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Abstract

This narrative study investigates the experiences of Saudi female English as a
Foreign Language (EFL) instructors who have completed their postgraduate
education overseas and returned home to teach in Saudi higher education institutions.
The main aim of this study is to understand how their experiences at home and abroad
have informed and determined their educational choices and their current teaching
beliefs and practices. The practical relevance of this study is underscored by the
growing number of Saudi academics, including EFL instructors, who pursue
postgraduate education overseas, yet there remains a limited understanding of the
effects of these international experiences, both on the academics themselves and on
the students they teach. The study addresses a) the undocumented learning and
teaching experiences of female EFL instructors, b) the limited research on Saudi EFL
female instructors’ professional learning in relation to overseas education, and c) the
need for holistic methodologies when examining teachers’ development (Mockler,
2011).

Data for this study were collected through four rounds of narrative interviews
with six participants. Framed within a constructivist paradigm, the data analysis
attends to both the narrated events and narrating events (Wortham & Reyes, 2015)
of the narrative. The participants' narratives are approached through a joint model of
agency (Emirbayer & Mische, 1998; Giddens, 1984) to explore their educational
choices, learning experiences, and teaching practices. The study provides insights
into the complex interplay of factors that influence Saudi female EFL instructors’

educational choices and learning and teaching experiences.

Findings reveal that Saudi female EFL instructors' educational choices are
shaped by both personal aspirations and external factors like family, societal norms,
and the job market. Despite challenges, they demonstrate agency in pursuing desired
educational pathways. Their learning journeys, from local BA programmes to
overseas MA programmes, are marked by challenges and growth, leading to
transformed perspectives on teaching. Overseas experiences, in particular, emerge
as a catalyst for adopting more student-centred approaches. However, implementing
these approaches is influenced by institutional support, student readiness, workload,

and alignment between assessment and teaching philosophies. The study highlights



the impact of overseas education on teaching practices while emphasising the need

to address contextual factors to support pedagogical innovation in local institutions.
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CHAPTER 1: INTRODUCTION

The impetus for this research is driven by my own life experiences and my
attempt to understand how these experiences have shaped, and continue to shape,
how | approach teaching. My journey in learning the language, learning to teach, and
my educational experiences, BA, MA, and as a PhD student, all motivated me to
explore how others in the same context perceive their experiences. Like the
instructors in this study, | am a Saudi female, an English language learner, an English
language instructor in a Saudi university, and someone who experienced overseas

studies at both the master's level and as a PhD student.

| graduated with a BA in English Language and Literature. Afterwards, | applied
for a government scholarship programme and was accepted. | applied for higher
studies due to the highly competitive job market in Saudi Arabia, and | believed that
a master’s degree from a western country was the ticket to landing a job, especially
in higher education (henceforth HE) institutions. Like some of the participants in this
study, the decision to go abroad was not straightforward, as | had to navigate my
options and negotiate them with my family.

My SA experience was enlightening at a personal and professional level. | noticed
that it was not only me who had such an impression on their experience but also my
international classmates, which was a constant topic of discussion. After | graduated
with a master’s in education from the US, | got a job at a Saudi Arabian university
where | worked as a lecturer/English language instructor. Prior to my job at HE
institution, 1 had no actual experience of teaching except for a two-week practicum in
secondary schools that | undertook in the last year of my BA studies. The training was
more teacher-centred and relied on flash cards, repeating grammatical rules, and
solving textbook exercises. My first actual teaching experience was after | was hired
at a local university. The level of students differs from that of secondary school
students, and so was the prescribed curriculum. | recall my experience in the first
classes that | taught, which were trial and error. | referred to my colleague for the
ways how to teach and even observed some in their classes. Also, although my MA
was not a language teaching degree, | recall replicating the ways | was taught in these

classes.



