively than relationships with students 
or teacher abilities. 



Chapter IV 

Research Design 
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4.0 Introduction 

To survey students about the characteristics of Good English Teachers (GETs) a multi-modal 

approach involving interviews, questionnaires and student essays was taken. Data was 

collected from Japanese students at four ELICOS centres. Interviews of five students at two 

centres provided a basis for developing a questionnaire, which was then successfully 

administered to 32 students at three ELICOS centres. In addition, 61 student essays on 

"What is a good teacher?" were obtained with the aid of cooperating teachers at the four 

centres. 

Therefore, this research is best characterized as a survey, although with some ethnographic 

elements, notably in the conduct and analysis of the interviews and the post hoc nature of 

hypothesis generation. In the following sections of this chapter the research plan is described 

and information regarding the subjects, the researcher, the research sites and contact 

procedures is given. The organization followed is that explanation and discussion of each 

data collection instrument - with relevant sections on the design, implementation and 

approach to analysis of each - have been presented separately and in the order in which they 

were administered. These sections are preceded by a brief discussion of the approach to the 

research and are followed by separate sections on ethical considerations and limitations of the 

research. 

4.1 The Research Approach 

The manner in which student attitudes were surveyed was based on both practical and 

theoretical considerations. 

In practical terms the size and duration of the study were limited by the resources, or lack of 

them, available to me as a graduate student. The use of a questionnaire and a written 

response instrument (the elicited essays) allowed the accessing of a larger sample than 

through interviewing alone, which is a costly process in terms of time and effort. 

In theoretical terms there are a number of advantages which accrue to the approach chosen, as 

well as a number of well known limitations. Although surveys are not suitable for 
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establishing cause and effect they are 'often the only means through which opinions, 
attitudes, suggestions for improvement of instruction and other such data can be obtained.' 
(Hayman, 1982:67). Also, as a survey can take various forms, or combinations of them, a 
great deal of flexibility can be allowed. This can be useful in providing a basis for 
triangulation of data as well as making use of the strengths of one instrument to help mitigate 
the weaknesses of another. For example, the anonymous questionnaire, although less flexible 
than the interview and subject to problems of missing and unusable data, may encourage 
more truthful responses. On the other hand, interviews can provide more complete, usable 
data and may allow the development of lines of enquiry in greater depth and in more 
unexpected directions than would otherwise be possible, as well as providing opportunities 
for clarification and expansion of participant responses. 

There are, of course, other ways to elicit student opinions on good teachers than the ones I 
have used. One example is provided by Maim's (1994) study in which groups of people 
observed and evaluated teachers on videotape. There are, however, possible disadvantages to 
this approach including those related to the respondents' perspective (i.e. they were observers 
rather than participants), the degree of context provided by the videotape, and the range of 
examples provided for evaluation. 

Given the above, the data collection instruments were seen to be appropriate to the purposes 
of the research, that is, to provide a descriptive, holistic and, in so far as possible, through the 
use of recognized ethnographic approaches to data collection and analysis, value free 
exploration of the characteristics of 'good' English language teachers from the perspective of 
Japanese ELICOS students. At the same time, this multi-modal approach allowed for the 
cross-validation of data which is crucial in reducing threats to internal reliability. 

The use of samples of convenience for the questionnaires and written responses and that of a 
volunteer sample for the interviews was determined by accessibility. As Johnson (1992:112) 
states, the use of these nonprobability samples preclude the making of statistical inferences 
from the findings to the population. However, judgments can be made in regard to how the 
findings may generalize to the population. Given that this is a pilot sttdy these limitations 
are considered acceptable. 
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4.2 The Subjects and Research Sites 

The sample was drawn from Japanese ELICOS students who at the time of the study were 

studying full-time in three ELICOS centres in Brisbane and one in Sydney. The 

representativeness of these centres and their students to the total population is argued on the 

basis of their similarity to other centres in terms of the homogeneity imposed on them by the 

industry's accreditation requirements. Further, although no hard data could be found to 
support this, based on involvement in the marketing of ELICOS centres and courses as well 
as discussions with colleagues, overseas agents and students, it seems that, in general, 

Japanese students attending ELICOS centres differ little in terms of their age groups, 

educational backgrounds and range of motivations but mainly in their choice of location in 

which to study. 

However, although there are no particular reasons to expect so, it cannot be ruled out that 

students attending ELICOS centres which cater to different segments of the market, in 

different geographic locations or with university or other further education affiliations may 

differ significantly in their attitudes from students at other centres. For example, students 

attending ELICOS centres at universities may have a greater desire to progress to further 

study in academic courses in Australia and thus may also be predominantly university 

graduates. However, the majority of ELICOS centres market aggressively overseas and I 

believe that many but not all students are attracted to university centres by the cachet of a 
university's name and the feeling of security this gives, in terms of the reputability and 

financial stability of the centre, rather than by any particular academic ambitions. 

The research was conducted at four sites as illustrated in Table 4.1 below. The interviews 

were conducted at two privately owned and operated ELICOS centres in Brisbane, Australia 

(Sites A and B). The questionnaires were administered and the written responses collected 
from two centres in Brisbane - Site A and Site C and one site in Sydney -Site D. 

Table 4.1 Data Collection Sites 

Site Interviews Questionnaires Student Essays 
A (Brisbane) 2 22 36 
B (Brisbane) 3 0 0 

C (Brisbane) 0 10 19 
D (Sydney) 0 unusable 6 
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Permission to conduct the research at four further sites was not received. The questionnaires 

from Site D could not be used as they were incorrectly administered - the English version was 

given rather than the Japanese and some of the respondents were non-Japanese. As there was 

no way of determining which were which, all these questionnaires were discarded. Profiles of 

the four participating centres at the time of the study are illustrated in the table below. 

Table 4.2 A Comparison of the Research Sites at the Time of the Study 

College A B C D 

Location inner city inner city inner city inner city 

Nature private private private university centre 

Intakes 5 weekly 5 weekly open 5 weekly 

Length of terms 10 weeks 10 weeks 10 weeks 10 weeks 

No. of Students 56 153 65 250 

No. of teaching staff 
Full time 4 4 ? ? 
Part time 2 12 ? ? 

No. ofclasses 5 11 6 

No. of proficiency 5 5 5 5 + special focus classes 
levels 

As can be seen from Table 4.2 the various colleges range from relatively small to, in ELICOS 

terms, quite large. However, as all colleges are members of and accredited by the ELICOS 

Association (EA), the industry's self-regulatory body, they have all met the minimum 

standards set down by the association in regard to facilities, courses, staff qualifications and 

so on. 

In conformance with the EA's policies class numbers are limited to an overall average 

of fifteen students per class, with no class to exceed eighteen. Full time students study 

25 contact hours per week Mondays to Fridays. All colleges may also accept students, on a 

part- or full-time basis, who may be either Australian residents or in Australia on either 
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Tourist or Working Holiday visas. Based on experience, the former situation is unusual as 

residents are eligible to attend government sponsored courses at Migrant Education Centres. 

Classes at all the colleges are organized around five proficiency levels. Depending on student 

numbers, more than one class may be formed at each level. College D, the largest centre, 

further subdivides its proficiency levels. This gives it a total of 16 possible levels as well as 

offering special focus classes, with various entry prerequisites, which students may opt to 

take. Again in conformance with the regulations laid down by the EA, all teachers at both 

colleges are tertiary graduates with TESOL qualifications ranging from short course 

certificates (such as the RSA Certificate of TEFLA) to Masters degrees. Some staff are 

currently pursuing higher qualifications. 

Teachers are employed on a casual, part- and full-time basis. The number of staff employed, 

as is true for the industry as a whole, tends to expand and contract with seasonal fluctuations 

in student numbers (occasioned by such things as northern hemisphere school and university 

holidays) and other factors relating to marketing, exchange rates, destination popularity and 

so on. However, all of the colleges maintain a Score' of full time employees. 

College A operates from a modern low-rise building, which was originally used as an office 

building but which was extensively renovated by the college before it commenced its 

operations there. The renovations involved major internal reconstruction to provide facilities 

suitable for educational use (in particular, the construction of classrooms). Classrooms are 

clean, well-lit and carpeted. The overall presentation of the building and facilities is clean 

and modern. 

College B is housed in an older low-rise building which has been in use as a language school 

for a number of years. It is somewhat less visually appealing than College A due to its age. 

However, it offers facilities (e.g. a language laboratory) that are not available at the other 

college. 

College C is located in a major inner city commercial area and College D is located within a 

major university in a near city area. Both are well resourced and have modern, well 

appointed classrooms. 
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Initially, the institutions where the research was conducted were contacted by telephone and 

permission to enter the colleges for the purposes of research was sought from the Director of 

Studies (DoS) of College A and the Manager and DoS of College B. During these 

conversations I explained the nature and purpose of the study. The initial response was 

positive and follow up contacts resulted in permission to conduct the research being granted. 

The Directors of Studies of each college undertook to inform their staff of my entry into the 

college and also to assist me in finding informants. 

Complications arose later in the study. The DoS of College B decided that he did not wish 

the questionnaire to be administered as the college was particularly busy at that time and he 

felt it imposed too great a burden on staff and students. This led me to make alternative 

arrangements to administer the questionnaires at Colleges C and D. 

The process of data collection was further complicated during its early stages by my returning 

to Japan to live. This meant I had to leave the administration of the questionnaires, the 

collection of student essays and related matters in the hands of the DoS's of Colleges A, C 

and D. By doing so a certain degree of control over the data collection process was 

relinquished. In this process I included explanations of purpose as well as adherence to the 

protocols devised. I feel that the consent form, the written protocol and the explanations 

given to the DoS's helped mitigate problems associated with this lack of control. 

Prior to the first stage of data collection and after receiving positive replies to my request I 
visited Colleges A and B to negotiate suitable times of entry, give a fuller description of what 

I intended to do and to answer any questions of concern. The DoS of College B and the Head 
Teacher of College A both facilitated my access to students for interviews. They advised 

students of my need for informants or did this through their senior staff, assisted me in 

arranging suitable times to meet the students, and permitted me the use of rooms in which to 

conduct the interviews. 

4.3 The Researcher 

It is well recognized that bias may be introduced into all forms of research by the researcher. 
In regard to interviews in particular, Hitchcock and Hughes (1995: 165) have stated that a 

major source of bias and influence stem from the interviewer's personal characteristics such 
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as age, gender, ethnicity and class. Therefore, the following section provides information 

which may help readers of this research in detecting elements of bias which I may have 

brought to it. 

I am a middle class, male Anglo-Australian in my early 40's educated in the Western 

tradition in Australia and am currently undertaking a Masters of Education degree designated 

in TESOL. My initial disciplinary background was in Education. At first, I was a primary 

school teacher but I later became involved with TESOL, carrying out post graduate studies in 

the area after returning to Australia following several years teaching English, in a variety of 

situations, in Japan. I have been involved in TESOL since 1986 as a teacher and in planning 

and managerial roles. This has required frequent contact with people from other cultures on a 

number of levels including the design and delivery of a range of English language courses. 

At the time of writing I am living and working in Japan. My work involves the teaching of 

English at several universities as well as other language related activities such as 

proofreading and editing. 

I have an interest in Asian cultures, particularly that of Japan, having lived there for a total of 

seven years. I therefore have some understanding, on a practical level, of what it means to be 

involved in cross-cultural situations, which require a degree of understanding and tolerance 

of behaviours, attitudes and expectations which vary from one's own. At the same time this 

may mean that 1 have developed personal and subjective views of various aspects of 

Japanese society and culture. Given my specialization and interests I have a tendency to view 

behaviour/s from a linguistic and educational orientation. 

4.4 The Interviews 

The interviews were conducted in English (see section 4.4.1) with five ELICOS students. 

Clearly, the interviews, although limited in number but key to this research, were focused on 

obtaining data related to the research question. However, as the purpose was to elicit student 

attitudes and opinions rather than seek agreement or disagreement against predetermined 

criteria, as in the questionnaires, a relatively flexible interview design was required. 

Conversely, a degree of structure was called for to ensure that relevant areas were covered, as 
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well as to provide all interviews with some degree of consistency. To provide this structure, 

and to enhance reliability, a question protocol consisted of 11 guiding questions was used 

(Appendix 4). In developing these questions particular attention was paid to avoiding bias by 

phrasing them in as neutral and non-directive a maimer as possible. Importantly, the protocol 

was not used to rigidly structure the interviews. Rather, I attempted to remain sensitive to the 

students' responses and not restrict them to the areas which I wished to cover except in the 

sense of guiding the interview. This lack of rigid structure permits a great deal of freedom in 

the nature and direction of the interviews. 

Given the above, the interviews could be regarded as semi-structured but tending more 

towards the unstructured end of the interview continuum than otherwise. As well as helping 

to counterbalance the asymmetrical relationship between interviewer and interviewee, the 

great advantage of this form of interview over the other data collection instruments used lies 

in the flexibility and depth which can be achieved. Furthermore, the latitude which it permits 

the interviewer in probing, cIarifing and expanding informant responses tends to promote 

validity (LeCompte & Goetz, 1982:46; Mouly, 1963:266) although this latter function may be 

somewhat limited by the language ability of non-native speaker interviewees. 

4.4.1 Piloting the Interviews 

The question protocol and interview format were piloted with two Japanese ELICOS 

students. This had several results. First, it confirmed the necessity of interviewing students 

with an adequate command of English, as one of the students in particular was at times 

unable to understand the questions or express his views effectively. This led to frustration on 

both our parts as well as greater potential for misunderstanding and misinterpreting the data. 

Second, I decided that although the question protocol was adequate, I needed to improve my 

interviewing technique, allowing informants more time to reflect on their responses and not 

leading the responses, with its attendant dangers, as much as I had been doing. 

The piloting also allowed me the opportunity to test the equipment (audio-tape recorder) and 

student profile (Appendix 3) and transcript forms I planned to use. The forms proved to be 

satisfactory but the poor quality of the sound recordings led me to use an external 

MURTHERN TERRITORY UNIVERSITY LIBAR 
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microphone for the recording unit, as its internal microphone, although less obtrusive, picked 

up a distracting amount of machine noise from the unit's mechanism. 

4.4.2 Recording the Interview Data 

A quandary facing any researcher is that any method of recording data may influence the data 

gathered. Keeping this in mind, Wiersma (1995: 199) advises that the data collection 

procedures should "be efficiently structured so that they do not interfere with the process of 

conducting the interview." Therefore, as I was the only observer, and due to the difficulties 

involved in taking comprehensive notes during an interview, as well as the possible 

distracting and inhibiting effect this might have had on informants, I focused my note taking 

on the general tone' of the interviews and on any paralinguistic and kinesic features which 

may have influenced my interpretation of them. 

I relied on the audio tape (positioned slightly to the side and between myself and the 

informants) to capture the verbal elements of the interviews. In this way I was free to focus 

on interacting with the participants, while having later access to the verbal content in a form 

that did not rely on the vagaries of memory. Further, as the verbal component of the 

interviews can be repeatedly recovered for analysis without distortion, the reliability and 

validity of the observations can be strengthened (LeCompte and Goetz,1982:43). This does 

not, of course, deal with the possible effects that using a cassette tape recorder might have 

had on informant responses. Hitchcock and Hughes (1995: 1 70) note that much depends on 

how the interview is handled and the rapport that is developed with the interviewee. 

4.4.3 Implementing the Interviews 

As only the group 'Japanese ELICOS students' was investigated this limited the problems of 

access. However, as 'knowledge gathered is a function of who gives it' (LeCompte and 

Goetz, 1982:3 8) and including one person as an informant means excluding another, 

descriptions of the informants (see Table 6.1) and the selection process have been provided. 

This has, hopefully, indicated researcher biases and criteria used in selection as well as 

'dimensions significant to the informant and others in the group' (LeCompte and Goetz, 

1982:38). 
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4.4.4 Choosing the Informants 

Informant choices in the interview stage of the study were governed by the availability of 

informants from the target group (i.e. Japanese ELICOS students undertaking courses in 

Australia at the time of the study). By this I mean their willingness and ability to make 

themselves available for interviews. Initially, students were canvassed by staff to 

see who would be interested in 'helping' a teacher doing research. It was explained that I 

would need from one to three hours of their time and that participation would provide them 

with an opportunity to use and improve their English (an intrinsic reward for participation). 

The nature of the study was not explained except in so far as that I was interested in the ideas 

and opinions of Japanese students. As reported to me by the staff who carried out this initial 

procedure the students were very accepting of this explanation and did not request further 

clarification. From discussions with the same staff it appears that they did not attempt to 

'force' anybody to take part in the interviews although, in the case of one staff member, it 

appears that the benefits to the students' English was 'sold' rather enthusiastically. 

Subsequent discussions with and observation of the students involved confirmed the 

voluntary nature of their participation. 

A further, and important, factor influencing the selection of informants was their ability to 

communicate effectively in English (from my perspective). This means that they were able to 

communicate their ideas and emotions with a minimum of misunderstanding caused by 

language problems or that clarification could be arrived at with only a little effort on the part 

of the researcher. Informant profiles are presented in Table 6.1 in Chapter Six. 

4.4.5 Initial Meetings with Informants 

I arranged to meet the informants at their colleges prior to the interviews. There were several 

reasons for this. Firstly, I could explain the purpose of the study and its voluntary nature. 

Secondly, it allowed me an opportunity to assess the participants' English ability and it also 

allowed us to arrange mutually agreeable times to conduct the interviews (some of which 

directly followed the initial meeting) and for the informants to meet me and decide whether 

they wished to take part in the interviews or not. No informants were rejected or declined to 

participate in the study. 
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At the initial meetings the informants appeared to me to be quite comfortable with the idea of 

taking part in the interviews although perhaps a little apprehensive as to the demands it might 

put on them linguistically. It was stressed to the informants that the interviews were not a 

form of language test and their general purpose was explained. A general exchange of 

biographical data followed (initiated by myself). During this I was at pains to try to relax the 

informants and create an informal, relaxed atmosphere. I found being able to draw on my 

past experiences in Japan - the ability to chat about their home towns, the food and so on - 

helped to do so. 

I felt at ease with all the informants and experienced no negative feelings towards them. 

However, I found that I warmed particularly to informants 3 and 5. This was possibly due to 

their being older than the other informants as well as my natural response to their 

personalities and concerns. 

4.4.6 Conducting the Interviews 

The interviews were held on the colleges' premises in small classrooms made available for 

the purpose. The interviews were, with the informants permission, audio-taped. The taping 

did not appear to disturb the informants in any way that I could visibly detect. On the 

contrary, they seemed very relaxed and to regard it with equanimity. 

A question protocol, as previously described, was used to guide the interviews. All the 

interviews were conducted on a one to one basis with no other persons present. Although 

some of the students displayed an initial nervousness in the interviews, this appeared to soon 

disappear and all informants talked quite freely on the topics covered. Occasional frustration 

was shown by some informants when they had difficulty in expressing themselves clearly in 

English. 

The informants appeared open and friendly, and did not hesitate to voice their opinions, 

positive and negative. Concerns regarding the willingness of Japanese students to voice frank 

opinions due to cultural inhibitions against this appeared to be unfounded. The informants 

appeared to accept the assurances of confidentiality given. This, combined with the manner 

in which the interviews were conducted (I made particular efforts to be informal - but not 
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excessively so- and to avoid the taking of 'expert' or 'authority' type attitudes), and the 

intimacy encouraged by the one to one situation appeared to mitigate any possible adverse 

effects which might have arisen due to perceived status differences (e.g. teacher - student) 

between informants and interviewer. 

4.4.7 Interview Analysis 

After the interviews the audio-tapes were listened to and transcribed by hand. Any notes 

taken during the interviews were scanned for omissions and corrected, amended or expanded 

where it was felt necessary and while the interviews were still fresh in my memory. The 

interviews were transcribed onto standardized transcript pages which allowed the easy 

referencing of each interview and sections within them. The transcript pages were also part 

of the analytical 'toolkit' as, apart from their referential function, they provided, next to the 

transcripts, a parallel colunin for noting characteristics identified during the initial analysis. 