When | began my PhD programme in the UK, | found myself navigating similar
experiences to those | encountered during my MA studies. This sense of familiarity,
coupled with my earlier experiences as a novice instructor and my observations of
colleagues, deepened my interest in understanding the experiences of other EFL
instructors. | became particularly curious about how they navigate their professional
journeys, especially those who, like myself, have had the opportunity to study abroad.
This curiosity fuelled my desire to explore how these instructors integrate their
overseas educational experiences into their teaching practices upon returning to their

home contexts.

1.2 Rationale of the study

The rapid expansion of Saudi HE institutions in recent decades has created a
significant demand for qualified instructors, especially those with postgraduate
degrees. To address this shortage, the government established overseas scholarship
programmes, encouraging instructors to obtain postgraduate degrees, mainly from
English-speaking countries. While these programmes aim to equip instructors with
enhanced pedagogical skills, they are not specifically tailored to the Saudi context.
Universities base their approval of these programmes on factors like compatibility with
institutional goals and, particularly, the global ranking of overseas institutions (Phan
& Barnawi, 2015). Despite the considerable financial investment in overseas
education initiatives, evaluation of their success primarily focuses on narrow metrics
like degree completion rates (Engberg, Glover, Rumbley, & Altbach, 2014) and
securing employment upon return (Althumairi, 2017). This narrow focus highlights a
significant gap in understanding how the educational experiences of returnees are

materialized and implemented within local classrooms.

Furthermore, the existing literature exploring Saudi social experiences, in
general, often falls into a limiting dichotomy, framing individuals as either privileged
or disadvantaged. This binary perspective, as argued by Almoaibed (2020), fails to
capture the complexities and nuances of lived experiences within the Kingdom. This
oversimplification is particularly evident in portrayals of Saudi women, where
narratives often swing between extremes of oppression and empowerment without

acknowledging the spectrum of realities in between (Mustafa & Troudi, 2019).



In terms of research within the Saudi context, most of the research conducted
at the local level often focuses on collecting quantitative data that can be used to
support policy decisions (Almoaibed, 2020). This sort of data can be helpful in
understanding the economic impact of a particular policy, but it can also obscure the
diverse perspectives and experiences of the people who are affected by the policies

and how these policies operate at the micro level.

This research embraces a narrative methodology and prioritises the
interpretations of both local and international experiences. By examining personal and
professional narratives, the study aims to uncover how these experiences intersect to
shape teaching practices within Saudi Arabia. This approach seeks to bridge the gap
between institutional realities and the lived experiences of EFL instructors within their

classrooms.

The study focuses on narratives to move beyond simplistic metrics of
programme success, such as degree completion rates or employment statistics.
Instead, it delves into the dynamic processes of professional development and career
navigation within the specific context of Saudi Arabia. The overarching aim is to
contribute a more nuanced and holistic understanding of instructor learning
experiences within the Kingdom. These insights will, in turn, inform more effective
policy decisions, pedagogical approaches and institutional practices that better

support EFL instructors and enhance English language education in Saudi Arabia.

1.4 The research questions

The research was initially motivated by one main question: what do EFL
instructors ascribe as meaningful experiences in their English language learning and
teaching journeys? After the data collection, the research focused on the following

guestions.

e How did the participants construct the influences on their educational
choices?

¢ How did the participants construct their learning experiences?

e What are the experiences that informed the participants' current practice?

e What are the enabling and constraining factors that affect the achievement of

desired teaching practices?



1.5 Structure of the thesis
This thesis is organized into ten chapters. In Chapter one, | presented the research

rationale for embarking on this study. | also introduced the research questions.

Chapter two focuses on the research context. This chapter highlights the background
of the research by providing an overview of the Saudi socio-historical context, the
history of education (including EFL teacher preparation programmes), Saudi higher

education, and overseas scholarship programmes in Saudi Arabia.

Chapter three establishes the background of this study: teacher professional
learning. In this chapter, | review the terminologies and approaches to teacher
professional learning to situate the study within the broader literature. | then briefly
review frequently reported factors that influence teachers' learning. The second
section examines international educational experiences and how literature has
explored these experiences. Additionally, | review the literature concerning teacher

education in overseas contexts and post-sojourn teaching practices.

Chapter four introduces the theoretical framework used to understand the teachers'
experiences. The focal concept of this framework is agency. In this chapter, | present
an integrated model of agency that draws on the work of Giddens (1984) and
Emirbayer and Mische (1998).

Chapter five explains the research methodology. It highlights the research paradigm
and the rationale for adopting narrative inquiry as the chosen approach. This chapter
also describes the procedures for data collection, analysis, and presentation.
Considerations on the whole process are discussed, which include translation,

transcription, ethics, and researcher positionality.

Chapter six presents the first analysis chapter, highlighting four participants' stories
of educational choice. It is divided into two sections: choice of BA programme and

choice of studying abroad.

Chapter seven presents the participants' narratives of learning experiences. In this
chapter, | provide a narrative analysis of their educational journeys, from being a
language learner in the BA English language programme to being a lecturer/instructor

in Saudi HE institutions.



Chapter eight focuses on the narratives of three participants, specifically examining
how they construct their teaching practices. The analysis delves into how these
participants draw connections between their experiences and teaching, exploring
both the constraining and enabling factors that shape their desired pedagogical

approaches.

Chapter nine presents the discussion, addressing the four research questions. This
chapter synthesizes the overarching themes emerging from participants' narratives,
situating them within the existing literature and the specific context of Saudi Arabia.

Chapter ten is the conclusion. In this chapter, | reflect on the research process and
findings. Also, | highlight the study's theoretical and methodological contributions,
particularly its use of the integrated model of agency (Giddens ,1984; Emirbayer and
Mische,1998) to understand Saudi female EFL instructors' experiences. The chapter
also addresses the study's limitations and discusses its implications for Saudi higher

education and research on EFL teacher education abroad.



CHAPTER 2: RESEARCH CONTEXT

2.1 Introduction

In this chapter, | provide an overview of the context of Saudi Arabia, where this
research is situated. The chapter starts with a brief outline of its geographical location,
economic status, and sociocultural structure. This is followed by a summary of the
Saudi higher education (HE) system, which includes a brief history, governance, and
reform initiatives. The following sections address teachers’ preparation programmes,
the Saudi EFL context, and overseas scholarship in Saudi Arabia. These sections
include a review of the literature on the issues and factors concerning EFL education
in Saudi Arabia.

2.2 The context: Kingdom of Saudi Arabia

This study is set in one of the largest countries in the Middle East, the Kingdom
of Saudi Arabia. Geographically, Saudi Arabia is located at the heart of the Arabian
Peninsula, covering 80% of its land. Saudi Arabia shares its borders with Kuwait,
Bahrain, the United Arab Emirates, Qatar, Oman, Yemen, Iraq, and Jordan. The
official language is Arabic, and Islam is the official religion (Pompea, 2002). It is the
birthplace of Islam and the location of the two holy cities, Makkah and Medina. The
kingdom was officially established in 1932 by King Abdulaziz bin Alsaud (Hamdan,
2005), creating an absolute monarchy ruled by the successors of the late King
Abdulaziz (Baki, 2004). Saudi Arabia’s population is estimated to be around
32,175,224 people (Saudi Census, 2023).