Following the transcription and checking of the data it was subjected to the four stages 

of analysis (emic and etic) identified with an ethnographic approach to research (Spradley, 

1979,   Goetz and LeCompte, 1984). In the first stage the transcripts were read and key words 

and phrases related to the research topic were identified, recorded and listed. These were 

then, in the second stage, classified into connected or related categories which could be 

termed 'themes' (Aronson, 1994). In this process the cut and paste functions of a word 

processor were invaluable as it allowed the building and modification of categories or themes 

to be dealt with relatively efficiently. This process of analysis has been described by Harvey 

(1990) as 'pile-building' and is one 'in which the ethnographic data are first read 'vertically', 

usually in chronological order, to identify common themes and relations which are then 

coded. The data are then literally cut up and reordered into 'piles' that reflect the key themes' 

(Wainwright, 1997:18). 

This process both reduced and clarified the number and type of categories as patterns were 

sought and manifested themselves. Essentially, this meant taking, in so far as possible, an 

emic perspective (or insiders' view) when building the initial categories and the connections 

between them and then progressing to an etic (outsider) perspective in which the patterns 

identified were considered in the light of other research and theory. 
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The development of an emic perspective in the first two stages of analysis required that the 

field materials - the notes and audio tapes - had primacy. That is, perspectives were drawn 

solely fiorn these. This emic perspective is a 'local' one in which the connections between 

categories that lead to the location of patterns are divorced from the wider world of research 

and theory. In regard to the manifestation of patterns, as Aronson (1994:2) has stated, it is 

relatively easy when studying the identified sub-themes or categories to see patterns emerging 

from the data. 

The third and fourth stages of analysis (which can be seen as one stage) involved, as stated, 

reviewing the literature and seeking areas of generalizability, congruence and divergence 

which helped to explain and illuminate the data. This led to some reassessment of original 

categories and their analysis. It may help the reader, if in doubt as to the nature of the 

analysis described, to refer to the results presented in Chapter Six. 

4.5 The Questionnaires 

The use of a questionnaire allowed the accessing of a larger number of students than was 

possible by interviewing alone. Also, as it was partially developed from the initial cursory 

analysis of the interviews it provided some opportunity to cross-validate the data previously 

gathered. The questionnaire also covered areas not of immediate concern to the study. These 

provided demographic and other data related to student attitudes to English, factors 

influencing their choice of study location and so on. 

4.5.1 Design 

A preliminary questionnaire was developed, in part based on the interviews (see earlier) and 

was informally trialled on native Japanese and English speakers before it was administered. 

The results of this trialling led to changes in format and language which, it was felt, improved 

the comprehensibility and efficiency of the questionnaire. 

initially written in English (Appendix 6), the questionnaire was later translated into Japanese 

(Appendix 7) by a native Japanese speaker. Considerable time was spent with the translator 

in an attempt to ensure, in so far as possible, that the translated version was as close in 



56 

meaning to the original as differences in the languages would allow. A later reading and back 

translation of the questionnaire by Dr. Sayuki Machida, then of the Department of Asian 

Languages of the University of Queensland, confirmed the essential accuracy of the 

translation. It was pointed out, however, that it would still be possible for some items to be 

misinterpreted (due to the particular structure or word being used carrying another meaning) 

but that this was thought to be unlikely given the context provided by the questionnaire. 

Another possible impediment to the completion of the questionnaire was the possibility of 

some respondents not understanding some of the kanji (Japanese ideographs) used. Again, 

this was thought to be unlikely but could not be completely ruled out. 

The Japanese version consisted of four separate sections spread over 11 pages. Each page 

was clearly headed 'confidential' and a highlighted heading on the first page asked 

respondents not to write their names on the questionnaires. The first section of the 

questionnaire was two pages in length. It consisted of demographic type questions and, apart 

from information on age, gender and so on, also sought information regarding previous 

English study. 

The second section was seven pages long. It dealt with student perceptions of the 

characteristics of a 'good' English teacher. Opinions were sought on 43 characteristics - 

which had been drawn from the initial analysis of the interviews and reflection on the 

literature. These questions made use of Likert scales which were judged to be the most 

suitable for use on an attitudinal questionnaire. These were followed by a question which 

asked respondents to list in rank order, from the characteristics described, the ones they saw 

as being the most important qualities of a good' English teacher. This was followed by an 

open ended question which asked the respondents to list in rank order any other important 

qualities that they thought a 'good' English teacher should have. 

The rationale behind the design of the second section of Part B of the questionnaire was 

firstly, to expose respondents to a variety of characteristics and encourage them to judge their 

individual importance. Following this, hopefully, they would then be in a better position to 

list those they saw as most important. Finally, the open ended question allowed the 

respondents, if they wished, to add characteristics which were of significance to them and 
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which had not been covered in the preceding sections. This design would seem to help 

counter problems associated with the necessarily finite nature of the questionnaire as well as 

the omission of characteristics not identified in the initial analysis of the interviews. 

It was also hoped that as the respondents proceeded from one section to the next they were 

increasingly sensitized to the issue, having had a chance to reflect on it, thus leading to more 

considered responses than might have been given otherwise. 

The third section, Part C, was concerned with their reasons for choosing to study English in 

Australia. It consisted often questions which made use of a five point True-False scale. 

Following this respondents were again asked to rank the five most important reasons for 

studying in Australia from the preceding questions. This was followed by an open-ended 

question asking respondents to list in rank order any other important reasons why they chose 

to study English in Australia. 

The last section again used a five point True-False scale to explore motivational factors 

behind the respondents' reasons for learning English. A total often questions were posed. 

4.5.2 Implementation 

Copies of both the Japanese and English versions of the questionnaire were sent to the 

participating colleges. The English version was included to provide the colleges with the 

opportunity to evaluate the contents of the questionnaire and raise any related concerns. As 

well as this it provided the colleges with the option of administering this version to 

non-Japanese speaking students and so reducing problems which may have arisen in in-class 

administration. Included with the questionnaires was a copy of a data collection protocol 

(Appendix 5). Further, prior to the distribution of the questionnaires I spent considerable 

time on the telephone or in person discussing the purpose and implementation procedures for 

the questionnaires with the staff involved. Despite this, uniformity of implementation cannot 

be assured. However, I feel all reasonable steps were taken to minimize associated risks. 

During class time the questionnaires and consent forms (Appendix 2) were distributed by the 

class teachers to students who consented to take part in the study. Students were asked to fill 

theni out at home or during free time and return them. 
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4.5.3 Analysing the Questionnaires 

The Likert scale results and the student rated section results were entered into a matrix 

(Appendix 8). In this way frequencies, average preferences and ratings could be easily 

calculated. Further, it allowed the application of statistical analyses to investigate the 

question of homogeneity and significance (discussed in Chapter 5). 

The write-in answers from the questionnaire were analysed in the same way as for the 

interviews and written responses with the exception that these responses were written in 

Japanese and had to be first translated into English. This was done separately by three 

bilingual Japanese, two of whom are professional translators. These translations were then 

compared by the two translators and the ones judged as most accurate were used in the 

analysis. 

After separate analysis of all data, that generated by the questiolmaires was examined for 

trends which confirmed or disconfirmed the data gathered in the interviews and essays. This 

was done by comparing the questionnaire results with the data drawn from the other 

instruments. In particular supporting and conflicting data were looked for. 

4.6 Student Essays 

With the aid of cooperating teachers a total of 61 student essays on "What is a Good 

Teacher?" were collected from Japanese students at three sites (Table 4.1) and subsequently 

analysed as described in section 4.8.2. The research plan called for the essays to be done 

some time before the administration of the questionnaire so as to reduce the risk of its 

contents influencing them. The purpose of this data gathering technique was to provide the 

subjects an opportunity to express their ideas on the topic in an unrestricted manner and the 

cross-validation of data gathered by the interviews and questionnaires. The responses varied 

in length from a maximum of a page to a paragraph. The length appeared to be primarily 

governed by the students' level of English. 

4.6.1 Implementation 

During regularly scheduled writing class time students at Sites A and C in Brisbane and Site 

D in Sydney were requested by their classroom teachers to write an English response to the 
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question "What is a Good English Teacher?" As for the questionnaire, a protocol was 

provided to attempt to ensure a degree of consistency in the administration of this part of the 

study. A total of 61 students - 36 from site A, 19 from site C and 6 from site D - provided 

useable written responses to the question (see section 4.8.2). Although requested in the 

protocol, only a few students recorded their class level or gender on their responses. 

So as to reduce the threat posed by subject expectancy, the purpose of the essay writing task 

was masked; students were not informed of its purpose until the completion of the task. At 

that stage permission to use the essays in the study was requested. Only those essays for 

which permission was received were used. 

4.6.2 Analysis of the Written Responses 

As for the interviews, central to the analysis of the written responses was content analysis. 

Again, the analysis was carried out by hand with relevant categories being highlighted, listed 

and categorized. Written responses which made direct reference to a student's current 

teacher, or which appeared to do so, were discarded on the basis of controlling for subject 

expectancy. Eight written responses were eliminated in this way. 

During the process of analysis, as frequency counts alone tell us nothing about the tenor of 

the references, particular attention was paid to the direction and intensity of the units 

analyzed. Direction in this case was primarily judged on dimensions of contrast such as 

favourable - unfavourable. In regard to intensity, the judging of which is admittedly even 

more subjective than that for direction, attempts were made to analyse the emotional impact 

of the units identified. To further clarify the nature of the units selected the contexts in which 

they were embedded were also considered. 

4.7 Ethical Considerations 

As described earlier, permission to conduct the observation was obtained from the College 

authorities and the teachers directly involved. The students involved were canvassed by the 

teachers and, as reported to me, raised no objections to participation. On the contrary, they 

were quite willing to participate in the study, and each gave consent in writing (see Appendix 

2). The voluntary nature of participation was stressed as was their right not to provide 
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information they did not wish to. Further, it was explained to the participants that they could 

withdraw from the study at any time. 

It was made clear to all those involved that confidentiality would be observed in regard to the 

Colleges themselves and the informants. This was acceptable to the administrations of the 

different colleges. More problematic was the issue of students involved having access to the 

study if they wished, as limited English language ability and other factors such as holidays 

and return to home countries made this more difficult. I had to rely on the assurances of the 

staff and the students themselves that this was not of great concern to them and that the 

anonymity of the study provided sufficient "protection". The level of trust extended to me by 

the students and institutions was, then, quite high. This perhaps was a consequence of my 

professional profile and personal contacts within the colleges in the case of the institutions, 

and the inherent trust students have in teachers to behave ethically in the case of the 

participants. 

4.8 Limitations of the Research 

The study suffers from a number of limitations outlined below. 

As the interviews and written responses were in English and this is not the students' native 

language, this may have proven a barrier to understanding and also to their expressing 

themselves in as clear, effective and nuanced a maimer as they may have been able to in 

Japanese. One word is not the same as another and limited lexico-grammatical resources 

may have led to avoidance or substitution of certain words and concepts with a distorting 

effect on the data gathered. The questionnaires, being in Japanese, help to redress this 

problem of language to some extent, as points avoided or understated in the interviews and 

essays, due solely to language problems, may occur in the questionnaires, particularly as an 

open-ended component was included. 

In regard to sampling, recall that the study made use of both samples of convenience (in the 

questionnaires and essays) and volunteer samples (in the interviews) and, as these are 

non-probability samples, statistical inferences from the data cannot be made (Johnson, 

1992:111). However, it is certainly possible to make reasoned generalizations on the basis of 
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the data - keeping in mind that this is a pilot study and refinements in methodology may be 

made in future, better resourced and larger scale studies. Related to the above was the 

smallness of the questionnaire sample size due to the withdrawal of one centre from the study 

and the reluctance of other centres to participate. 

Bias is always an issue - that of researcher and subjects as well as the bias introduced by 

non-response. I have attempted to address these issues by making my background explicit, 

using an interview protocol for all interviews, masking the central purpose of the interviews, 

questionnaires and written responses, providing details of respondents wherever possible and 

through the anonymity, explicitly explained, provided to all participants. Also, the provision 

of full descriptions of the process of data analysis as well as accessibility to the data itself 

will, hopefully, help to mitigate the effects of bias. 

Subjectivity which may have been introduced in the categorization of the data from the 

interviews and written responses has to be balanced against their open-ended nature which 

did not impose preset categories on the students and thus limit or direct their responses. In 

the interviews, in particular, as pointed out elsewhere, misunderstandings can be dealt with, 

clarification sought and new avenues of enquiry opened. 



Chapter V 

Quantitative Findings 
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5.0 Introduction 

Thirty-two questionnaires were returned from two ELICOS centres. Information about the 32 

respondents drawn from Part A of the questionnaires is presented in Table 5.1 below. 

Table 5.1 Overview of Questionnaire Respondents by Age, Gender and Administration Site 

Site A 
Age Group -20 20-25 25-29 30-3 5 36-40 40 + Total 

Male 2 1 2 1 0 1 7 
Female 5 8 1 0 0 1 15 
Total 7 9 3 1 0 2 22 
Site C 

Male 1 0 2 0 0 0 3 
Female 4 3 0 0 0 0 7 
Total 5 3 2 0 0 0 10 
Sites A & C 
Total Male 3 1 4 1 0 1 10 
Total Female 9 11 1 0 0 1 22 
Total 12 12 5 1 0 2 32 

This chapter is mainly concerned with presenting an analysis of the data from the two 

sections of part B of the questionnaire that are amenable to quantitative analysis. Due to their 

open-ended nature, the results of the third section, consisting of write-in answers regarding 

other good' English teacher characteristics supplied by the students themselves, have been 

treated in the following chapter. Twelve students opted to provide such responses. Also, the 

chapter concludes with a brief consideration of the data drawn from parts C and D of the 

questionnaire, which are concerned with student reasons and motivations for studying in 

Australia. Results of the questionnaires (with the exception of the write-in responses which 

are treated in Chapter Six) are reported in full in Appendix 8. 

5.1 Characteristics of a Good English Teacher 

Recall that Part B of the questionnaire utilised three sections to inquire into the characteristics 

of GETs. The first two of these essentially formed closed sets. The first was a Likert scale 

section consisting of 43 statements on each of which students were asked to rate their 

agreement. These were then ranked in order of their average scores (see section 5.1 .2 for a 
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discussion of the justification for this). The next section asked the students to list in order of 

decreasing importance up to five characteristics from the preceding 43. These were also 

subsequently ranked by their average scores (see section 5.1.4). The final section, which 

asked for write-in answers, allowed the respondents to add in rank order any other important 

characteristics of GETs they saw as important. 

5.1.1 Likert Scale Results 

In Part B of the questionnaire similar rankings of particular characteristics in both the Likert 

scale section and the student selected items section could be due, in the first case, to many 

students seeing them as possessing some degree of significance and, in the second, a smaller 

number of students selecting them as being of great importance. Thus, in order to present a 

clearer picture, the tables given below provide not only averages but information on the 

number of positive responses for each item. The averages were computed by assigning the 

response given to each characteristic its equivalent numerical value, summing these values 

and dividing the totals for each by the number of respondents. The number of positive 

responses for each item was calculated by summing all the positive responses given, 

including any intermediate values. 

When the students' degree of agreement or disagreement with the 43 items given in the initial 

section of Part B were averaged on a -2 to +2 scale (that is from 'strongly disagree' to 

'strongly agree' with 0 as the mid-point, representing 'undecided'), and as can be seen in 

Table 5.2 below, these ranged from +1.42 for 'explains well' to -0.86 for 'reserved'. Of these 

43 Likert items only nine achieved averages of 1.0 or greater, that is, equivalent to an average 

judgment of 'agree' or greater. 

Note that, in Table 5.2 the characteristics are listed in descending order of their average 

scores. Due to the weightings given individual responses (e.g. one for 'agree' and two for 

'strongly agree'), the number of 'agree' responses for an item may not directly correspond to 

that item's rank order. Items which are out of rank order have been put in bold face type. 

Different approaches can be taken to deciding which items are out of rank order. I have opted 

to consider any item which comes after another item with a lower number of 'agree' 

selections to be out of order. 
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Table 5.2 Likert Scale Results 

Item Characteristic - Agree Average Rank Standard Deviation 
23 explains well 31 1 .42 1 0.661 
17 skillful 30 1.41 2 0.712 

friendly 29 1.25 3 0.622 
18 knows a lot about English 29 1.14 4 0.662 
2 enthusiastic 28 1.13 5 0.832 
24 observes students carefully 28 1.13 6 0.707 
7 fair 26 1.11 7 0.964 
31 corrects mistakes immediately 26 1.06 8 0.669 
22 speaks clearly 26 1.02 9 0.723 
12 sense of humour 26 0.98 10 0.602 
5 caring 24 0.91 11 0.892 
28 sympathetic 27 0.91 12 0.465 
32 helps students with work outside 23 0.89 13 0.759 

class time 
4 kind 24 0.88 14 0.870 
11 stimulating 24 0.83 15 0.747 
9 funny 20 0.81 16 0.820 
3 energetic 21 0.75 17 0.803 
20 experienced 20 0.73 18 1.031 
35 mature 21 0.73 19 0.897 
33 helps students with personal 18 0.7 20 0.791 

problems outside class time 
43 makes shy students take part 20 0.7 21 0.728 
15 well prepared 20 0.66 22 0.865 
14 well organized 23 0.63 23 0.870 
6 helpful 17 0.56 24 0.981 
16 well qualified 20 0.55 25 0.855 
13 even tempered 21 0.5 26 1.016 
25 native speaker 18 0.5 27 0.803 
8 patient 14 0.44 28 0.759 
30 corrects homework quickly 15 0.28 29 0.924 
37 businesslike/brisk 13 0.28 30 0.771 
34 uses games in class 12 0.27 31 0.897 
10 serious 13 0.25 32 0.842 
41 lets students do most of the talking 

in class 8 0.13 33 0.870 
42 teaches a lot of grammar 7 0.08 34 0.741 
19 strict 5 -0.05 35 0.573 
21 has taught outside Australia 5 -0.06 36 0.963 
29 well dressed 11 -0.08 37 0.899 
40 demanding 9 -0.09 38 0.734 
27 can speak another language 7 -0.34 39 1.124 
26 young 5 -0.53 40 1.077 
36 quiet 2 -0.59 41 0.756 
38 old 2 -0.69 42 0.859 
39 reserved 1 -0.86 43 0.795 
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In regard to their average scores, of the ten items which averaged almost 1.0 or higher - that is 

'agree'- ('explains well', skillful, 'friendly', 'knows a lot about English', 'enthusiastic', 

'observes students carefully', 'fair', 'corrects mistakes immediately', 'speaks clearly', 'has a 

sense of humour') the first two - 'explains well' (1.42) and 'skillful' (1.41) - are noticeably 

prominent. This suggests that, even though not demonstrated statistically, these latter two 

characteristics could possibly be of greater significance than any other items. This tends to be 

supported not only by the total number of positive responses they received and which other 

items closely approach (e.g. 'friendly', 'knows a lot about English', 'enthusiastic' and 

'observes students carefully') but particularly by the relatively high number of 'strongly 

agree' choices of each (15 and 16 respectively) compared to other items, the next closest of 

which are, 'fair' and 'friendly' with 12 and 11 'strongly agree' choices each respectively (see 

Appendix 8). 

The next item, 'friendly' (1.25), appears somewhat isolated between the two highest 

averaging items and the next closest cluster. As noted above 'friendly' also has a significant 

number of 'strongly agree' responses (11) compared to most other items (it is exceeded only 

by 'fair' with 12) and unlike the first two items received no negative mentions. Although 

friendly  scored noticeably lower than the two highest characteristics, it turns out that the 

difference is not actually statistically significant (even at p <0.05). Still, the fact that even 

this highest affective characteristic does not rank higher than the two professional 

characteristics 'skillful' and 'explains well' is interesting, since it is in contrast with earlier 

research (Hadley & Hadley, 1996; Katz, 1988; Jacobson, 1982) which suggested that 

affective characteristics may be more significant than professional ones. 

In terms of both averages and the frequency of agree' and 'strongly agree' choices there is 

little to separate 'knows a lot about English', 'enthusiastic', 'observes students carefully' and 

'fair' except, as already noted, that 'fair' received the third highest number of 'strongly agree' 

choices. In fact, of the seven items following 'friendly' (including the above as well as 

'corrects mistakes immediately', 'speaks clearly', and 'has a sense of humour') there is only a 

spread of approximately 0.12 between the highest and lowest averaging ones. This degree of 

separation is clearly not statistically significant. 
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From this point onwards, from 'caring' to 'patient', the average scores of the items tend to 

drop fairly steadily, if in relatively small increments . However, a very noticeable divide can 

be seen between 'corrects homework quickly' (0.28) and the other items clustered near it 

('businesslike/brisk', 'uses games in class', 'serious') and the preceding item, 'is a native 

speaker' (0.44). The last two positively rated items -'lets students do most of the talking in 

class' (0.13) and 'teaches a lot of grammar' (0.08) - show a clear separation from the 

preceding items and are the two positive items over which students show the most indecision. 

The nine items which received negative averages were 'strict', 'demanding', 'has taught 

outside Australia', 'well dressed', 'can speak another language', 'young', 'quiet', 'old', and 

'reserved'. Of these the last seven were negatively rated by more than one third of the 

respondents and received from two to seven 'strongly disagree' ratings each. The last three 

items are notable due to their particularly low frequencies of positive assessment (two each 

for 'quiet' and 'old' and one for 'reserved'). 'Reserved' is particularly noteworthy for its 

great frequency of negative ratings as well as sharing the equal highest number of 'strongly 

disagree' selections (7) with 'young'. The willingness of students to give both strongly 

positive and negative responses to various items suggests that they felt no particular need to 

give agreeable' answers as might have been expected of Japanese students. 

5.1.2 Average Figures and Cluster Analysis 

In summarizing the results of each of the 43 student rated items in Part B of the questionnaire 

a single average figure, ranging between negative and positive two, has been used to 

represent the results. The question of whether this is justified or not depends on the 

homogeneity of the group, as any group of learners is likely to diverge in a number of ways 

such as cognitive styles and attitudes to teaching and learning. 

An initial perusal of the results (Appendix 8) would appear to suggest that several students 

(B 1, 137, B 16, B 19) hold quite divergent views to others. In order to investigate this question 

of homogeneity, and following a suggestion from Dr. Ian Isaacs of Northern Territory 

University, cluster analysis was applied.3  

Due to my lack of access to a suitable program in Japan the analysis was carried out by Dr. Paul Black of 
Northern Territory University, using the Statview program on a Macintosh computer. 
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Based on their responses to the 43 Likert items, correlation coefficients were calculated for 

each pair of the 32 students. As the scale used for ranking each of the items consisted of only 

five points (although some students did mark intermediate values) this resulted in many tied 

values. Consequently, following advice from Hatch and Lazaraton (1991:453-454), 

Kendall's tau rather than the more common Spearman's rho was used. The results are given 

in Appendix 9 in a lower half matrix without the diagonal, as the full matrix would be 

symmetrical with values of 1.000 along the diagonal. 

Attempts at cluster analysis did not reveal any clear divisions into sizable subgroups, as one 

might expect from an inspection of the table in Appendix 9. This table is organized so that 

the most similar students tend to be adjacent, with the more deviant students at the beginning 

of the table. The first two stand out as individuals whose results do not correlate well with 

each other or with anyone else's: the coefficients of student Bi ranged from -.319 to .166, 

while those of B 19 ranged from -.143 to only .171. Of the coefficients for the remaining 30 

students, only three are negative, and about 70% lie between .300 and .689. Attempts to 

cluster these thirty students yield different results depending on the approach used, which 

suggests that the clusters found by any one approach are not particularly significant. Note 

that if these 30 students involved are grouped by their highest correlations with other 

students, then they all eventually join a single group by virtue of correlations of .433 or 

higher - or .527 or higher for the last 26 students in the table - which does not suggest great 

variability considering that the highest value is only .689. 

The correlations in Appendix 9 thus single out the results for the first two students (B 1 and 

B 19) as unusual, but for the others they suggest that the results can be viewed as variations on 

more or less the same point of view, rather than several distinct ones. Therefore, it seems 

reasonable to report the results for the Likert items as averages. 

5.1.3 Polarisations 

Further examination of the data in Appendix 8 reveals that in terms of 'strongly agree' and 

'strongly disagree' selections a number of items reflect varying degrees of polarisation in 

students' views. That is, these items elicited both strongly positive and negative responses. 

The 12 items which demonstrate such polarisation are - 'enthusiastic', 'fair', 'mature', 'well 

prepared', 'well organized', 'native speaker', 'patient', 'uses games in class', 'serious', can 
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speak another language', 'teaches a lot of grammar' and 'young' - the most noticeable of 

which are 'can speak another language' and 'is a native speaker'. 

Of the thirteen items given above, the results of the statistical analysis suggest that in terms of 

standard deviations the following four items in particular; native speaker, young, can speak 

another language and mature, be checked for polarisation as they all exceed a standard 

deviation of 1.0. This is in contrast to the rest of the 43 characteristics which range from 

approximately 0.6 to 0.9. Indeed, as mentioned above, the two most noticeable of these are 

'can speak another language' and 'is a native speaker'. 

The existence of polarisations, however minor, regarding certain characteristics suggests that 

there is a risk some ELICOS students will be alienated or disgruntled to some extent if these 

characteristics are present or absent in their teachers - which seems to be an almost inevitable 

consequence of the diversity of student expectations, experiences and learning styles. In 

particular, whether an ELICOS teacher is a native speaker of English or not would seem to be 

an issue that might loom large for some students. Having a non-native speaker teacher may 

run counter to their beliefs or expectations about language learning in general and what the 

language learning experience in Australia, in particular, should entail. Recall, the discussion 

of English language schools in Japan in Chapter 2 in this regard. However, other students, 

for whatever reasons, may feel disadvantaged by having a native speaker teacher. 

It is perhaps worth noting at this stage that, although possible, the negative attitudes 

expressed towards some characteristics seem a little odd. It is hard to imagine why, for 

example, the characteristics 'explains well', 'skillful' and 'fair' would not be seen as a 

positive and desirable characteristics in an English teacher. The question arises as to whether 

these are different but considered responses or simply due to error or carelessness in 

responding to the questionnaires. 

5.1.4 Student Ranked Results 

From the preceding 43 items the students were asked to select and list in rank order those five 

they considered to be most important. A total of 28 of the 32 respondents elected to complete 

this section and 32 distinct items were listed. These are presented in Table 5.3 below which 

shows both weighted totals, averages and the frequency of choice of each item. 
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Table 5.3 Student Ranked Results 

Characteristic Item Frequency Weighted Average 
of choice Total (wt) (wtlno. of 

responses) 
skillful 17 18 57 2.04 
explains well 23 17 49 1.75 
friendly 1 10 36 1.29 
enthusiastic 2 9 34 1.21 
speaks clearly 22 10 32 1.14 
fair 7 9 30 1.07 
observes students carefully 24 8 22 0.79 
knows a lot about English 18 7 20 0.71 
sympathetic 12 5 16 0.57 
native speaker 25 4 14 0.50 
patient 8 3 12 0.43 
experienced 20 3 11 0.39 
stimulating 11 4 10 0.36 
sense of humour 5 2 10 0.36 
well prepared 15 4 9 0.32 
funny 9 4 7 0.25 
kind 14 2 7 0.25 
well qualified 16 1 5 0.18 
young 26 1 5 0.18 
can speak another language 27 1 5 0.18 
corrects mistakes 31 3 4 0.14 
immediately 
observes students carefully 6 2 4 0.14 
lets students do most of the 41 2 4 0.14 
talking in class 
kind 4 2 3 0.11 
mature 35 2 3 0.11 
strict 19 1 3 0.11 
uses games in class 34 1 2 0.07 
energetic 3 1 1 0.04 
sympathetic 28 1 1 0.04 
helps students with work 32 1 1 0.04 
outside class time 
helps students with personal 33 1 1 0.04 
problems outside class time 
makes shy students take part 43 1 1 0.04 

The weighted totals were arrived at by assigning each item a numerical value ranging from 

five, for the items listed as most important', to one for the items given as 'fifth most 

important'. As the students were asked to rank the characteristics in their order of preference 

it does not seem unreasonable to assign those items ranked earlier a higher weighting. The 
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averages are simply the result of dividing the weighted totals by the number of respondents to 
each item. 

Although I have listed the items in descending order of their weighted totals, it could be 
argued that frequency of choice is perhaps a better guide to the relative significance of the 
items than the other measures, as it is not clear that students' second, third or other choices 
are worth exponentially less than the others. That is, an item listed fifth may not be actually 
worth five times less than one listed first. However, important though this may be 
theoretically the rather close correlation between item frequency and averages amongst the 
top ten characteristics - 'enthusiastic' and 'speaks clearly' demonstrating only minor 

variation - tends to make this a moot point in their regard. 

There is a high degree of consistency between the highest averaging Likert items and the 
student ranked ones. in fact, of the first nine characteristics, as listed by their average scores 
in the Likert section, eight of them are repeated, with minor variations in order, as the 'top' 
eight in the student ranked listings. The exception is 'corrects mistakes immediately' which 
was listed seventh in the averaged Likert scores, but which was chosen by only two students 
in the student ranked section and thus appears relatively far down the list in equal 18th place. 

In terms of all measures, 'skillful' and 'explains well' clearly stand out as the most significant 
items. Both of these items were selected much more frequently - 18 and 17 times 
respectively - and achieved noticeably higher averages (2.04 and 1.75) than the next closest 
items -iriendly', 'enthusiastic' and 'speaks clearly' (1.29, 1.21 and 1.14)- which had 
frequencies of ten, nine and ten respectively. As 'skillful' and 'explains well' were the same 
two items, although their order is reversed, which were most prominent in the Likert ratings 
they are of particular interest. 

The list of student selected items exhibits a fairly rapid decrease in the frequency of selection, 
with each of the last 23 items being selected by four or less students each. This divide in 
frequency of selection could be considered a fairly good indicator of item importance. 
However, as briefly discussed earlier in regard to the Likert selections, it should be kept in 
mind that, although in a minority, other strongly felt student choices should not be 

discounted. For example, 'can speak another language' and 'young' which both received 
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negative averages in the Likert section, but which nevertheless did receive some positive 
ratings, also appear in the student ranked section. 

5.1.5 Consistency 

Have the students been consistent in their responses? For example, in the Likert responses 
(Table 5.2) the characteristics 'is young' and 'is old' both received negative averages. This 
may seem inconsistent but may be only an apparent inconsistency. It may simply reflect the 
fact that most of the respondents did not consider age in general, and hence either of these 
characteristics to be significant. 

An examination of the data allows for further consideration of this issue of consistency. 

Some changes in position are, perhaps, inevitable and to be expected as students, hopefully, 
reflect on their choices. In fact, the high degree of correspondence between those 

characteristics which fall in the upper reaches of each section would appear to reflect a degree 
of stability in those characteristics most valued by students in each section. However, some 
degree of prudence seems to be indicated in interpreting the results. 

Looking at the two sets of data some apparent anomalies can be seen (Appendix 8). For 

example, student A9 has ranked item nine 'is funny' as the last choice in the student selected 
section, yet this was the only item which was selected as 'strongly agree' in the Likert ratings 
section. 

Another student, B9, stands out as being remarkably inconsistent having ignored his only two 
'strongly agree' items (items 34 and 41) in the first section and then listing as the first two 
most important items characteristics earlier listed as 'strongly disagree' and 'disagree' (items 
2 and 17). Are the examples given above the result of a major reassessment of their 
importance in relation to other items, an indifference to completing the questionnaire 
thoughtfully, or a confusion of the order of ranking? Unfortunately, we do not know. 

Regardless, of the 28 respondents, 16 were fully consistent in their responses and a further 
nine showed only what could be termed minor inconsistency by occasionally promoting 
characteristics rated lower than others in their initial ratings to greater importance in the 
student ranked ones. This inconsistency is perhaps the result of reflection and reordering of 
initial responses in response to the nature of the task in that section of the questionnaire. 
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5.2 Part C of the Questionnaire 

Parts C of the questionnaire provides some insight into student motivations for studying 

English in Australia. Thirty-one of the 32 respondents completed this section of the 

questionnaire (full details are given in Appendix 8). 

In this section students were given a list often statements regarding reasons which may have 

influenced their decisions to study English in Australia. A five point Likert scale format was 

used to record responses with the mid-point - a neutral response - equating to zero and the 

positive and negative extremes to +2 and -2 respectively. In Table 5.4 the results are 

presented as percentages. These were arrived at by dividing the total number of positive, 

negative and neutral responses for each question by its number of respondents and 

multiplying the result by one hundred. 

In terms of agreement with the truth or falsity of the statements given it can be seen in Table 

5.4 that the students showed a high degree of agreement with the perceptions that Australia is 

cheap (84%), safe (81%) and has a very interesting natural environment (75%). The 

remaining seven items show decreasing levels of agreement ranging from 56 percent for 'is 

closer to home than other English speaking countries' to nine percent for 'a travel agent or 

study abroad counselor recommended studying in Australia'. 

Table 5.4 Student Agreement with Reasons for Coming to Australia - Likert Ratings 

Question No. lln Agree Neutral Disagree 

4. Australia is cheap 87 0 13 
1. Australia is a safe country 84 0 16 
5. The natural environment is very interesting 80 6 13 
9. Australia is closer to home than other English 

speaking countries 61 10 29 
8. I want to study at an Australian college or 

university 45 13 42 
6. The quality of the English courses is good 40 20 40 
10. I want to live in Australia (immigrate) 35 13 52 
7. I have family or friends living in Australia 32 3 65 

 A friend recommended that I 
study English in Australia 13 6 81 

 A travel agent or study abroad 
counselor recommended studying in Australia 9 0 90 

All figures have been rounded off 
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The next section of part C asked students to list from one to five in rank order the statements 

which were most important in their deciding to come to Australia. When these student rated 

results are considered it can be seen that the first four items listed in the Likert ratings recur 

as the four most highly ranked ones, although the order of the first two items is reversed. The 

next three items, although varied in order, also recur. The last three items remain unchanged 

from their order in the Likert ratings. 

Table 5.5 Student Selected Most important Reasons for Coming to Australia Listed in 
Descending Order of Frequency of Total Positive Selections 

Frequency of Positive Selections 

No. Item Rank: 1 2 3 4 5 Total 

1. Australia is a safe country 12 6 5 3 1 27 

4. Australia is cheap 3 8 7 4 2 24 

S. The natural environment is very 4 9 5 4 0 22 
interestmg 

9. Australia is closer to home than 1 1 3 4 6 15 
other English speaking countries 

10. 1 want to live in Australia 1 1 1 2 4 9 
(immigrate) 

6. The quality of the English courses 1 2 3 1 1 8 
is good 

7. I have family or friends living in 3 1 0 0 2 6 
Australia 

8. I want to study at an Australian 2 0 0 3 1 6 
college or university 

2. A friend recommended that I - - 1 - 1 2 
study English in Australia 

3. A travel agent or study abroad  

counselor recommended studying 
in Australia 

Although provided with an opportunity to add and rank items not included in Part C which 

were also of importance to them but which had not been listed on the questionnaire, none of 

the students elected to do so. 



74 

It appears from the above that the main reasons students have elected to study in Australia are 

pragmatic and have little to do with the quality of English education. If conditions of safety, 

economy, and interest were better met elsewhere this might have a significant effect on their 

choice of study destination. These issues may be mitigated or be of little consequence, in the 

case of some students, due to motivational factors such as the desire to study in an Australian 

institution or to immigrate. 

5.3 Part D of the Questionnaire 

Part D provided an opportunity to look at reasons that motivate students to learn English by 

asking them to rate their degree of agreement or disagreement with the truthfulness of ten 

statements in this regard. Again, as for Part C of the questionnaire, a five point Likert scale 

was used and the same number of respondents (3 1) completed this section (Appendix 8). 

Student responses to the statements are given below in Table 5.6. Statements are listed in 

descending order of positive frequency. Note, however, that the values given under 'T" and 

F" in the table represent the combined totals for all positive and negative responses 

respectively. 

Table 5.6 Student Motivations to Learn English - Ranked by Frequency of Positive 
Responses 

Item Rank 
I N F Total 

English is an international language (8) 28 2 1 31 

I want to learn the language and culture (7) 26 3 2 31 

24 2 5 31 

24 6 1 31 

18 6 7 31 

17 9 4 30 

10 6 15 31 

7 4 20 31 

1 4 26 31 

0 3 26 29 

Item numbers are given in brackets. 

I like English (1) 

English will help me in my job/professionlstudy (2) 

I want to make English speaking friends (9) 

I wanted to travel overseas (4) 

I want to go to university or college in an English 
speaking country (10) 

It is fashionable to learn English (3) 

My parents want me to learn English (5) 

My boss/company wants me to learn English (6) 

T= True N= Neutral F= False 



75 

As can be seen in the table above the status of English as an international language and a 

desire to learn the language and culture are the items with which students most often agree. 

The former's status, perhaps, contributes in some part to the latter. These are closely 

followed by items one and two ('I like English' and 'English will help me in my 

job/profession/study'). 

Of the ten items given, those which were most frequently rated as very true (equivalent to +2 

on the five point Likert scale) were questions two, eight, seven and one which received 16, 

15, 13 and 12 very true selections each, respectively. These items were; 'English will help 

me in my job/profession/study', 'English is an international language', 'I want to learn the 

language and culture' and 'I like English'. Although their order is different these are the 

same most highly rated items given in Table 5.6. The first two items may reflect the role of 

English in the modern world and the perceived benefits which accrue to being able to use it 

either in the iminediate future or in general. It is not surprising to find the latter two items 

similarly rated as, although not necessarily driven by the same motivations, they may well be 

so. 



Chapter VI 

Qualitative Findings: 

Student Voices 
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6.0 Characteristics of the 'Good' English Teacher: Student Voices 

The words of the students themselves are an important component of this research and, 

despite the pitfalls associated with their collection and interpretation, can lend to research a 

vibrant immediacy, a richly textured, layered and personal dimension which may otherwise 

not be manifest. 

In the following, therefore, I have attempted to bring out in a principled manner, using the 

three major categories derived from the essays and interviews as an organisational 

framework - 1) Affective Factors, 2) Professional Factors, 3) Other Factors- the central 

findings of the analyses of the interviews, students' essays, and the write-in answers from the 

questionnaires, in such a way as to allow the students' voices to speak to the reader as 

directly as possible. At the same time I have attempted to balance these within the context of 

the quantitative findings given earlier. 

In reading the sections below, as students repeatedly referred to their high school language 

learning experiences, it should be kept in mind that there are radically different contexts 

which may underlie the respondents' judgments of what makes GETs. The ELICOS centre 

and classroom are a world apart from the Japanese high school and classroom. They are 

products of different imperatives - cultural, historical, educational, philosophical and 

economic. The former caters to a specific function, the provision of language education in 

various forms (and is usually motivated by financial concerns). The latter is set in a far more 

complex web of duties and obligations in the service of its society and has wider aims. The 

two systems (if the ELICOS industry can be so termed) respond to different pressures for 

different ends. In regard to the Japanese system, these are more fully described in Chapter 

Two. 

Extracts from the different data sources are distinguished by different referencing systems. 

Extracts from the interviews are referenced in the following maimer: (1,1,14). In the example 

given, the first number refers to the interview number, the second to the relevant transcript 

page, and the last to the line number/s on that page where the quote can be found. In regard 

to student essays the following system applies: 'GAl '- where the 'G' stands for group, the 

following letter (in this case 'A') designates the centre from which the essays originated, and 

the number represents the essay reference within the group. Therefore GA I indicates the 
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extract or reference is from essay number one of group A. Extracts from the write-in answer 

section of Part B of the questionnaire are referenced as follows - SAl - where S stands for 

student. The letter and number which follow give the student reference on the matrix in 

Appendix 8. 

Profiles of the five informants who took part in the interviews are give in Table 6.1 below. 

Table 6.1 Informant Profiles 

Informant No. I 3 4_ 

Institution A A B B B 

Age 23 24 26 20 27 

Sex M F F M M 

Language level LI I I-H HI 1711 

Education HS HS/JC HS HS(I) U 

English study in 

Japan HS/ECS HS/JC HS HS(I) HS/U 

Australia E E E HS(A)/E E 

Time in Australia im im 4m lyim 

KEY: LILow Intermediate IInterrnediate Hlhigh Intermediate HS=High School 
JCJunior College UUniversity (I) = International (A)Australia  
EC SEnglish Conversation School EELIC OS centre mmonth  yyear 

6.1 Analysing the Interviews, Essays, and Write-in Answers 

As described in Chapter Four (pages 56, 61), the interviews, essays and write-in answers 

were analysed using a multi-stage reductive process of categorisation involving both ernic 

and etic perspectives. In the first stage initial categories were arrived at by the simple process 

of highlighting and then listing words, phrases and longer utterances relevant to the study 

from the essays, interview transcripts and write-in answers. Recall that it was on the 

descriptors identified in the initial cursory analysis of the interviews and those found in 

related studies that the questionnaire items were based. Tables 6.2 and 6.3 below, show the 
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categories identified in the initial analysis of the interviews and essays grouped under broader 
stage two categories. The frequency of occurrence of the descriptors is also shown. 