Economically, Saudi Arabia is known for being the world's largest oil supplier,
accounting for 60% of global oil exports (L. Smith & Abouammoh, 2013). Prior to the
discovery of oil, Saudi Arabia was one of the poorest countries in the world, which
relied on revenues from trade customs and annual pilgrimage (Aldukheil, 2013). After
the discovery of oil in 1938, Saudi Arabia rapidly became one of the wealthiest
countries in the world. Saudi Arabia's economy is heavily reliant on oil revenue,
accounting for more than 80% of total government revenue (Abdel-Latif, Osman, &
Ahmed, 2018). In 2016, Saudi Crown Prince Mohammed bin Salman introduced
Vision 2030, a national reform programme. Its overarching objectives are to
‘strengthen Islamic and national identity, offer a fulfilling and healthy life, grow and

diversify the economy, increase the employment rate, enhance government
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effectiveness, and enable social responsibility’ (Vision 2030, 2016). Vision 2030 aims
to transform the current economy by shifting from an oil-based economy to a
knowledge-based economy. This shift is intended to propel Saudi Arabia to a leading
position in the global market economy across all sectors (Barnawi & Al-Hawsawi,
2017).

Saudi society is often described as collectivist, which emphasises the
importance of familial and tribal bonds over relationships with individuals outside
these affiliations (Mellahi, 2006). Community and family are often highlighted when
describing the Saudi context. Family is the core unit in Saudi society, which is
bounded by a mixture of Islamic, cultural, and economic values. Within the family
structure, Islamically and culturally, the father is obliged to provide financial support
to the family and is in charge of major decisions concerning family members, whereas
the mother is responsible for taking care of the children and the household (Almalki,
2020). As we will see in Chapter 6, family is present in all the participants’ narratives
when it comes to their educational decisions. However, in recent years, Saudi Arabia
has witnessed changes in traditional gender roles due to globalisation as well as
Saudi government reforms, especially in policies pertaining to women that facilitated
their mobility, access, and participation in the workforce. Notable examples of change
in policies include ending the ban on women driving, lifting the restrictions on single-
gender workspaces, removing the mahram (male guardian) requirement for females
who want to seek overseas education, and permitting adult women to live
independently (Alselaimi & Allui, 2018). The policy changes contributed to increasing
women's participation in the labour market, from 16% in 2016 to 37% in 2022 (Vision
2030, 2023).

2.2.1 Saudi Higher Education (HE)

Prior to the official establishment of the country in 1932, education in the region
was primarily conducted through Kuttab, which were study circles held in homes or
local mosques. The Katateeb (plural of Kuttab), mainly located in the Western region
of Hijaz, focused on memorising the holy Quran, learning Islamic teachings, the
Arabic language, and basic math (Elyas & Picard, 2010). Both boys and girls had
access to Kuttab education, but girls' education would often cease once they reached
puberty (Hamdan, 2005). In addition to Kuttab, four private schools exclusively for

boys were established by merchants, offering a range of subjects (Al-Rasheed, 2013).
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Formal education came later and went through several stages. The earliest formal
education system was established in 1938 when King Abdulaziz founded the
Directorate of Education, which was responsible for overseeing all boys’ schools in
the country (Rugh, 2002). In 1959, the General Presidency for Girls Education was
established. The delay in girls' formal education was due to competing public
discourses and the prevailing cultural norms at that time, which deemed female
education unnecessary and potentially harmful to society (Al-Essa, 2009; Jamjoom &
Kelly, 2013).

In terms of Saudi higher education, the first HE institution was King Saud
University, which was established in 1957 in the Saudi capital, Riyadh (Alamri, 2011).
Within 20 years, six other universities were instituted. To regulate the HE institutions,
the government established the Ministry of Higher Education, under which all Saudi
HE institutions would operate. The separate education directorates, the Directorate
of Education, the General Presidency for Girls Education, and the Ministry of Higher
Education, were later enjoined under one ministry, the Ministry of Education (MoE)
(Ministry of Education, 2020). The government of education, including HE institutions,
is centralised and the MoE is responsible for allocating funding, issuing educational
policies, setting quality standards, and approving the overall education administrative

process (Aburizaizah, 2022).