Table 6.2 Key Word Analysis of Student Essays 

Affective Factors Frequency 
References to Teacher Personal Characteristics 
Empathetic/Understanding/Sympathetic* 14 
Fun/Hurnourous* 10 
Kind* 9 
Friendly/Pleasant* 8 

Patient S 
Caring* 5 

Cheerful 1 

Tolerant 

Good personality* 

Good relations with students* 

Subtotal 

Professional Factors 

References to Teacher Skills, Approaches and Professional Behaviours 

4 

58 

Skilful* 10 
Knowledgeable* 8 

Explains well* 5 

Uses students' interests/Motivating* 4 

Provides academic guidance 2 

Teaches a lot of grammar 2 

Knows a lot about gramrnar* 1 

Doesn't waste time 

Well prepared/Organised* 1 

Speaks English well 1 

Make students speak a lot 1 

Enjoys teaching 1 
Subtotal 37 

Total 95 
Key: An * denotes a characteristic also listed in the key word analysis of the student 
interviews. 
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Affective Factors 
Reference to Teacher Characteristics 

Accessible 

Fulrny* 

Energetic/enthusiastic 

Kind* 

Caring* 

Warm! 'good' personality* 

Good relations/interaction with students*  

Empathetic 

Friendly 

Motivated 

Helpful 

Brisk 

Subtotal 

Professional Factors 

Reference to Teacher Skills, Approaches and Professional Behaviours 

Skilful * 

Strict 

Knowledgeable* 

Uses students' interests/Motivating* 

Corrects errors 

Fair 

Well prepared* 

Is a hard worker 

Explains well* 

Rewards/praises students' correct answers 

Observes students carefully 

Accepts questions from students and answers/explains 

Subtotal 

Other Factors 

Teacher has overseas teaching experience 

Is a native speaker of English ('Western') 

Frequency 

3 

3 

3 

2 

2 

2 

2 

1 

1 

1 

22 

4 

2 

2 

2 

2 

2 

1 

1 

1 

1 

1 

11 

20 

2 

2 
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Table 6.3 Key Word Analysis of Interviews (continued) 
Other Factors (continued) Frequency 
Has good pronunciation 2 
Is female 

Is young 

No program for speaking and listening 1 

Poor/ineffective teaching system 1 

Overemphasis on examinations 

Unchanging pattern of teaching 1 

Over strictness 1 

Subtotal 13 

Total 55 
Key: An * denotes a characteristic also listed in the key word analysis of the student essays. 

Although the frequency of occurrence of individual characteristics in the tables above may 

reflect their significance, such a direct relationship cannot be assumed. The frequency with 

which an item does or does not occur may be related to issues of language ability (eg. lack of 

vocabulary), an idea not occurring at the time of data collection, the limited number of 

interviews conducted (five) and so on. Also, as discussed in section 4.6.2, frequency counts 

tell us nothing about either the context or the intensity of the responses. 

The next stage of analysis, in which an etic perspective was sought, involved going into and 

reflecting on the literature on teacher characteristics and related issues and attempting to 

identify areas of congruence or incongruence with what I had found in my stage two analysis 

and considering and relating them 

From this combination of emic and etic analysis I arrived at the three final organisational 

categories - 1) Affective Factors, 2) Professional Factors, 3) Other Factors - under which 

individual characteristics could be grouped and which provide a framework for the data. 

These organisational categories, as I have applied them to the 43 characteristics given in Part 

C of the questionnaire, led to the groupings shown in Table 6.4 below. 
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Table 6.4 Classification of the Questionnaire Characteristics (Part C) into the Three Major 
Organisational Categories. 

Professional Factors 
helpful (6) * 
well organized (14) 
well prepared (15) 
well qualified (16) 
skillful (17) 
knows a lot about English (18) 
explains well (23) 
observes students carefully (24) 
corrects homework quickly (30)  

corrects mistakes immediately (3 1) 
helps students with work outside class time (32) 
helps students with personal problems outside 
class time (33) 
uses games in class (34) 
businesslike/brisk (37) 
lets students do most of the talking in class (41) 
teaches a lot of grammar (42) 
makes shy students take part (43) 

Affective Factors 
friendly (1) 
enthusiastic (2) 
energetic (3) 
kind (4) 
sense of humour (5) 
fair (7) 
patient (8) 
funny (9) 

fltbr Firtnr' 

experienced (20) 
has taught outside Australia (21) 
speaks clearly (22) 
native speaker (25) 
young (26)  

serious (10) 
stimulating (11) 
even tempered (13) 
strict (19) 
sympathetic (28) 
mature (35) 
quiet (36) 
reserved (39) 

can speak another language (27) 
well dressed (29) 
old (38) 
demanding (40) 

* Item numbers are given in brackets 

If the results of previous studies (cf. Long, 1987, Donaldson 1989, Ritter and Taylor 1990, 

Katz 1988,   which are described in Chapter Three) are considered, it can be seen that the three 

organisational categories I use are broadly consistent with those arrived at in other studies. It 

would seem, for example, that 'student-teacher relationships', 'instructor as a person' and 

similar descriptors given in other studies could be subsumed under the heading 'Affective 

Factors' as other characteristics and categories could be under the other major category 

headings. 
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In arriving at the major organisational categories, the rationale given in the following 

paragraphs was used to help in making decisions as to their boundaries - what characteristics 

they encompassed. Due to the subjective nature of this process it would be unwise to take the 

divisions between categories as fixed, clear and impervious to challenge. The interpretation 

and classification of certain characteristics may well vary from person to person. Thus, the 

reader may draw different conclusions from the data presented and is, of course, free to do so. 

Importantly, however, it is the individual characteristics identified which should be focused 

upon as these are more meaningful in themselves than concerns over defining boundaries for 

the organi sational categories. 

After reflection I decided that Professional Factors would cover all aspects of classroom and 

role performance that could be seen as belonging to the professional persona of a teacher, that 

is, characteristics that are, or could reasonably be expected to be, products of training and or 

the institutional and societal expectations of teachers in general. They are essentially 

extrinsic in nature. 

Personal Factors were judged to be those which most likely stem from the personality itself 

and which are intrinsic to the person regardless of the role which they may be playing at any 

particular time. Finally, Other Factors is the category under which characteristics which 

clearly do not belong to the other two categories, or over which there is some doubt as to 

which category they might be placed in, are assigned. 

6.2 Affective Factors 

Affective factors featured prominently in informant responses in terms of their frequency of 

mention and the importance assigned to them. As in other categories arrived at in this study 

these may well be open to other interpretations and be classified differently. It is clear, 

however, that the range of affective factors is broad and that individual preferences, 

prejudices and experiences inform not only respondent attitudes towards particular 

characteristics but the meaning and interpretation given to them. In the following, affective 

factors which are of significance to the respondents are presented. 

The student-teacher relationship and the teachers' attitude towards students and their 

character/personality received much mention. In the written responses, in particular, 
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'empathy' (although not specifically called that) and its corollary 'understanding' appeared to 

be of importance. These qualities may lead to or be reflected in other characteristics such as 

'kindness', 'sympathy', 'caring' and so on. Indeed, these last three characteristics occur 

across all the data collection instruments, although their frequency of mention and the 

importance assigned to them varies. In the questionnaires only 'is sympathetic' occurs 

amongst the top nine items in the student ranked section. 

It is also interesting to note that 'kind', which was so significant in the study of Japanese 

college students by Hadley and Hadley (1996), did not appear to be particularly significant in 

this study. Rather, what was found to be significant was 'friendliness'. 

The following comment links the building of positive affect and its subsequent effect on 

student participation to the degree of friendliness exhibited by the teacher. This is not 

surprising given that the characteristic 'friendly' figures so prominently in the questionnaire 

results (the third most highly ranked student selected characteristic and the third highest 

average score in the Likert ratings). This is also consistent with the importance given this 

characteristic in Long's (1997) study, in which teacher friendliness was chosen by 49.5 

percent of respondents as the most positive factor in student-teacher relationships. 

If teacher is very friendly personality I talk about many things and I want to 

speak more, talk more and if I enjoy this teacher's lesson any question the 

teacher can hear from me. (2,16,13-17) 

The comments following further define the nature and importance of this quality. 

Most important thing to be a good teacher is to act or think together with 

students as if they are all friends. (GA31). 

I think teacher is like a friend... friendship is the most important thing I think. 

(GA8) 

After class think you [the teacher] are their friend and speak to them and try to 

understand their feel. (GA 1) 
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[My teacher should be] like a friend, a brother or a sister and sometimes my 

boyfriend. Because teacher is so I can talk anything. (GA9) 

The latter two comments, particularly the last one, appear to reveal a desire for a relationship 

with the teacher that is more 'intimate' and personal than perhaps people from cultures with 

values and views of teacher roles and human relationships different from the Japanese may 

desire or require. Also reflected in some of the comments above is 'empathy'. Related to 

this is the initiatory role that the teacher could take in helping to develop an empathetic or 

caring relationship. 

Teacher should take the initiative to ask students how they are doing (students 

are usually nervous and can't discuss their problems, etcetera). (SA7) 

As mentioned earlier, 'kindness' was not found to be of particular concern to the students, 

being specifically mentioned in only two of the six interviews, and not occuring in the group 

of significant characteristics in the student ranked section of the questionnaire. However, it 

was relatively prominent, in terms of frequency of mention, in the written responses, 

although, in general, these responses were not 'framed' in particularly strong terms. In fact, 

only two of the essay respondents highlighted kindness as being of most importance and one 

of these, given below, equates kindness and patience as equally important. 

The most important thing that we like the teacher is a kind and patient person. 

(GB22) 

Teacher has kindness because most student want to kindness from teacher. (GA5) 

I like kind teachers. (GA9) 

How then does a teacher manifest kindness, empathy and understanding? How are the other 

characteristics listed above demonstrated? Some effort on the teacher's part to see the 

students as individuals, to understand their concerns and cultural backgrounds was indicated, 

as was the value of taking the time to get to know students, and not only in the classroom. 
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I think if you would like to grow up good English teacher you have to 

understand Japanese people, Japanese many things and make a 

communication with students. Please don't be angry. Students will be 

confusing, afraid. (GB7) 

She is very kind and can understand student minds. (GB8) 

I think teacher is able to understand about everything. It's impossible I know. 

Its mean is they are sympathy about other person. The best way is find the way 

which is promote mutual understanding. (GAl 7) 

First of all it needs for a good teacher to understand his or her students. 

Because without understanding them he or she can't guide them. (GA24) 

The fact that 'friendly', 'caring' and 'kind' occurred in both the interviews and written 

responses may indicate the importance placed on personal qualities which contribute to the 

students feeling secure and accepted by their teachers. Jacobson (1982:2) reports a similar 

concern by native speaker university students that teachers' concerns for them stretch beyond 

the professional and academic with teachers being 'sensitive to them as individuals'. This 

concern is highlighted by the following which express the importance two students attached 

to the development of more personal student-teacher relationships. The first suggests a 

linkage between learning performance and the student's personal liking for his/her teacher. 

The second emphasizes the personal relationships and attention to individual students which 

can be developed in ELICOS colleges and may be a result of their low student-teacher ratios. 

Relationship with teacher is quite important. And if I don't like some teacher 

probably I will not be able to improve my English. (5,12,19) 

Teacher take care to teach the English more personally or man to man. I think 

it is a good way. (2, 13-14, 24-2) 

Another student linked the teacher's caring attitude to professional practice, the teacher's 

caring manifesting itself in the preparation of 'good' materials and the time and effort the 

teacher was prepared to exert on their behalf. 
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Well, firstly, I think the most important thing is their mind. If they don't care 

about the students they don't prepare any good materials for them - for their 

students - or they didn't want to do some work because of their students. So I 

think their mind is most important things. (3,6,6-12) 

Although not appearing as significant as other characteristics, the ability to be 'fturny' was 

notable in its occurrence across all data collection instrumnents, and it was 16th and 1 5th in the 

Likert ratings and student ranked sections of the questionnaire respectively. This may be 

regarded as distinct from 'has a sense of humour' - which occurred even higher in the Likert 

ratings but which disappeared from the student selected items - or, depending on the context, 

as a phrasal variant on it. This appears to be determined by a 'performance' aspect. A 

'funny' teacher may be one who 'entertains' the class for a variety of reasons such as: a 

performer looking for laughs; an attempt to create a positive affective environment; an 

attempt to build his or her own self esteem; a confusion of education with entertainment; or 

as a way to facilitate learning. 

However it may be interpreted, 'funny' certainly contrasts with the characteristic 'reserved', 

which received the greatest number of negative ratings in the Likert section of the 

questionnaire and which, unsurprisingly, did not occur amongst the student selected items. 

Recall the earlier discussion of English teaching in Japan (Chapter 2) in regard to English 

conversation schools and the expected roles of teachers in many of them as 'entertainers'. 

[Personality is] Very important, because the personality is important for 

students because if the teacher is quite funny person students might like that 

teacher and students can feel that. (3,5,13-17) 

Friendly and make everybody fun. (G132) 

Makes us happy and fun. (GB 15) 

Ideal teacher is funny during the class. (GB 17) 

Australian teacher has a humour sense so I can relax and learn English. (GB3) 
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The first and last comments above indicate the role of humour in developing a positive 

relationship with the teacher, which, in turn, may facilitate learning. 

As well as friendliness, the following comments show that warmth, patience and fairness, 

amongst other characteristics, were seen as desirable and contributing to the personality and 

performance of GETs. Of these 'fairness' and 'patience' were included in the questionnaire 

and took 6th and 10th places respectively amongst the student ranked items. 

If the person isn't fair we can't trust that person even if that person has a lot of 

knowledge about whole things. (3,7,21-24) 

A good teacher have a warm friendly personality and to teach English very 

hard [ie. like a native speaker] (2,17,22-24) 

always don't lose her temper... even-tempered but if the student makes some 

mistake should correct that answer but if the student make right answer to give 

reward-praise. (3,14-15,24-3) 

Well, I prefer, if it's possible, I'd like them to be very kind and helpful and I 

think they should treat all students uniformly. (3,7,15-17) 

Interestingly, 'impartial', which is similar to 'fairness', was the characteristic most frequently 

rated as 'most positive' in Long's (1997) study and the third most frequently occurring item 

in the study by Hadley and Hadley (1996). 

In regard to patience one student provided a thoughtful rationale for the need for this 

characteristic in TESOL classrooms. 

However, the difference between teacher who teaches language at language 

centre and teacher for other subjects is whether the person is patient or not. 

At language centre or school, students are not native speaker. If students 

study other subjects as native speaker, they are sharing something common 

with their teacher. It makes both of them easy to understand each other. 

But for students who study language as a second language, it is not easy to 
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understand because they are studying the means to understand! So students 

ask many things and ask same things. It is why I think that the patience is 

required of teacher for language more than teacher for other subjects. (GC 1) 

Some may disagree about the degrees of patience required by teachers in different fields, but 

the difficulties language learners may have working with teachers who do not speak their 

language is certainly something that teachers could be profitably reminded of. 

In contrast to the above, undesired characteristics were disinterest, laziness and 

over- stri ctne ss. Proximity to the teacher, in terms of affect, was seen to be affected by 

authoritarianism on the teacher's part. Lack of trust in the teacher, perhaps due to 

favouritism in classroom relationships, was also of concern to some students. 

If the person is not interested in teaching that might be awful teacher. 

(3,6,13-14) 

if the teacher doesn't like to have chatting or something like that maybe 

they won't say anything just , "Hi, " or "Bye, or something. 

(3,8,8-12) 

If some teachers was quite lazy I don't like it.. (5,13,6) 

if a teacher is very strict.., maybe I don't like him... so I had to have a 

distance to him. (2,16,9-12) 

Teacher strictness achieved a negative average in the Likert ratings, the equal highest number 

of 'strongly disagree' selections and also did not occur in the list of student selected 

characteristics. It is interesting to note that the last student quoted above as refering to 

strictness as a negative characteristic also stated the following; 

I think the strict teacher is very good (2,7,1 8-20) 

The context for this comment was the student reflecting on the positive value of having a 

strict teacher at her Japanese college in terms of educational outcomes. That is, because the 
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teacher set examinations, insisted on attendance requirements and so on in order for the 

student to pass the course, the student was 'forced' to work and hopefully to learn. Given the 

oft stated expectations of Japanese students about college life being a time to 'play' and relax 

(see Chapter Two, section 2.2.1) it is easy to see why such a teacher would be unpopular. 

This brings out two interesting points. First is the difference that the passage of time may 

make to judgments. In this case the retrospective reevaluation of the value of teacher 

behaviours and characteristics from positive to negative or vice-versa may well be affected by 

a number of factors such as the acceptable degree of any characteristic (eg. strict versus 

over-strict), maturity, socialization to a particular viewpoint, changing roles, long term gain 

and so on. Alternatively, the contrast between the two comments may simply reflect the 

ability to value the same characteristic differently depending on the criteria against which it is 

measured. 

One informant had this to say when discussing a strict American teacher of English he had 

while attending an international school in Japan: 

He's really strict teacher but he would sometimes give us his experience 

story so everyone likes him. He's really strict teacher like not from here 

and everyone just quiet and end of term we had to give him all the notes 

we took and all tests of course. He was very strict [informant's 

emphasis] I kinda don't like that kind of teacher but he sometimes gives 

us funny story and his funny experiences... I like him a lot. (4,9,1-11) 

This extract demonstrates how one positively valued characteristic ('funny') may make up for 

the effect of another negatively valued one ('strict'). The impression gained from this 

informant was that the development of more personal relationships ameliorated the effects of 

teacher characteristics and behaviours which were disliked in themselves. The fact that 

'strict' received the greatest number of neutral responses (2 1 ) in the Likert ratings may 

indicate the ambivalence that students may feel about this teacher characteristic. 

With regard to teacher attitudes and behaviours both the essays and interviews revealed a 

generally positive orientation to English language teaching and teachers in Australia. To an 

extent, these comments may also be interpreted as reflecting issues related to ethnicity and 

being a native speaker of English. This is taken up again in sections 6.3 and 6.4.2. 
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Frequently embodied here (with rationales ranging from the specific to the general) are 

contrasts to other, earlier language learning situations. 

Teachers and classmates is very kind and good person (2,3,14 -15) 

[In regard to] Australian teachers ... if the student don't want to study 

more, so they don't care that student... but other student want to study 

more the teacher take care of the other student... It is good way, good, 

very good. (2,15,11-19) 

[In Australia] ... I can feel more direct feeling from the teacher because 

we can have some ... talk about the matter of English during the class 

if I've got some question. It's easy for me to raise my hand and say, 

'Excuse me, but I've got 'something something' so please tell me 

something something'." (3,15-6,22-4) 

Coupled with the above are judgments of the relationships which exist between students and 

teachers in Japan and which reflect the power relationships and cultural conventions inherent 

in them. For example, despite Japanese cultural conventions which militate against this (see 

section 2.2.1) the last quote given above indicates a desire on the student's part to ask 

questions. 

The following comment in particular appears to confirm the nature of the hierarchical 

relationships which exist in many Japanese schools and which were discussed in Chapter 

Two. At the same time they provide a glimpse into the methodology used in teaching English 

in Japan (at least as was experienced by the respondents). 

In Japan, English teacher is not only English teacher. Teacher is like 

boss or even the god... because we don't say any complainment to them - 

just listen to their voice and taking the note. We don't make any 

comment. The teacher orders the whole things - "Read this paragraph." 

"You do this." and even they make some mistake they don't admit that 

things. It's very awful I think. (3,15,8-18) 



..if I say something the teacher should say something, but in Japan it's 

impossible. (3,16,9-10) 

The respondents' views of Japanese teachers of English were not entirely negative, however, 

as witnessed by the following. 

when I was a high school student ... there was an English teacher, he was 

maybe 50 years old at that time and maybe I liked him a lot. I mean 

compared to the other English teachers. He always tried to make 

students to study hard but not order. Just make fun or give them some 

motivation. (3,4,7-16) 

I met many good teachers when I was a high school student. I was a 

little bit bad boy in high school but I never missed good teacher's 

English lesson, never sleep, never empty, I always keep calm and 

copying the notebook... now sometime I can remember when I was 

studying English word. I am thankful to my good teacher. (GA 12) 

The first comment would, once again, seem to indicate the importance of motivation and 

other affective factors to the respondents. That affective considerations are important is 

certainly borne out in both the comments given above. However, these are certainly not the 

only considerations seen as important. 

6.3 Professional Factors 

References to teacher skill recurred many times in both the interviews and essays. This 

frequency of occurrence, and its prominence in the questionnaire results, coupled with the 

significance of the student comments reproduced below, serve to emphasise the importance 

of this characteristic and also to define some of the aspects of teaching skill which are 

significant. Amongst these the ability to explain well and the possession of a lot of 

knowledge about English seem particularly noteworthy. 

In support of the above, recall that the two teacher characteristics most prominent in the 

Likert ratings in terms of 'strongly agree' choices and most highly ranked in the student 
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selected characteristics section of the questionnaires were 'teaching skill' and the ability to 

'explain well'. This would appear to confirm the central importance of these two 

characteristics. Further, the characteristic 'knows a lot about English' was also identified as a 

characteristic of significance and this with the others mentioned above were reinforced by 

comments given in the write-in section of Part B of the questionnaire. 

The first two comments below bring out the interrelationships which exist between different 

areas or categories and the difficulties which can arise when attempting to create categories 

and assign characteristics to them. Are the qualities of explanation, pronunciation, error 

identification and correction referred to skills in themselves (in the sense of those developed 

through professional training and experience) or are they simply side effects, as it were, of the 

teacher being able to call on native speaker knowledge - as the student quoted below appears 

to believe - or alternatively, a natural facility for explanation? These issues relate not only to 

skill but to student perceptions about etlmicity and native speaker ability. These two 

qualities, as pointed out below, are not necessarily synonymous. The influence of these 

factors on student judgments is discussed in section 6.4.2. 

In the comment immediately below it appears worth noting that the ability to explain well and 

the possession of 'good' pronunciation are conflated with the quality of being a native 

speaker. Surely these qualities vary amongst native speakers also, influenced by personal 

factors, class, education and region. It is possible that the respondent may be influenced by 

beliefs about the value of certain accents or the heavily accented pronunciation of some 

Japanese teachers, an idealised model of what a native speaker is, or he may be highlighting 

issues of vocabulary, grammar and pronunciation, which in his view may more severely 

hinder explanations given in the target language by non-native speakers. It is also possible 

that ELICOS students' positive assessments of their ELICOS teachers are influenced by the 

financial and personal investments they have made in coining to Australia. 

Of course pronunciation and also they can explain much better than 

Japanese teachers because it's their mother tongue... so also their 

explanation is really good compared with the Japanese 

teachers.. .sometimes we really don't understand usage for some 

vocabulary or idioms but, now I'm in Australia teacher gives me detail 

how can I use it. That's quite important because we don't know about 
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nuance of the vocabulary and idioms so if I'm studying in Japan just I 

remember the idioms and just translate from Japanese and use. It's quite 

unuseful and if I ever use -problem. So, these are two quite big point for 

us. (5,11,23) 

because they [the ELICOS teachers] speak English [they are native 

speakers] and teach English and if I use the wrong grammar or the wrong 

word [they correct it] but Japanese teachers don't say because maybe 

they couldn't find the mistake. (2,13,10-14) 

[A good teacher] tries to teach so that students can understand without 

difficulty. (SA4) 

A teacher with a good knowledge of his mother tongue. (SBS) 

I want teachers to use simple words to explain things. (137) 

The respondents' comparison of the skill levels of ELICOS teachers to that of their Japanese 

teachers of English was generally quite positive. It should be kept in mind, however, aside 

from the generally different paradigms influencing language instruction, that ELICOS 

teachers are language teaching specialists who operate in a different system with a greater 

degree of autonomy than their Japanese colleagues. In the context of a less restrictive system 

one wonders whether the Japanese teachers would be more favourably evaluated in terms of 

teaching skill. 

[ELICOS teachers are]... very, very good. Good at teaching English 

(1,4,2-3) 

Australian teachers is more better (2,13,9) 

Completely different. The Australian teachers is much better than the 

Japanese ones. (5,10,19) 

In Australia, the teacher is high-class. They have a high quality. (GA 12) 



94 

The comments above, drawn from the interviews, may seem to indicate a preference for a 

particular teacher ethnicity, that is for Anglo-Australian teachers, if 'Australian' is interpreted 

as meaning such. Note however, that the colleges which the students were attending 

employed English speaking teachers (both native and highly proficient non native speakers) 

of different ethnic and national backgrounds, including in some cases teachers of Asian 

ancestry. 'Australian teachers' may therefore simply refer to teachers employed in Australia 

at ELICOS centres rather than to ethnicity. On the other hand, the students may have been 

unaware that there were non native speaker and non Anglo-Australian teachers working at 

their colleges unless they had been taught by them or encountered them otherwise. 

Also emphasized was the relative importance of teaching skill over personality related factors 

for the student quoted first above. The following highlights the important role that 

motivational factors may play in a student deciding whether a teacher is good or not. 

I prefer skill because some teacher is strict so student becomes doesn't like her 

but I think we came here for studying so sometimes skill is much important 

than personality. I mean I hope they got the lovely personality and then good 

skill. Both is better but if just teacher is lovely and if that teacher doesn't have 

any skill that become problem - much much bigger - so I prefer the skillful 

teacher. (5,14,11) 

What appears to be of concern to this student is learning outcomes. For students with a 

definite purpose to their language study the issue of skills acquisition may outweigh any other 

factors. In particular, one might expect it to be of importance to those who undertake 

ELICOS courses with specific academic and career goals in mind. 

The same student also identified teachers' abilities to observe their students well so as to 

quickly identifv learning problems and to take remedial action. 

some teacher should observe us well ... teacher should find out student 

problems and student matters quickly and then if some student stuck in the 

classroom- some student hesitate to speak out... they can find out student 

who hesitates. So, observing carefully. (5,15,22) 



95 

The above contrasts, however, with the following comments, in the first of which personality 

and teaching skills are seen as being of equal importance, whereas in the second affective 

considerations are seen as paramount. 

I think teaching skills are most important ability which is asked by 

students. But the teachers personality is equivalent to the skills. 

(Gd) 

What is very important for a good teacher is to understand students' 

feelings rather than teaching skills or qualifications. (SA 1) 

The emphasis on skill is further balanced by the following which recognises the role of, for 

want of a better word, 'enthusiasm' in teaching language. Perhaps unsurprisingly, 

'enthusiasm' is also one of the group of significant characteristics identified from the 

questionnaires (4th in the student selected rankings and equal 5th in the Likert ratings). 

First of all, I think the one who loves teaching English for students is 

desirable. Even if people are short of skill it is possible for them to teach 

English with passion, affection, sympathy. (GC2) 

Although not mentioned in the written responses, four of the five students interviewed saw 

the characteristic 'observes students carefully' as being a quality of a GET. The importance 

students attach to this is also reflected in the questionnaires, where this particular 

characteristic occurred in both the 'top ten' of the Likert ratings and the student ranked 

sections respectively. 

This concern for good observation of students by teachers would seem to be a natural concern 

of motivated students, particularly in the light of the earlier comment regarding student 

motivation - efficiency may be more highly prized than positive affect. 

The following indicate the concern attached to teaching skill, in general, by a variety of 

respondents. Only the first comment makes any explicit linkage between teacher ability and 

student achievement but given the general tenor of the texts from which the other comments 
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were taken this linkage may also be assumed in their regard (hesitantly and in full awareness 

of the dangers of making assumptions). 

If we have a bad ability teacher, the students will not improve their study, 

because it's very hard to learn with a bad ability teacher who can't teach 

well. (GA22) 

first, good ability for his job. For example, teacher has good teaching 

ability (GA30) 

The most important thing is not how much teacher know but how well 

teacher teach student. (GA34) 

He has an excellent skill in teaching. (G135) 

Several respondents voiced concerns in regard to a variety of teacher abilities or skills. 

Amongst these were a knowledge of the student's particular language as well as an ability to 

understand students' English despite accent and personal syntactic and semantic 

idiosyncrasies (presumably based on an uncertain control of the language). 

A good teacher can understand any type of English spoken by people 

from different countries. (SA1O) 

Despite the best of intentions and the frustration that may be felt by the learner, unfortunately, 

it may be beyond teachers' abilities to achieve this. 

In stark contrast to the above, informant attitudes to their Japanese teachers of English and 

the Japanese English language learning experience were primarily negative. Interestingly, all 

the informants who commented on this point referred to their high school experiences, even 

those who had studied English at university. This, perhaps, demonstrates the powerful effect 

of first or early encounters with language learning. 

As foreshadowed above, one reason why Japanese teachers of English were found wanting 

related to their lack of overall English ability or lack of native speaker familiarity and facility 
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with the language. The following respondents' comments refer again to the quality of 

teaching, which is linked to individual language skill, knowledge, experience and training. 

They reflect characteristics which fall into the Professional and Other categories and, given 

the respondents' negative perceptions, impact also on the affective domain. 

A Japanese teacher is not good . . .They can understand the grammar or 

the writing but they couldn't speak English very well so it is problem and 

they didn't teach teacher to speak. (2,9,3-8) 

The 'they' in this case would appear to refer to the teacher training system in Japan. This 

comment also reflects the importance that this respondent attaches to spoken communication 

over the traditional orientation to developing grammatical competence and reading and 

writing skills. 

My teacher is really terrible. He couldn't pronounce well ... even he 

couldn't read well. So you can see the quality of teacher. It's really 

awful. (5,4-5,25-7) 

[Japanese teachers are] Not so good and then most of the teachers they 

never study overseas. They never touch with foreigners to speak so they 

don't have ability of English so it's really awful. (5,8,10) 

These comments again highlight the respondents' judgments of lack of teacher competence in 

English (at least in terms of speaking ability) and the reasons which they appear to believe are 

causes of this and may contribute to an understanding of the value which is placed on native 

speaker teachers of English in Japan itself. Interestingly, the characteristic 'native speaker' 

ranked only 10th out of 32 in the student selected section of the questionnaire, with a 

frequency of selection of four. Further, the last comment given above appears to embody the 

belief that it is necessary to interact linguistically with native speakers of a language to 

become proficient in it. This would certainly seem to be an important, if seemingly 

self-evident, motivation underlying ELICOS students' decisions to study abroad. 
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6.3.1 Teaching Style 

Teaching style presents particular problems in regard to categorization as it is an area in 
which affective and professional factors overlap. It could be considered to be personality 
based (that is its driving force is the teacher's personality rather than any particular 
pedagogical approach), derived, at least in part, from professional experience and training or 
an uncertain mixture of these and, perhaps, other factors. 

Regardless of the above, a variety of attitudes were evident in regard to teaching style. These 
related to method, classroom behaviour and other issues such as lesson preparation. The first 
comment below is of interest in that it focuses on the importance of student motivation and 
aims in relation to the importance of teaching style. This particular comment resonates with 
me in that, in my experience, it is not unusual to find students with widely different levels of 
motivation and purpose in ELICOS classes (and, undoubtedly, in many other types of classes 
as well). These vary from extraordinarily highly motivated students to those who appear to 
have neither purpose or direction - the modern equivalent of the 'remittance men' of earlier 
Australian history.4  

When we talk about teaching style I think teaching style is not so 

important for student. (3,10,23-25) ...If the teacher was perfect it doesn't 

matter if I not interested in study English or something because some 

Japanese students don't have any aim to study English. They don't care 

about the teachers or teaching method or something or school ... That is 

important things and there is no other things can be more important. 

(3,11,3-10) 

The same student goes on to stress not only a GET's ideal classroom persona but the 

importance attached to 'perfect' preparation and the giving of homework. The characteristic 
'well prepared' occurred across all data collection instruments and would thus appear 
noteworthy. 

4A remittance man was someone who had been sent from England to the far away colony of Australia by his 
family. The person was forwarded a regular remittance to provide him with funds to survive (and to stay) in 
Australia. Needless to say 'remittance men' were often considered to be escaping some problem or to be 'black 
sheep'. It does not appear to be unheard of for troublesome or nonconformist Japanese students to be dealt with 
in a similar manner. 



The latter two issues (being well prepared and giving homework) could well relate to 
motivational factors (in terms of getting the 'most' out of the learning experience). At the 
same time they may be related to the Japanese educational experience undergone by the 
student as meticulous preparation and attention to detail are hallmarks of Japanese culture. 
As well as this, Japanese students are also accustomed to large amounts of homework. A 
perceived, or actual, lack of any of these may lead to students forming negative opinions of 
their ELICOS teachers. The lack of either of the aforementioned perhaps being interpreted as 
a lack of concern for the student or commitment to teaching. 

Firstly, my favourite teacher is always brisk - lively - gay and she always 
prepares whole thing perfectly, like sheet, and she always gives us 
homework. It is very important for me, very important. (3,1 1,15-19) 

This concern for good preparation on the teacher's part is also reflected in the questionnaire 
results where it was listed in the student selected characteristics, although achieving only a 
ranking of 15th out of the 32 items. Interestingly, this quality was mentioned only once in the 
written responses and then also emphasising the nature of the lessons desired. 

the lessons have to be good prepared and mixed with different themes 
(reading, speaking, writing, listening). GA36 

Further emphasizing the concern for good preparation is the following extract from one of the 
interviews which outlines some negatively perceived teacher behaviours ('R' stands for 
respondent and 'I' for interviewer). 

R.....I heard from some other students they have a really bad experience 
[with teachers]. 

I. Could you tell me what these bad teachers were like? 
R. Yeah, she teaching a student and she j ust give them the material and 
then, yes, talk, discuss each other and then study with them and they 
eating something in class and she drinking ... then, yeah, she didn't help 
much just when they studying each other and then by themselves she just 
drinking or eating. (5,14,11) 



A teacher of the type described above would very likely be poorly accepted in both Australian 
and Japanese cultures as it appears that a number of teacher roles common to both cultures 
are violated. 

Unfortunately, from the initial analysis of the interviews the giving of homework was not 
included in the teacher characteristics listed in the questionnaire. Its possible significance 
became evident during reanalysis of the interviews. 

The importance which some students attach to teachers' in-class behaviour in the 
development of student motivation also became apparent. The use of students' interests by 
the teacher - which from my analysis of the essays and interviews may likely be equated with 
the ability to provide motivation - seems worthy of mention. 

The ability to stimulate students, by the use of their interests or by other means, such as 
described below, appears to be of importance. The characteristic 'stimulating' was ranked 
equal 13th out of the 32 student selected teacher characteristics - selected by only four 
students. in practical terms a stimulating teacher would seem more likely to be a motivating 
one than otherwise. 

Most important things is if teacher could make a motivation. I mean 
making motivation is most important thing for students so if teacher's 
teaching is quite exciting - with excitement - enthusiastic- if teacher 
could teach us with excitement for something, maybe funny or like with 
song or like if we could study English with like playing a game, role 
playing - some teachers using game method for studying English -so like 
competition. If we got a competition in our class - with fun - it's be 
more easy to get English. But if we doing competition with serious 
matters ,for example passing exam, probably students couldn't learn 
well. (5,8,21) 

they've got a good personality and they can motivate the students well 
and if teacher moving around our classroom more positively - 
enthusiastic - and then going around and asking questions, "What do you 



want?", What don't you understand?" and if they hassling the class also 

I think, "Ah! I have to study well". (5,15,11) 

What comes through in these comments is a sense of movement, dynamism and enthusiasm - 

the use of games, 'fun' activities and high levels of student involvement - something which 

does not appear to be a general feature of language teaching in high schools in Japan (at least 

in the informants' experience). This would seem to lend support to a view of teaching style 

that is, as many authorities feel, personality based (Wright 1987:60). By this is meant a 

teaching style that draws on or is shaped by teachers' basic personality traits (or, perhaps, 

ones acquired - however that may be done - by the teacher to facilitate teaching). The ability 

to motivate students may thus also include characteristics which are considered under 

Affective Factors. 

At the same time that teaching may be personality based, the comments here indicate that in 

ELICOS colleges, it may very well also be activity or task driven as these may in themselves 

generate excitement and energy ('uses games in class' ranked equal 27th out of 32 from the 

student selected characteristics). This, in turn, due to the positive affective environment 

which it fosters, may transfer itself to the teacher (as the initiator of the activity/task) and add 

a, perhaps, unwarranted luster to their personality. 

Due to the motivation engendered by a positive, enthusiastic, active teacher and the use of 

'fun' or involving activities the informants appear to link such motivation with learning. It is 

perhaps worth keeping in mind that, according to Cheetham (1994), although motivation 

tends to result in greater attention and more time spent on task - which are crucial factors in 

learning - it is possible to have "motivation without learning." It is possible, in this context, 

for teachers to create high levels of motivation in their students through the use of specific 

tasks and activities but that these may be 'empty' tasks in terms of positive learning 

outcomes. 

6.3.2 Feedback, Mistakes and Errors 

Mistakes and errors are different and so are issues related to their correction. For students, 

however, these differences may be neither evident nor important. What appears important to 

them is that their language is being attended to by the teacher. In this regard, Harmer 
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(1995:339) points out the popularity of the 'busybody' type of error correcting teacher, that is 

an immediate interventionist, in teacher training situations. He suggests that this type of 

intervention, although going against 'received wisdom' regarding error correction, may be 

warmly welcomed by students and play a positive role at various stages in their learning. 

The written responses and interviews made comparatively few references to error correction. 

However, the desire of some students for immediate feedback, the satisfactory answering of 

questions, and the provision of explanations is indicated by the following. 

If I say wrong grammar, good teacher always correct me (GA3) 

Teacher finds a mistake he tells mistake at that time (2,14,2-4) 

sometimes I made some question but if teacher doesn't give me answer 

I never know, I never learn and I will never learn about that mistake. 

(3,6, 19-22) 

if I finish my homework I can give her my homework to correct these 

things. So after she correcting my mistakes she gives it back to me and I 

can check it. So, other time if I have some questions she always tries to 

give me correct answer. (3,11,22-26). 

[A good teacher is someone who] can logically explain the reasons 

behind mistakes. (SAS) 

The questionnaire results lead me to believe that although error correction (in this case the 

quick correction of errors) was viewed by many of the respondents to be of some importance 

(listed 8th in the Likert ratings) few saw it to be an especially significant teacher 

characteristic (equal 21st out of 32 in the student ranked characteristics). 

The comparatively low frequency of mention of error correction in the written responses and 

interviews (Tables 6.2 and 6.3) may possibly be attributed to the different methods of data 

collection, the questionnaire including error correction as an item as opposed to the less 

directed nature of the essays and interviews. 
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6.4 Other Factors 

Other Factors provides a convenient but somewhat ill-defined refuge for those characteristics 

which do not conveniently fall into any of the other categories arrived at in this study. Issues 

related to the different educational contexts the students have experienced appear to be the 

most significant of these categories. The ethnicity of the teacher, being a native speaker of 

English and teacher experience are also of, somewhat limited, concern. 

6.4.1 Systemic Factors 

Some of the respondents saw beyond the issue of teacher characteristics to the system of 

education which, perhaps, plays a major role in forming teachers attitudes, skills and 

behaviours and thus influences the learning experiences undergone. This aspect of the 

findings is something which was not explored in the questionirnires. 

The Australian learning experience received relatively positive assessments from the 

respondents whereas the Japanese one did not. As will be seen, implicated in these harsh 

judgments of the Japanese system are the motivation, training and experience of teachers, as 

well as the nature of the Japanese high school educational system. These comments and 

inferences drawn from them could only be very cautiously applied to other English language 

teaching situations in Japan (if at all), of which there are an extensive and diverse range (see 

Chapter 2, sections 2.1 to 2.1.2). 

The effect of centralized control of education on the educational system in creating a uniform 

approach to teaching and, possibly, content in Japanese high schools was 

indicated. 

in my case I don't have any bad Japanese English teachers but on the 

other hand I didn't get any good English teachers. Just they have the 

same pattern to teach English. (3,3,15-20) 

I think Japanese education style is difficult for English people because 

it's so similar and stupid. We can't talk with teacher and we can't ask 

question. Japanese government old politician press his education idea on 

us. (GB7) 
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Dissatisfaction with the language education system in high schools, and the respondents' 

rationale for this, was also expressed. The lack of emphasis on speaking and listening skills 

is clearly seen as a negative aspect of the system. This negativity may arise from the inability 

of many students to cope in a communicative situation that requires these skills even after 

years of language study, although, as noted in Chapter Two, increasing attention is being paid 

to these skills due to the relatively recent introduction of curriculum reforms. 

Our government department education it's really awful, probably 

because they don't make a program for speaking and listening... 

(5,6,26) ... that formula is really rubbish. (5,7,9) 

I never learned "how to speak English". I learned only grammar so I was 

confusing at that time [when the respondent had a chance to be taught by 

a native English speaker]. (G137) 

In contrast to the above, the teaching some students received in conversation schools was 

much more positively evaluated. 

As referred to in the previous section, 'strictness' is not a characteristic positively valued by 

some students. This was taken up again, by the same respondent, in regard to the Japanese 

situation. In this case the strictness referred to may be seen as resulting from the pressure 

teachers are under to ensure students are adequately prepared to undertake rigorous 

examinations rather than from intrinsic personal qualities. 

Japanese teachers is all of them too strict because they think the exam is 

important ... they think only these things. (2,15, 4-10) 

This last comment is certainly consistent with the literature which discusses the role of 

examinations in the Japanese educational system and the washback effect these have on 

teaching. Kawahito (1994: 29) states that, "pressures associated with college entrance 

examinations indeed become serious and tend to disrupt the balance of academic and 

non-academic components of education for college bound students, especially those who 

aspire to enter top level institutions." 
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He also mentions, in the same article, the possible effects that pressures to give up 

non-academic activities may have in terms of students developing inadequately in respect to 

what he terms 'social psychology' (it is pointed out that a possible effect of this may be a 

relatively high suicide rate amongst young Japanese people). Perhaps positive student 

reactions to language teachers and learning situations in Australia may have some connection 

to this - a reduction in or escape from pressures and expectations connected with the Japanese 

system (or a positive contrast to it) as well as an opportunity to develop further in terms of 

'social psychology' - making up for lost time as it were. 

6.4.2 Ethnicity and Native Speaker Teachers 

Ethnicity and being a native speaker of English are two qualities, sometimes apparently 

conflated by students, which have arisen in this study to a limited extent. Primarily, these 

qualities appear to be associated with the teachers' level of teaching skill, knowledge of the 

language and their quality of pronunciation. This is reflected in some of the extracts given in 

earlier sections which deal with these issues. 

It was pointed out (in section 6.3) that, like many of the other categories described, ethnicity 

is not as conveniently separable from other factors as it may at first seem to be. Is a 

'Western' teacher the same as a native English speaker teacher? Would students value a 

non-Caucasian native speaker teacher of English as highly as a Caucasian one? Are 

proficient and skillful Japanese teachers of English disadvantaged or undervalued (in their 

students' or employers' eyes) because of the fact that they are Japanese? As well as these 

questions which touch on the interrelationship of etimicity and skill there are questions about 

the degree to which students may be influenced in their judgments by the impact of Systemic 

Factors (such as teacher training, curriculum constraints and so on). For students who have 

traveled abroad to study English one of the major motivating factors may be to be taught by a 

native speaker English teacher. It is also possible that for many students the quality of being 

a native speaker of English is strongly, perhaps even exclusively, associated with a particular 

ethnicity. 

The following comment was made in the context of perceived problems with language 

education in Japan, the second in explanation of why the respondent preferred ELICOS 

colleges. 
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The Japanese teachers aren't native speakers. (2,16,3-4) 

Teachers are all Western people so it's nice. (4,6,7) 

Student desire for or appreciation of native speaker teachers is indicated, although not 

strongly, by the results of the questionnaire where it was chosen by four students and was 

10th out of the 32 student ranked characteristics. I was somewhat surprised at this ranking, 

having initially expected it to be of greater importance to ELICOS students. Direct but 

limited mention was also made of the quality of being a native speaker, or otherwise, in the 

interviews. 

The fact remains, however, that the issue of ethnicity is not one that has been stressed in 

either the qualitative or quantitative findings of this research. 

6.4.3 Teacher Experience 

Teacher experience was not extensively mentioned in the interviews or written responses and 

was equal 16th in the Likert weightings and 12th in the student ranked sections of the 

questionnaire (out of 43 and 32 characteristics respectively). Indicated in the extracts below 

is the importance to some students of teachers knowing the cultural backgrounds of their 

students in terms of educational behaviours, patterns of thinking and so on. 

And experience as well. I mean if they teach overseas students for a long 

time some people know about overseas students; how they're going to 

learn and how they think - about their structure of thinking - how they 

speak out - everything become experience for her so if they've got those 

kind of experience I think it will be better for the student. (5,16,12) 

[my teacher is good] Because he's kind of humour and also he speak out 

clearly to students and he knew the lot of overseas student, also he went 

to Japan as well and he can teach us really well because he touch other 

cultures, overseas cultures as well. (3,14,10) 
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Implicit in the above is that understanding by the teacher of the student will facilitate the 

structuring of a better learning environment due to the power of positive affect (manifest, 
perhaps, in such things as reduced stress for the student) and perhaps through actual 

adaptations to methodology. 

6.4.4 Relevance of Course Content 

Expressed amongst the few comments that were given in regard to course content was a 
concern that teachers taught English which was immediately useful to the students in the 

context of their daily lives in Australia. 

I'd like to learn useful expressions necessary for foreigners, for example, how 

to ask directions and location, open a bank account and have a telephone 

installed. (SA7) 

I'd like a class with an emphasis on daily conversation (SA2) 

It is not surprising that the above is of importance to some students as these tasks take on an 

immediate relevance, and sometimes urgency, when living in a foreign country and having to 
perform tasks that may be beyond their level of current communicative competence. 

6.5 Defining the 'Good' English Teacher 

One of the difficulties presented by this research is in conveying the worlds of the 

participants (mental as well as physical) to the reader. This endeavour is further complicated 
by the complex, and not necessarily consistent or reliable, interplay of feelings, attitudes, 

memories and motives (current and past) which can be encountered. Inconsistency and 

conflict within and amongst data is, given the above, not exceptional (Whyte, 1984:119-122). 

However, despite this tendency it is apparent from the results of the interviews, written 

responses and questionnaires that there is some general agreement as to the primary 

characteristics of GETs. These have been grouped under the broad categories of Affective, 

Professional and Other Factors, but characteristics grouped under the first two predominate. 

As individuals differ in their personalities, concerns, attitudes and values, so do the 

respondents' judgments of the characteristics of GETs. The characteristics given range from 
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the very specific to the very general and are at times in conflict. However, drawing on the 

results of the interviews, written responses and questionnaires allows some generalizations to 

be made. Based on these, if a profile of an ideal GET were to be generated, it would perhaps 

be similar to the one below. 

A good English teacher is someone who is, very importantly, highly 

skilled pedagogically and thus able to communicate clearly and 

effectively the knowledge and skills which students require. Crucially, 

this requires the GET to be able to explain well, as well as being 

knowledgeable in their subject area, and to be we//prepared. 

Although being a native speaker of English may be of some importance it 

does not appear to be a priority. However, having clear understandable 

speech - particularly 'good'pronunciation - is regarded as important. 

At the same time, and of great importance, the GET is aware of the need 

to develop positive student-teacher relationships and provide motivation. 

In this regard afriendly and enthusiastic teacher is highly valued. In 

regard to the latter quality the GET is able to motivate students by force 

of his/her energetic and lively personality coupled with an ability to use 

activities, such as language games, which provide a fun' context for 

learning. In regard to friendship, this quality may also subsume or 

overlap with other characteristics such as being sympathetic, patient, 

caring and kind. 

The GET is also valued for being a fair, approachable, concerned 

person possessed ofpatience and a sense of humour tempered with a 

modicum of strictness which is illuminated by insight into and 

experience of the students' cultures and languages as well as their 

individual differences. 

The GET is aware of the need to develop good relationships with 

students and achieves this through all of the above as well as being 

prepared to help students outside the classroom as well as in it in 

academic and other capacities. 
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That any one teacher possesses all the qualities in the above profile is unlikely. Some of 

them are not under our control. Others may be developed through experience and training 

while some are, perhaps, inherent and are possessed or not to varying degrees by the 

multitude of individuals engaged in English language teaching. 

The above comments reveal a wide range of factors which are of importance to students (such 

as affective proximity to the teacher, teaching skill and teacher accessibility and flexibility) 

and highlight the importance and admixture of affective and professional factors in the 

respondents' forming judgments of their language education and teachers in Australia and 

Japan. 



Chapter VII 

Conclusion 
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7.0 The Study 

The focus of this study was to investigate the perceptions of Japanese ELICOS students as to 

the characteristics of 'good' English teachers in the hope that the understandings gained 

might contribute in a variety of ways to the teachers who work within the ELICOS industry 

as well as to the industry as a whole. 

Survey research using a multi-modal approach to data collection, involving three distinct 

stages, was used. These were: i. the interviewing of informants from two ELICOS centres 

using a semi-structured interview protocol; ii. the collection of written responses on the topic 

'What is a Good English Teacher?' from three centres; and iii. the administration of a 

Japanese language questionnaire concerning the characteristics of a GET to students at two 

centres. The interviews and written responses were subject to qualitative analysis and the 

questionnaire data to primarily quantitative analysis. The qualitative analysis led to the 

development of three maj or organisational categories under each of which specific 

characteristics were listed. These categories were Affective Factors, Professional factors and 

Other Factors. 

In terms of Professional Factors, the data has indicated the particular importance of teacher 

skill, which in itself is a relatively broad term. This is closely followed by the ability to 

explain well, coupled with 'good' pronunciationlclear speech, careful observation of students 

and a sound knowledge of English. All of these, keeping in mind the reservations expressed 

in Chapter Six, particularly in regard to pronunciation, could be interpreted as aspects of 

teacher skill. The fairness or impartiality of the teacher in both interpersonal relationships 

and assessment also appears to be of importance. 

Those characteristics grouped under Affective Factors which appear to be of primary 

importance are the friendliness and enthusiasm of the teacher. The ability to be sympathetic, 

caring, patient, and to have a sense of humour are also seen as of importance. 

Of the few characteristics grouped under Other Factors those related to the Japanese system 

of education appeared to be most significant in forming student attitudes to the qualities of 

their teachers. 
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7.1 Discussion 

Although the results of this study fit comfortably into the general research findings on 'good' 

teaching, there are some contrasts with studies conducted with Japanese students in Japan. 

Therefore, on the basis of this study and comparisons made with other research it can be 

cautiously asserted that Japanese ELICOS students' perceptions of GET's do differ somewhat 

from other groups of Japanese learners of English in Japan. (That is, they do appear to form, 

as a group, a distinct subset of Japanese learners of English.) At the same time, there are 

parallels with the attitudes of other learners of English in educational settings similar to 

ELICOS. These parallels offer tentative support for a view that student valued GET 

characteristics may be more situationally or motivationally determined than culturally so - 

although the particular interpretations and desired manifestations of certain characteristics 

may be so. As well as this, the nature of English language education in Japanese high 

schools, combined with the perceived skills, or lack of them, of their teachers, appears to 

have created or reinforced in students a positive orientation towards systems such as 

ELICOS, where teachers' pedagogic skills are generally more positively evaluated and 

greater freedom and interaction are allowed. 

The significance of Professional Factors to Japanese ELICOS students is emphasized by the 

contrast of the findings of this study to those of Hadley and Hadley (1996), Shimizu (1995), 

and to a lesser extent, Long (1997), conducted with Japanese college students (see Chapter 

Three for details). In the Hadley and Hadley study the authors state that, 'Character issues far 

outweigh any skills or abilities the ideal teacher might have' (1996:55). Shimizu has drawn 

an essentially similar conclusion in regard to foreign teachers of English in Japan - 

'personality characteristics' are seen as dominant. Note, however, that Shimizu's results are 

somewhat different for Japanese teachers of English for whom 'professional characteristics' 

are the most highly rated. 

I have interpreted 'character issues' and 'personality characteristics' as being generally 

synonymous with those characteristics which I have categorized as Affective Factors. The 

question that arises here is, 'What accounts for these differences between groups?' I suspect 

that the main difference lies in their motivations, backgrounds and expectations. Of the 

students who have gone to the trouble and expense of coming to Australia to study English, 

greater numbers may be more highly motivated and expecting much more of the language 
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learning experience than students who have stayed in Japan - an expectation, perhaps, born of 
dissatisfaction with past language learning experiences and fed by views of foreign teaching 

and teachers, which may reflect varying degrees of reality. 

Alternatively, the possibility exists that the students' views are not necessarily preexisting 

ones. They may have developed, at least in part, out of their general experiences in Australia 

and their ELICOS experiences in particular. In relation to this, recall that in Part C of the 

questionnaire students' main motivations for coming to Australia and ELICOS were not 

related to issues of language teaching. 

In regard to English teaching in Japan, as described in Chapter Two, there is a diverse range 

of English language learning options - conversation schools, private teachers, university 

courses, and so on. In some cases, however, the quality of education is suspect. One aspect 

of this is the role and status of the native speaking teacher, particularly, but not exclusively, in 

the private language teaching sector. As described by Wordell and Gorsuch (1992), in many 

cases these teachers have no formal training in TESOL and are employed on the strength of 

their ethnicity5. The 'performance' aspects of their job may be emphasized over the 
educational. In this type of situation their function has been described by Wiggins (1992:3 1) 

as being akin to that of a 'dancing bear' or 'trained seal'. A defacto system of 'minimum 

acceptable standards' (Joyce, 1996:32) - primarily, being a native speaker of English with a 

valid visa, having at least a Bachelor's degree (in any discipline) - in place across much of the 

private language teaching sector would seem to exacerbate this situation. 

In terms of the situation in universities and colleges, the differences highlighted in Shirnizu's 

study regarding the characteristics most valued in native speaker teachers of English ('easy to 

get acquainted with' and 'entertaining') as opposed to those valued in Japanese teachers 

('subject area knowledge' and 'pronunciation') tends to support the contention that 

'performance' aspects are more important to students than 'professional' ones in their foreign 

The importance of ethnicity, at least to some employers, in the private language education sector is emphasized 
by a recently reported case (Joyce, 1996) in which a black American native speaker of English was allegedly 
regularly passed over in favour of 'white' colleagues when teachers were chosen to teach demonstration lessons 
to prospective students. 
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teachers. Although concern for the former characteristics are not absent in ELICOS students, 

there is also a parallel and contrastive concern with the latter ('knows a lot about English' and 

'clear speech' occurring in the group of significant questionnaire items) which may be driven 

by differing sets of motivations and expectations. 

As noted, dissatisfaction with the language education situation may be a factor in some 

students seeking to study English abroad. It may apply particularly strongly to those ELICOS 

students who have strong motivational reasons to learn English, such as for career or 

educational purposes. Recall the student quoted in Chapter Four whose comment is 

reproduced below, in regard to her purpose for coming to Australia - keeping in mind that a 

number of students expressed the desire to have fun', entertaining teachers. 

1 prefer skill because some teacher is strict so student becomes doesn't like her 

but I think we came here for studying so sometimes skill is much important than 

personality. I mean I hope they got the lovely personality and then good skill. 

Both is better but if just teacher is lovely and if that teacher doesn't have any 

skill that become problem - much much bigger - so I prefer the skillful teacher. 

(5, 14,11) 

Support for a view that students who choose to study English abroad may have primary 

concern for professional characteristics can be found in the work of Christison and Krahnke 

(1986) and Katz (1988). Although affective characteristics were not unimportant, the results 

of these studies emphasize that students highly value 'effective' teachers. A critical 

component of this effectiveness, as it is in this study, is the ability to explain well. In 

contrast, however, Gottschalk (1988) concluded that teacher personality characteristics 

('caring', 'approachable', 'fun', etcetera) were of most importance. One possible explanation 

for this contrast is that Gottschalk's respondents' overseas experiences had affected their 

views. They had already graduated from language programs and, perhaps, were viewing 

through the lens of distance and achievements made the qualities they considered important 

in their teachers. On the other hand, the respondents in the other research were still engaged 

in their language studies and their goals - entry into academic courses - had not yet been 

reached. 
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Disentangling the threads of student attitudes is a difficult and imprecise process. However, 

having read and reread the interview transcripts and written responses many times and 

considering these in the light of the questionnaire results a picture, perhaps somewhat unclear 

in specific detail but understandable nonetheless, began to emerge. This picture is one in 

which positive student-teacher relationships are developed in an atmosphere of acceptance 

and trust, one in which the affective distance between teacher and students is low and the 

more joyful, playful and caring aspects of human relationships are harnessed, knowingly or 

not, to foster a positive learning environment. This view is given more credence when it is 

recalled that the most negatively rated characteristic in the questionnaire was 'reserved' 

which, from the 32 sets of responses, received only one positive response and 22 negative 

ones, of which seven were strongly negative. 

From the above it may appear that an array of positive affective factors is a necessary 

precedent to the teacher being able to make optimal use of his/her professional skills. I do 

not believe that this is necessarily so. It is quite possible that a teacher who is skillful (and 

who possesses other professional characteristics as described in Chapter Six) may contribute 

to the development of a positive affective environment through the application of his or her 

skills. That is, students may recognize and appreciate the professionalism of their teacher and 

this may help to develop positive affective outcomes. 

Take for example the ability to explain well, which may apply not only to explanations about 

the language being taught but also to the context in which it is presented. Consider, for 

example, a teacher who through carefully structured explanation helps to ensure that his/her 

students clearly understand the task to be engaged in and their role in it. Would not such a 

teacher, through this careful application of explanation, contribute both to the successful 

completion of the task, and thus student confidence, and so the structuring of a positive 

affective environment? Conversely, the question of what degree of affective 'input' is 

required in the complex social world of the classroom remains unanswered and is likely to 

remain so. 

7.2 Implications 

On the basis of comparisons with studies conducted with Japanese college students of 

English, the results of this study suggest ELICOS students' preferences and perceptions of 
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their teachers may be somewhat different from those expected of Japanese students of 
English in general. 

With regard to student preferences, we must of course attend to both the professional and 
affective aspects highlighted, as these have implications for the structuring of the learning 
environment and the development of personal practice and awareness on the part of the 

teacher and support and training in this regard at an industry and institutional level. These 
include the development of positive perceptions of the teacher as a skillful practitioner, with 

an emphasis on the ability to explain well in conjunction with a sound knowledge of the 

language and being well prepared, as well as being a caring and friendly person. 

As for what happens in the classroom, Hyland (1994:68) suggests the need for the 

development of 'a culture-sensitive pedagogy' based on developing an awareness of learners' 
cultural backgrounds and learning styles. While not disagreeing with this, it would appear to 

be a rather difficult thing to achieve in heterogeneous classrooms which may contain students 
from any number of cultures. What does one do when cultural demands may be in 

opposition? Does the teacher become a 'cultural-broker' of sorts, aiming to harmoniously 

meld possibly disparate elements into a harmonious whole or mediate towards an acceptance 

of the norms and values of the host culture? Further complications arise when the conflicting 
results of research on learning styles of different cultural groups are taken into account 

(Oxford and Anderson, 1995). It is difficult to base a pedagogy of any validity on conflicting 
data. The need for 'a culture-sensitive pedagogy' is further challenged by the similarity of the 

results of this study with those of other heterogeneous groups studying English abroad. 

The development of such a pedagogy, if it can be developed, cannot be left only to teachers. 
There is a role to be played in this by teacher training and inservice courses which, as 
previously mentioned, are heavily weighted towards the development of teacher 
competencies which contribute toward students' language proficiency. Given the need for 
such a component, a superficial or over-generalized treatment of cultural differences and 
learning style preferences within teacher preparation programs may obscure the very real 
complexities which exist. 
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Given the importance of both affective and professional factors to students it may be useful, 

within teacher preparation programs, for their interplay to be highlighted and ways in which 

they might effectively be brought together explored. In this regard Mangubhai (1993: 14) 

cites G. I. Brown's concept of 'confluent' education (an integrative approach which 

consciously melds affective and cognitive elements) as a possible way of enhancing the 

learning experience in second language classrooms. 

Although it appears from student comments in the interviews and essays that the skills of 

ELICOS teachers are well regarded, given the importance placed on teacher skill, these need 

to be continually attended to. This seems such an obvious factor that it may appear trite. 

Surely, however, our students have a right to expect pedagogically skillful teachers. 

Maintaining quality of teacher education courses, ensuring their relevance and appropriacy 

and providing avenues for further professional development (through inservice programs for 

example) are obvious areas for attention. 

It is in developing the affective environment and related teacher qualities that difficulties lie. 

Aside from heightening teacher awareness of the possible impact of a range of personality 

related affective factors, can these actually be developed or enhanced through training? 

Mangubhai (1993:14) believes that unless greater emphasis is given to the selection of 

potential teachers on the basis of personality as well as academic achievement 'the 

probability of producing a teaching force that is truly oriented toward treating all learners as a 

composite of affect and intellect, with both elements exerting a powerful force on the 

learning that eventuates, is greatly diminished'. 

At the industry level, particularly in terms of marketing, an emphasis on both the positive 

professional and affective aspects of ELICOS centres, framed in terms of those identified in 

this study, may be beneficial. This of course implies that such factors are indeed in operation 

at such centres. It would not appear unreasonable to expect that centres which are evaluated 

positively in the light of the above may have higher student return and retention rates. The 

development and maintenance of a positive reputation may, in turn, result in a higher profile 

for the individual centre and the industry as a whole with consequent benefits in terms of 

student inflow and enhanced competitive ability. 
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Ethnicity, which may have been expected to figure more prominently as an important 

characteristic, was in fact not seen as being of particular importance (and in this way 

corresponds with the findings of Shimizu), despite its occurrence in both two interviews and 

its being selected by three students in the student-selected section of the questionnaire. On a 

cautionary note, the emphasis which was placed by some students on teacher ethnicity - their 

preference for 'Western' teachers - raises ethical issues in a multi-cultural society such as 

Australia. Although disallowed by law, an awareness of this could lead to discriminatory 

hiring practices amongst ELICOS colleges. Personal experience suggests that students may 

initially be somewhat unhappy with a 'non-Western' teacher but soon accept them on an 

equal basis if they perceive their language skills are those of a native speaker. 

Although this study points to characteristics which are valued in a good English teacher, its 

limited nature requires that the findings be regarded with caution. It should perhaps be 

regarded more as one aspect of a collage rather than as the total work. As such it contributes 

to the whole but must be viewed within the broader context of related studies. One aspect in 

particular which could be developed further wouk e the exploration of meanings which 

students attach to the descriptors they use for describing GETs. 
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Appendix 1 
Characteristics and Categories from 'Good' Teacher Studies 
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Table Al: Teacher Characteristics and Categories (Non-TESOL Studies) 

Jacobson (1982) N=46 
124 characteristics reduced to five areas (no rankings or ratings given). 

teacher-student relations 
knowledge & enthusiasm for the subject matter 
teaching strategies 
communication skills 
the teacher as a person 

Wright (1984) N=300 
35 characteristics (ranked by frequency). Percentages are approximate. 
1. nice (70%) 11. trusting 21. has a social life 
2. warm (68%) 12. reachable 22. compromising 
3. friendly (62%) 13. accepting 23. fair 
4. caring (60%) 14. ambitious 24. logical 
5. interesting (45%) 15. sincere 25. tolerant 
6. sense of humour (42%) 16. unbiased 26. uncritical 
7. enthusiastic (39%) 17. open 27. empathetic 
8. informed (3 7%) 18. patient 28. liberal 
9. listens (37%) 19. considerate 29. aware 
10. young (34%) 20. encouraging 30. pliable 
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Donaldson (1989) N176 
instructor's concern & respect 

for students; friendliness 
committed, dedicated professional 
knowledge of subject matter 
nature & value of course material 
stimulation of interest in subject 
instructor's preparation; organization 
availability & helpfulness 
enthusiasm for subject/teaching 
encouragement of questions/discussion 

/openess to others' opinions 
motivation of students 
impact of instructor or instructor's teaching 
ability to explain course material clearly 
nature & value of supplementary 

materials & teaching aids 
responsiveness to diverse needs 
role model 

fosters development of community 
of learners 

instructor's humour 
uses variety of teaching techniques 
intellectual challenge,encouragement 

of independent thought 
intellectual expansiveness & 

intelligence 
sensitivity & concern with class level 

& performance 
classroom management, maintaining 

including atmosphere conducive to 
learning 

fairness, impartiality of evaluation 
difficulty of the course & workload 
nature, quality, & frequency of 

feedback to students 
elocutionary skills 
clarity of course objectives & 

requirements of course 



Table Al (continued) : Teacher Characteristics and Categories (TESOL Studies) 
Christison & Krahnke (1986) N=80 
Rankings for ESL teacher preferences. 

1. explains well (40%) 
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2. Various personality characteristics: 
stimulating 
patient 
interested 
enjoyable 
cooperative 
caring 
kind 
helpful 

Gottschalk (1988) N61 

1. teacher personality characteristics (54%) 
cared 
approachable 
fun 
eager 
relaxed 
personable  

3. Various professional characteristics: 
clear speech 
experience 
teaching style 
fairness in grading 
preparation 
organization 

provision of feedback (32%) 
corrected my papers 
helped me with my mistakes 

used the things we learned (9%) 

Katz (1988) N=71 
Student preferences in rank order 

able to explain material clearly 
able to communicate ideas 
knowledgeable in field 
can relate to students; understand problems 
patient 
friendly 
knowledgeable about material 
helpful 
love job 
motivated 
active & energetic 
have experience 
enthusiastic 
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CONSENT FORM 

Dear ELICOS Student, 

I am currently undertaking a research project for my Masters Degree in Education. 
In general, I am interested in the attitudes and opinions of Japanese ELICOS students to the 
teaching and learning of English. 

To complete my study I need to collect data in various forms (interviews, questionnaires and 
student essays). Information collected in this way will be analysed and may be used in the 
study directly or indirectly. 

I would greatly appreciate it if you would agree to take part in the study and allow me to use 
information collected from you. Please note the following important points before you make 
a decision. 

i. You may withdraw from the study at any time. 
There is no penalty of any kind for doing so. 

Your confidentiality is assured. Your name will not be used in the study and 
anything which might reasonably identify you will be eliminated or disguised. 

You may, at any time, request that data concerning yourself not be used in the 
study. 

You may ask me, at any time, for more detailed explanations of the purpose and 
nature of the study. 

If you agree to take part in the study please sign your name on the line below. 

Name: 

Thank you for your time and cooperation. 

Chris Milne 
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Informant Profile Sheet 
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Informant Profile 

Informant No. Interview Site: Time/Date: 

Conditions: 

Name: Age: Gender: M F 

Occupation: 

Educational Qualifications: 

Length of time in Australia: 

Length of time in ELICOS course: 

Reasons for choosing Australia for English study: 

Length of time studying English: 

Nature of Study: 

Primary 

Junior High School 

Senior High School 

Tertiary 

Other 

Motivation to study English: 

Japan 

Australia 

Characteristics of a 'good' English Teacher: 

Descriptors 

Rationale 



Appendix 4 
Guiding Questions for the Interviews 



Interview 

Guiding Questions 

Tell me about your English Language learning 'career' from when you first started 

learning English until now. 

Tell me about your memories of learning English in Japan. 

Are there any English teachers that you remember well? Why? 

Could you tell me about the best and worst English teachers you have had? 

Do you have any strong impressions about the way they taught? 

If you could choose an English teacher what would you like them to be like? 

Tell me how you decided to study English in Australia 

Were there any particularly important reasons for your decision? 

If you could do it again would you make the same decision? 

Could you compare the way you learnt English in Japan and Australia for me? 

What do you think about the way of teaching English in Australia? 

122 



Appendix 5 
Data Collection Protocol 
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DATA COLLECTION PROTOCOL 

ESSAY 
The procedure is as follows: 

The essay should be done some time before the questionnaire (preferably a 
week or so) so the students are not influenced by its content. 

the essay topic is - What do you think is a good English teacher? 

It is important that this exact title is used. 

Don't tell the students it is for a study until after the essays are written and then ask for 
permission to use the essays in the study. Of course, only send on those ones that have been 
OK'd for use. 

Also, please ask students to indicate their age and gender on the essays. 

QUESTIONNAIRE 

The questionnaire (depending on how you want to do it) could be done at 
school or at home. The latter is probably the least disruptive. You may wish non-
Japanese to do the English version. 

Please let me know how it was done as I must report this in the study. Also, 
could you let me know how many copies were distributed. 

Could you stress to the students both the confidential and voluntary nature of the 
study, and the importance of filling in every section carefully (especially their 
current level of English on page one in the top right corner). 

Inform the students of the questionnaires' purpose and their confidentiality (see 
consent form). Please do not give specific details of the studys' purpose unless 
specifically asked. 

Distribute the Japanese Language version of the questionnaires and ask students to 
fill in their current level in the top right corner. 

Collect the questionnaires or ask for them to be returned as soon as possible (setting a 
deadline might help). 
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Questionnaire - English Version 



DO NOT WRITE YOUR NAME ON THE QUESTIONNAIRE 

PART A. Current English Level: 

Please circle the appropriate number/s (or write where required) to answer the 
following questions. 

Example: Do you like ice cream 

LG) 2. No 

Are you 

1. Male 2. Female? 

How old are you? 

1. upto20 2. 20-25 3. 26-30 
4. 31-35 5. 36-40 6.over40 

Are you 

1. single 2. married 3. divorced? 

What is your occupation in your home country (eg. university student, clerk, 
office worker, tradesman, etc.)?  

What is the highest academic qualification you have? 

1. high school diploma 2. undergraduate degree/diploma 
3. postgraduate degree/diploma 

Have you studied English before coming to Australia? 

1. Yes 2. No 

If you answered 'Yes' go to question 7. If you answered 'No' go to question 9. 
Where did you study English in your country (circle all the answers that are 
correct)? 

1. primary school 2. junior high school 3. senior high school 
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4. university 5. other (eg. junior college, technical college) 

6. cram school 7. private English college/conversation school 

8. In total, for how many years did you study English in your country? 

at school 
 

at a university or other tertiary institution  

at cram school 
 

at a private English college/conversation school  

9. In total, how long do you plan to study English in 

Australia? 

10. In total, how long have you been studying English 

in Australia? months 

11. How many different ELICOS colleges have 

you attended? 

12. How many times have you studied English in Australia? 

13. Have you studied English in any other country? 

1. Yes 2. No 

14. If you answered 'Yes' to question 13. which country/countries did you study 
English in? 

15. How long did you study English in that/those country/ies for?  
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PART B. 

Please read the statements below. 
How much do you agree or disagree with them? Put an X on the line closest to the 
point that tells how you feel. 

A 'good' English teacher 
is friendly 

strongly disagree undecided agree strongly 
disagree agree 

is enthusiastic 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

is energetic 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

iskind 

strongly disagree undecided agree strongly 
disagree agree 

is caring 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

is helpful 
I I I I 
strongly disagree undecided agree strongly 
disagree agree 

is fair 

I I I I I 
strongly disagree undecided agree strongly 
disagree agree 
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A 'good' English teacher . 

is patient 

strongly disagree undecided agree strongly 
disagree agree 

is funny 

strongly disagree undecided agree strongly 
disagree agree 

is serious 

strongly disagree undecided agree strongly 
disagree agree 

is stimulating 

strongly disagree undecided agree strongly 
disagree agree 

has a sense of humour 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

is even-tempered 
I I 
strongly disagree undecided agree strongly 
disagree agree 

is well organised 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

is well prepared 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 
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A 'good' English teacher . 

is well qualified 
I I 

strongly disagree undecided agree strongly 

disagree agree 

is skillful 

strongly disagree undecided agree strongly 

disagree agree 

knows a lot about English 

strongly disagree undecided agree strongly 

disagree agree 

is strict 
I I I I I 
strongly disagree undecided agree strongly 

disagree agree 

is experienced 
I I I I 

strongly disagree undecided agree strongly 

disagree agree 

has taught outside Australia 

strongly disagree undecided agree strongly 

disagree agree 

speaks clearly 
I I I I I 
strongly disagree undecided agree strongly 

disagree agree 

explains well 
I I I I I 
strongly disagree undecided agree strongly 

disagree agree 
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A 'good' English teacher . 

24. observes students carefully 

strongly disagree undecided agree strongly 
disagree agree 

 is a native speaker 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

 is young 
I I I I 
strongly disagree undecided agree strongly 
disagree agree 

 can speak another language 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

 is sympathetic 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

 is well dressed 

strongly disagree undecided agree strongly 
disagree agree 

corrects students' homework quickly 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

3 1. corrects your mistakes immediately 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 
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A 'good' English teacher . 

helps students with their work outside class time 
I I I 

strongly disagree undecided agree strongly 
disagree agree 
helps students with personal problems (eg. finding a flat, homesickness) outside class 
times 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

uses games in class 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

Is mature 
I I I I 

strongly disagree undecided agree strongly 
disagree agree 

Is quiet 

strongly disagree undecided agree strongly 
disagree agree 

is businesslike/brisk 
37.1 I I I I 

strongly disagree undecided agree strongly 
disagree agree 

Is old 
 

strongly disagree undecided agree strongly 
disagree agree 

is reserved 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 



A 'good' English teacher . 

is demanding 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

lets students do most of the talking in class 
I I I I I 
strongly disagree undecided agree strongly 
disagree agree 

teaches a lot of grammar 
I I I 
strongly disagree undecided agree strongly 
disagree agree 

makes shy students take part 
I I I 
strongly disagree undecided agree strongly 
disagree agree 

From the above please list the five things you think are the most important qualities 
of a good English teacher. 

Most important thing: Number 

Second most important thing: Number 

Third most important thing: Number 

Fourth most important thing: Number 

Fifth most important thing: Number 

If you think there are some other important qualities of a good English teacher 
please write them on the lines below. Put the most important one first, then the 
second most important one and so on. 

131 



PART C. 

How true are the following statements? 

Australia is a safe country 

quite false somewhat false somewhat true very true 

A friend recommended that I study English in Australia 

quite false somewhat false somewhat true very true 

A travel agent or study abroad counselor recommended studying in Australia 
1 I I I 
quite false somewhat false somewhat true very true 

Australia is cheap 

quite false somewhat false somewhat true very true 

The natural environment is very interesting (eg. Ayers Rock, beaches, animals, etc.) 

quite false somewhat false somewhat true very true 

The quality of the English courses is good 

I I 
quite false somewhat false somewhat true very true 

I have family or friends living in Australia 

I I 
quite false somewhat false somewhat true very true 

I want to study at an Australian college or university 

I I I 
quite false somewhat false somewhat true very true 

Australia is closer to home than other English speaking countries 
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quite false somewhat false somewhat true very true 



10. I want to live in Australia (immigrate) 

quite false somewhat false somewhat true very true 

From the above please list the five things you think were the most important reasons 

why you came to Australia to study English. 

Most important thing: Number 

Second important thing: Number 

Third important thing: Number 

Fourth important thing: Number 

Fifth important thing: Number 

If you think there are some other important reasons for studying English in Australia 
please write them on the lines below. Put the most important one first, then the 
second most important one and so on. 
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PARTD. 

How true are the following statements for you? 

I am learning English because.......... 

I like English 

very false somewhat false neutral a little true very true 

English will help me in myjob/professionlstudy 

very false somewhat false neutral a little true very true 

it is fashionable to learn English 

very false somewhat false neutral a little true very true 

I wanted to travel overseas 

very false somewhat false neutral a little true very true 

my parents want me to learn English 

very false somewhat false neutral a little true very true 

my boss/company wants me to learn English 
I I I I 

very false somewhat false neutral a little true very true 

I want to learn the language and the culture 
I I I 
very false somewhat false neutral a little true very true 

English is an international language 
I I 
very false somewhat false neutral a little true very true 
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I want to make English speaking friends 
I I 
very false somewhat false neutral a little true very true 

I want to go to university or college in an English speaking country 
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very false somewhat false neutral a little true very true 
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Questionnaire Part B 

Student (Al to B22) Responses to Likert Questions (Qi to Q43) 
-2 = strongly disagree -1 = disagree 0 = undecided I = agree 2 = strongly agree 

Intermediate values have been represented by the addition of a .5 to the appropriate numeral. 

2i _Q8 Q2 QIQ  Q11 012 
Al 0 0 0 0 0 0 0 0 0 0 1 2 
A2 1 1 1 0 1 0 1 0 1 0 1 1 
A3 2 1 2 1 1 1 1 0 2 0 1 1 
A4 0 0 0 0 0 0 0 0 0 0 0 0 
AS 2 2 1 2 1 1 1 0 0 0 1 1 
A6 2 2 2 1 2 0 2 0 1 1 0 1 
A7 2 2 1 1 1 0 0 1 2 0 1 2 
A8 1 1 1 1 2 1 2 1 1 1 1 
A9 1 1 1 1 1 1 1 0 2 0 1 
A1O 1 1 1 2 2 2 2 2 2 1 1 
Bi 0 0 1 -1 -1 -1 -2 0 0 -1 -1 
B2 2 1 0 1 1 1 1 0 0 0 1 
B3 1 1 1 2 2 1 2 0 1 1 2 2 
B4 2 1 1 1 1 1 1.5 1 1 1 1.5 1.5 
B5 1 1 0 1 0 0 1 1 0 1 0 0 
B6 1 2 0 1 -1 -1 2 0 0 0 2 1 
B7 2 2 0 2 2 2 2 0 0 -1 -1 2 
B8 1 1 0 0 0 -1 1 1 -1 -1 1 
B9 2 2 1 2 1 0 0 0 2 0 1 0 
BIO 1 1 -1 1 1 1 1 1 1 0 1 
BIl 1 1 1 1 1 0 1 0 1 1 0 0 
B12 2 2 2 2 1 1 2 1 1 2 1 
B13 2 1 1 0 1 -1 2 1 1 -1 1 0 
B14 1 2 1 1 2 2 2 1 1 1 1 1 
B15 1 2 2 1 1 2 1 1 2 1 2 1 
B16 1 1 0 -1 -1 -1 2 -2 0 -2 1 1 
Bl7 1 1 1 1 1 1 1 1 1 1 1 
B18 2 2 2 2 2 2 2 0 1 0 1 2 
B19 I -2 -1 -1 0 0 -1 0 0 1 0 
B20 1 1 1 1 1 1 1 1 1 1 1 
B21 1 1 1 1 2 2 2 2 2 0 2 
B22 1 1 0 1 1 0 1 0 0 0 0 0 

Total 40 36 24 28 29 18 35.5 14 26 8 26.5 31.5 
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Questionnaire Part B 

Student (Al to B22) Responses to Likert Questions (Qi to Q43) 
-2 = strongly disagree -1 = disagree 0 = undecided I = agree 2 = strongly agree 

Intermediate values have been represented by the addition of a .5 to the appropriate numeral. 

Stu 013 01 015 01 DII DJ Q12 020 021 022 02 024 
Al 1 1 1 1 2 2 0 1 1 2 2 

A2 -1 -1 1 0 2 0 0 1 -1 1 2 
A3 1 0 0 1 1 1 0 2 1 1 2 2 
A4 0 0 0 1 1 1 0 0 0 0 1 0 
AS -1 -1 0 1 1 2 -1 1 -1 2 2 -1 
A6 1 0 0 1 2 1 0 0 -1 1 1 2 
A7 0 1 1 1 1 1 0 0 -2 2 2 0 
A8 1 1 2 1 1 1 0 1 -2 1 1 2 
A9 1 1 0 1 1 1 -1 1 I 1 1 
A1O 1 1 2 0 1 1 1 1 0 0 1 

BI 1 0 -1 0 0 1 0 -1 - 0 -i 0 

B2 0 1 0 1 2 2 0 1 1 1 2 

83 1 1 0 2 2 2 0 0 1 2 2 

B4 I 1 1 1.5 2 1.5 0.5 1.5 1 1.5 2 

B5 1 1 0 1 1 1 0 2 0 1 1 

B6 1 2 1 0 2 2 1 2 0 1 2 2 

B? 0 0 0 -1 2 -1 -1 -1 1 2 2 2 

B8 1 1 1 -1 1 1 0 0 0 1 1.5 1 

B9 0 1 1 1 2 1 0 0 -1 2 2 1 

B1O 1 1 1 1 1 2 1 2 0 1 2 2 

BII 0 1 1 1 1 1 -1 1 1 1 1 1 

B12 1 2 2 2 2 2 0 2 1 2 2 

B13 -1 1 1 -1 2 1 0 1 -1 1 2 1 

B14 1 1 1 1 2 1 -1 0 -1 1 1 1 

B15 1 1 2 1 2 2 1 2 0 1 2 2 

B16 -2 -2 -2 -1 2 0 0 -1 -1 -1 1 

B17 1 1 0 0 1 1 0 1 1 1 1 1 
B18 I I 1 -1 2 1 0 1 -1 0 1 2 

B19 0 -1 1 0 -1 1 0 0 -1 1 1 1 

B20 1 1 1 1 1 1 0 1 1 1 1 

B21 1 1 1 1 2 I -1 1 0 1 1 2 

B22 1 1 1 0 1 1 0 0 0 0 1 1 

Total 16 20 21 17.5 45 36.5 -1.5 23.5 -2 32.5 45.5 36 



149 
Questionnaire Part B 

Student (Al to B22) Responses to Likert Questions (Qi to Q43) 
-2 = strongly disagree -1 = disagree 0 = undecided I = agree 2 = strongly agree 

Intermediate values have been represented by the addition of a .5 to the appropriate numeral. 

028 0.29 030 Q31 032 033 034 035  036 

Al 1 1 0 2 1 0 1 1 0 0 2 0 

A2 1 -1 -1 1 -1 1 1 1 0 0 1 -1 

A3 2 1 1 1 1 2 2 2 1 1 1 -2 

A4 0 0 0 0 0 0 0 0 0 0 0 0 
A5 -1 -1 -2 0 -2 1 1 1 0 -1 0 -2 
A6 -2 -2 0 1 -1 1 1 1 1 0 1 -1 
A7 0 -2 -2 2 -1 -1 1 0 0 -1 0 -2 
A8 1 -2 -2 1 0 -1 1 0 1 1 2 0 
A9 1 -1 -I 1 0 -1 0 1 0 0 1 -1 
A1O 2 -1 -1 1 -1 0 0 1 0 0 0 -1 

Bi 0 0 2 0 0 2 2 2 -1 -2 -2 -1 

B2 1 0 1 1 0 0 1 1 1 1 0 0 

B3 1 -I 0 1 1 0 1 2 2 1 1 0 

B4 2 0 -1 1 0.5 1 2 1.5 1.5 1.5 1.5 -1 
B5 1 0 0 0 1 0 0 0 1 0 1 
B6 0 -2 -2 1 1 -1 2 1 0 -1 2 -1 
B7 2 -1 2 1 -1 -1 2 -1 2 0 -1 -I 
B8 1 0 -1 1 0 -1 1 1 1 0 1 -1 

B9 0 1 -1 1 1 1 2 1 2 0 2 -1 

B1O 1 2 0 1 1 1 2 2 2 1 2 0 

BIl 0 0 -1 1 0 1 1 1 1 -1 1 -1 

B12 0 0 1 1 0 1 2 0 1 0 1 0 

B13 1 -1 -1 1 -1 1 1 1 0 0 -1 -1 

B14 0 -2 -1 1 1 1 1 1 0 0 2 0 

B15 0 0 1 1 0 1 1 2 1 1 2 0 

B16 0 -2 -2 0 -2 -1 0 1 0 0 -1 -1 

B17 1 1 1 1 1 1 1 1 1 1 1 0 

B18 -1 -1 -1 1 -1 0 1 2 2 1 1 -1 
B19 -2 -1 0 1 0 1 0 0 0 2 0 -1 

B20 1 0 0 1 0 0 1 0 0 0 1 1 

B21 1 -2 0 1 -1 -1 1 1 1 2 1 0 

B22 1 0 0 1 0 0 1 0 1 1 0 0 

Total 16 -17 -11 29 -2.5 9 34 28.5 22.5 8.5 23.5 -19 
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Questionnaire Part B 

Student (Al to B22) Responses to Likert Questions (QI to Q43) 
-2 = strongly disagree -1 = disagree 0 = undecided I = agree 2 = strongly agree 

Intermediate values have been represented by the addition of a .5 to the appropriate numeral. 

Student 40 41. Q4.. 04 Total Write-in Section 
Al 1 0 -1 -1 1 1 1 29 
A2 -1 1 -1 0 1 0 0 15 
A3 1 -1 -1 1 0 0 1 39 
A4 0 0 0 0 0 0 0 4 3comments 
AS 1 -2 -2 0 -1 0 1 7 1 comment 
A6 1 -2 -2 1 -1 0 1 20 
A7 -1 -2 -1 0 0 0 0 10 3 comments 
A8 1 -2 0 0 0 -1 1 25 
A9 0 -1 -1 -1 0 0 1 18 1 comment 
A1O 0 0 -1 0 0 0 0 27 lcornment 
BI 0 -1 1 0 2 0 1 -1 3 comments 
B2 0 0 0 0 0 1 1 30 1 comment 
B3 0 -1 -1 0 0 0 2 39 1 comment 
B4 1 -1 -0.5 -1 -1 -0.5 0.5 38 1 comment 
B5 0 1 0 -1 0 0 0 21 3 comments 
B6 2 -1 -2 -1 0 -1 2 22 3 comments 
B7 -1 -1 -1 -1 -1 -2 2 15 4 comments 
B8 0 0 -1 -1 1 0 1 13.5 
B9 -1 -2 -2 1 0 0 0 26 
BIO 1 -1 -1 2 2 1 1 44 
BI1 1 -1 -2 0 0 1 0 19 
B12 -1 0 0 0 1 1 1 46 
B13 1 -1 -2 -1 -1 0 0 11 
B14 0 0 -1 0 0 -1 1 27 
B15 1 0 0 0 1 1 2 49 

B16 0 -2 -2 1 2 0 0 -16 

B17 0 0 0 0 0 0 1 33 

B18 1 -1 -1 0 -1 0 0 27 

B19 1 0 0 0 -1 2 -1 1 

B20 0 0 0 0 0 0 0 28 

B21 0 -1 -1 0 0 0 1 31 

B22 0 0 -1 -1 0 0 1 16 

Total 9 -22 -27.5 -3 4 2.5 22.5 713.5 

An * denotes a student who supplied a written response in the open-ended section of Part B of the questionnaire 
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Questionnaire Part B 

The Five Student (Al to B22) Selected Characteristics (NI to N5) 

Stu. No. I No. 2 No. 3 No. 4 No. 5 Comments 

Al 17 12 22 23 28 consistent - all strongly agree 
A2 2 24 41 22 II 'strongly agree' with Q17 & 23 in Likert selections - not 

included here 
A3 1 7 17 24 43 Q7, Q17 & Q43 only 'agree' in Likert selections 
A4 18 23 22 34 35 Q22, Q34, Q35 were 'uncertain' in the Likert selections 
AS 23 22 2 p1766  18 1 consistent - all strongly agree 
A6 24 1 7 35 17 Q17 was only 'agree' in the Likert selections 
A7 1 2 22 9 23 consistent - all strongly agree 
A8 8 7 24 1 15 QI & Q8 were only 'agree' in the Likert selections 
A9 17 18 12 11 9 Q9 was the only 'strongly agree in the Likert selections- 

ranks reversed? 
A10 25 8 4 7 15 consistent - all strongly agree 
Bi - - - - - 

B2 17 22 25 31 23 Q18 in the Likert selections 'strongly agree'- not here. 
Others consistent 

B3 22 12 11 17 18 fully consistent 
B4 1 17 23 25 31 fully consistent 
B5 20 14 8 22 17 only other 'strongly agree' -Q20- not listed. Otherwise 

consistent 
B6 18 23 17 20 2 fully consistent 
B7 27 1 17 23 33 fully consistent 
B8 23 17 14 12 18 fully consistent 
B9 2 23 22 15 9 Ql5 was 'agree'. Ignores 'strongly agree' items (eg.Ql7, 

31, 33, 35) 
B1O - - - - - 

Bil 15 20 23 17 24 fully consistent 
B12 16 17 23 18 41 Consistent except Q41-ignores other 'strongly agree' items 

(eg.Q22, 31) 
B13 7 23 1 17 31 fully consistent 
B14 5 2 17 6 7 fully consistent 
B15 - - - - - 

Bl6 17 7 1 23 32 fully consistent 
B17 26 2 19 6 3 Q19 ranked 'uncertain' in theLikert selections- otherwise 

consistent 
B18 5 1 2 7 24 fully consistent 
B19 2 17 12 23 24 noticeably inconsistent 
B20 7 25 22 23 4 fully consistent 
B21 24 11 9 23 17 Q23 is 'agree' ignores 'strongly agree' items (eg. Q5, 6) 
B22 
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Questionnaire Part C 

Student (Al to B22) Selected Reasons for Studying in Australia (Qi to QlO) 
-2 = strongly disagree -1 = disagree 0 = undecided I = agree 2 = strongly agree 

Intermediate values have been represented by the addition of a .5 to the appropriate numeral. 

fli 01 2 3 4 5 6 2 

Al -1 -1 -1 2 1 1 -2 -1 0 -1 
A2 1 -2 -2 2 1 1 2 -2 -1 -2 
A3 -1 -2 -2 1 1 1 1 2 -1 -1 
A4 1 -1 -1 1 1 1 1 1 -1 -1 
AS 2 0 2 1 2 0 -2 -1 1 1 
A6 -1 -2 -2 2 2 0 -2 1 -2 -2 
A7 1 -2 -2 2 2 0 2 1 2 -2 
A8 1 -2 -2 2 0 1 2 0 0 1 
A9 1 -1 -2 -2 -2 1 1 -1 1 1 
AIO 1 -2 -2 1 2 -1 -2 -2 1 -2 
Bi -1 -2 -2 -1 -2 -2 -1 -1 -2 -2 
B2 1 -2 1 1 1 -1 -2 1 -1 -1 
B3 1 1 1 2 -1 -1 1 2 1 2 
B4 1 -2 -2 -1.5 1.5 -1 -2 -1.5 1 0.5 
BS 1 1 -1 1 1 1 -1 -1 1 -1 
B6 1 -2 -1 2 2 1 1 2 -1 2 
B7 -1 -2 -2 1 2 -1 -2 1 1 0 
B8 0.5 -2 -2 2 1.5 -0.5 1.5 -0.5 1.5 -1.5 
B9 1 -2 -2 2 2 -1 -2 0 1 0 
B1O 2 2 -2 1 1 1 -2 1 1 1 
1311  1 -2 -2 -1 1 1 2 2 1 -2 
B12 2 -2 -2 2 2 0 0 0 1 0 
B13 1 -2 1 2 2 -1 -2 1 1 2 
B14 1 -1 -2 1 -1 1 -2 1 1 -1 
B15 2 -1 -2 1 1 -2 -1 -1 -1 
B16 1 -2 -2 1 1 -1 -1 2 1 
B17 1 -2 -2 1 1 -1 -1 -2 2 -2 
B18 1 0 -1 1 2 1 -1 -2 0 0 
B19 2 1 -1 1 2 -1 -2 1 -1 -1 
B20 1 -2 -2 1 0 0 -2 0 1 1 
B21 1 -1 -2 1 1 0 -1 -2 1 2 
B22 

Total 25.5 -39 43 32.5 31 -0.5 -19.5 1 10.5 -9 



Student (Al to B22) Ranked Most Important Reasons for Studying in Australia 
from QI to QIO of Part C of the Questionnaire 

Rating .1 2 3 4 

Student Item chosen 

Al -  - - - - 

A2 1 7 4 5 6 

A3 8 5 - - - 

A4 1 4 6 5 9 

A5 1 5 4 3 9 
A6 4 5 1 8 9 
A7 7 5 4 1 8 
A8 7 1 6 5 4 
A9 7 6 1 9 10 
A10 4 1 5 9 - 

B! - - - - - 

B2 1 4 5 8 - 

B3 10 5 1 4 7 
B4 9 5 1 10 4 
B5 1 4 5 9 2 
B6 5 10 4 1 7 
B7 5 9 10 4 1 
B8 1 4 9 - - 

B9 1 4 5 9 - 

BIO 6 5 4 8 10 
Bli 8 4 6 1 9 
B12 1 5 9 10 - 

B13 1 4 2 5 9 
B14 1 6 5 4 9 
B15 - - - - - 

B16 8 5 1 4 10 
B17 4 1 9 - - 

B18 5 1 4 6 10 
B19 5 1 4 - - 

B20 1 4 - - - 

B2 1 

B22 
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Questionnaire Part D 'I am Learning English Because ...' 
Student (Al to B22) Selected Reasons for Learning English (Qi to Q10) 

-2 = very false -1 = false 0 = neutral I = true 2 = very true 
Intermediate values have been represented by the addition of a .5 to the appropriate numeral. 

Student Qj Q Q 3  Q4 Q QJJ 
Al 2 1 -1 1 0 - 0 1 -1 -2 
A2 1 -1 -1 1 -2 -2 1 1 0 -2 
A3 2 2 -2 -2 -2 -2 2 2 2 0 
A4 2 2 -1 -1 -1 -1 0 0 -1 0 
A5 1 2 1 2 -2 -2 2 2 1 0 
A6 0 2 1 1 -2 -2 1 1 -1 -1 
A7 2 1 0 1 -2 -2 2 0 0 -1 
A8 1 1 -1 -2 -2 -2 1 2 -1 -2 
A9 2 2 -1 0 -2 -2 1 1 2 0 
A1O 2 2 -1 -2 -2 -2 2 2 -2 -2 
BI -1 -1 0 0 2 - 1 2 1 2 
132 1 2 -1 0 -2 -2 1 2 2 
133 2 2 -2 1 0 0 2 1 1 1 
134 -1.5 -0.5 -2 0.5 -2 -2 1 1.5 0.5 -2 

135 0 -1 -2 1 -2 -2 2 1 1 -2 
136 2 2 -2 1 -2 -2 2 1 1 2 
137 -2 -1 -1 2 -2 -2 1 2 2 -2 
138 1 1 -1 1 -1.5 -2 -0.5 1 2 2 

139 1 2 1 2 -2 -2 2 2 2 -1 

BlO 2 2 0 2 0 0 1 2 2 2 

13I1 2 2 -1 -2 -2 -2 2 2 2 2 

B12 2 2 1 1 -2 -2 0 2 1 2 

B13 1 2 -1 -2 -2 -2 1 2 0 0 

B14 2 1 -1 -1 -2 -2 2 2 0 -1 

B 15 1 0 -2 1 -2 -2 2 1 -2 -2 

B16 1 2 1 1 -2 -2 2 1 1 

B17 1 1 2 0 -1 -2 1 1 1 2 

B18 I 1 1 - -1 -2 1 1 0 -1 

B19 -2 -1 -1 1 0 0 1 2 0 0 

B20 -2 1 -2 -2 -2 -2 -2 -2 -2 -2 

B21 1 2 0 -1 -2 -2 2 2 1 -1 

B22 - - - - - - - - - - 

Total 27.5 34.5 -19 5.5 -46.5 -51 36.5 41.5 15.5 -7 
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Appendix 9 
Correlation Coefficients 



Correlation Coefficients 

Bi B19 B5 A4 BIO Al B6 B8 B16 A2 B13 B7 B22 A3 B17 B2 B4 B3 A9 B20 B12 B21 A8 BI 

B19 -.041 

B5 -.319 -.112 

A4 .022 .082 .300 
B1O .026 .102 .069 .193 
Al .118 .146 .163 .389 .368 
B6 -.041 -.013 .349 .234 .353 .492 
B8 .035 -.013 .281 .158 .409 .552 .598 
B16 .072 -.004 .120 .194 .349 .148 .344 .375 
A2 -.086 .095 .096 .182 .255 .235 .326 .426 .501 
B13 -.030 .107 .174 .211 .215 .215 .497 .509 .446 .603 
B7 -.041 -.143 .136 .019 .002 .036 .211 .367 .215 .274 .353 
B22 -.145 -.035 .328 .212 .215 .218 .434 .582 .223 .258 .502 .580 
A3 .166 .055 .018 .109 .369 .163 .248 .172 .341 .409 .445 .326 .229 
B17 -.007 -.074 .243 -.013 .164 .196 .280 .335 .060 .216 .355 .515 .418 .547 
B2 -.045 .072 .230 .452 .221 .340 .343 .413 .409 .295 .465 .520 .546 .358 .435 
B4 -.182 .171 .332 .342 .327 .372 .437 .451 .317 .434 .508 .304 .366 .474 .471 .545 
B3 -.095 -.022 .219 .378 .183 .325 .421 .399 .354 .294 .339 .470 .448 .316 .502 .599 .602 
A9 -.080 -.102 .263 .231 .137 .387 .482 .402 .294 .389 .430 .401 .389 .466 .529 .506 .523 .651 B20 -.253 -.082 .433 .234 -.040 .257 .380 .295 .047 .340 .382 .392 .366 .206 .406 .331 .469 .403 .649 B12 -.060 .002 .386 .361 .068 .196 .406 .290 .093 .355 .418 .346 .405 .183 .330 .446 .413 .399 .438 .617 B21 -.262 .011 .161 .155 .170 .109 .333 .351 .308 .396 .488 .464 .458 .298 .464 .440 .496 .541 .632 .556 .331 A8 -370 .106 .289 .108 .207 .184 .492 .398 .175 .380 .446 .414 .521 .209 .320 .247 .490 .458 .540 .606 .413 .689 B14 -.145 -.030 .245 .207 .096 .164 .442 .318 .181 .442 .408 .372 .374 .214 .445 .250 .364 .536 .562 .557 .459 .584 .637 A1O -.227 -.037 .155 .044 .040 -.014 .258 .280 .194 .396 .502 .343 .392 .194 .310 .226 .297 .315 .540 .574 .348 .608 .549 B15 -.037 .115 .065 .271 .306 .267 .503 .338 .318 .473 .452 .177 .270 .347 .324 .319 .372 .369 .539 .336 .445 .538 .490 B11 -.080 .140 .228 .240 .274 .297 .420 .254 .195 .374 .522 .175 .343 .400 .297 .343 .449 .385 .490 .433 .610 .264 .427 A6 .030 .127 .119 .213 .183 .050 .381 .238 .431 .420 .492 .384 .386 .430 .336 .325 .362 .497 .451 .341 .461 .433 .519 B18 -.162 .085 .087 .031 .240 .029 .383 .336 .411 .403 .511 .444 .453 .364 .416 .388 .461 .483 .501 .371 .360 .585 .569 AS -.020 .118 .107 .323 .242 .188 .398 .277 .359 .438 .527 .287 .257 .406 .301 .481 .515 .515 .473 .361 .551 .346 .360 A7 .017 .119 .131 .272 .161 .257 .384 .435 .303 .506 .525 .359 .344 .233 .266 .387 .420 .464 .574 .571 .562 .469 .489 B9 -.059 .027 .179 .258 .454 .220 .337 .342 .250 .439 .424 .274 .356 .422 .377 .296 .409 .434 .374 .306 .439 .306 .343 Bi B19 BS A4 B1O Al B6 B8 B16 A2 B13 B7 B22 A3 B17 B2 B4 B3 A9 B20 812 B21 A8 

LA 



.664 

.583 .521 

.478 .457 .579 

.492 .424 .481 
A6 B18 A5 

BI 
B19 
BS 
A4 
B1O 
Al 
B6 
B8 
B16 
A2 
B13 
B7 
B22 
A3 
B17 
B2 
B4 
B3 
A9 
B20 
B12 
B2 1 
A8 
B14 
A1O 
B15 
Bil 
A6 
B18 
A5 
A7 

.587 B9 
A7 B9 

Correlation Coefficients 

B14 AN B15 Bli A6 B18 A5 A7 B9 

.495 

.512 .423 

.427 .297 .407 

.595 .321 .454 .569 

.561 .542 .555 .453 

.484 .347 .490 .545 

.501 .503 .432 .442 

.460 .189 .376 .565 
B14 A10 B15 Dli 
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