One major trend in Saudi HE is the shift towards internationalisation. The Saudi
government has been actively promoting the internationalisation of HE by providing
both financial and logistical support (Barnawi & Phan, 2015). The attention was drawn
to Saudi education in general and HE institutions in particular after the country was
confronted by a high unemployment rate. In 2011, the unemployment rate among
Saudis reached 15% overall, and it was up to 22% in rural areas (Hani & Lopesciolo,
2021). HE institutions faced criticism for the mismatch between their degree
programmes and the demands of the job market (Achoui, 2009; Mishrif &
Alabduljabbar, 2018). Further, they were criticised for not adequately preparing
graduates with skills and knowledge, including English language skills, that are

needed in the labour market locally and globally (Phan & Barnawi, 2015).

Public and private HE institutions have tried to overhaul their education by
adopting international curricula, partnering with global providers, and establishing



joint international programmes (Barnawi & Phan, 2015; Hamdan, 2015). One of the
goals outlined in Vision 2030 is to have five Saudi universities ranked among the top
200 globally by the year 2030 (Vision 2030, 2016). This objective has spurred HE
institutions to re-evaluate their programmes and educational methodologies to align

with international standards.

The government, through the Ministry of Education (MoE), has made a
massive investment in numerous projects to reform HE. An example of MoE’s projects
is the College of Excellence project (CoE). The project commenced in 2011 with a
budget exceeding one billion US dollars; the project called upon global training
providers to participate in a bidding process for establishing technical and vocational
education college campuses in Saudi Arabia (Phan & Barnawi, 2015). In 2015, over
37 colleges were selected by the Saudi government and operated by international
entities. The selected colleges are predominantly from anglophone countries such as
the UK, New Zealand, Canada, and Australia. The training is conducted through
English Medium Instruction (EMI), during which students receive comprehensive
English language training in the first year of the programme (Phan & Barnawi, 2015).

2.2.2 Teachers’ preparation programmes

The early rapid expansion of the education sector in Saudi Arabia has led to
an increased demand for qualified teachers. To accommodate this expansion, the
government hired teachers from neighbouring countries such as Egypt, Syria, and
Palestine. As education was fully segregated, with male teachers not allowed in
female schools and vice versa, the shortages in higher education institutions were
further addressed by using closed-circuit television to transmit lectures from male
campuses to female campuses (EL-Sanabary, 1994 as cited in Hamdan, 2005).
Additionally, the government founded teacher training programmes to train Saudis to
become teachers. The early teacher training programmes were a two-year diploma
that was awarded after high school. These programmes later developed into four-year
bachelor's degrees that included teaching practicums in various fields. In order to
address the high demand for qualified female teachers and the cultural restrictions on
female mobility, the government opened Education Colleges in remote areas and

small towns (Jamjoom & Kelly, 2013).



EFL teachers’ preparation programmes began in the 1970s (Al-Seghayer,
2017). The MoE created a training programme in which high school graduates would
study the English language for a year and then take a comprehensive exam. Those
who pass the exam would be offered an opportunity to study in UK universities for a
teaching certificate. Graduates of this form of training were qualified to teach up to
the intermediate level at public schools, which are government-funded and free of
charge for all Saudi citizens (Ibrahim, 1985 as cited in Al-Seghayer, 2017). In the early
1980’s, Saudi universities and Education Colleges started to open a variety of
English-related programmes. The programmes include English Translation, English
Language, and English Literature. These programmes were four years in duration,
and graduates would be awarded a bachelor's degree. For universities, English
Language programme candidates generally study language skills in the first two years
and then take academic courses in Linguistics, Phonetics, Syntax, and Translation in
addition to English Literature courses (Al-Seghayer, 2017). For the Education
Colleges, the programmes further include teaching methodologies courses and a
four-week teaching practicum in the last year of the programme. Due to the shortages
of qualified EFL teachers from education colleges, graduates from universities with
majors in English language-related fields, such as translation and English literature,
are considered eligible to teach English at all levels in public schools. In 2018, the
MoE announced that Education Colleges would cease to provide teacher
gualifications through BA programmes, shifting instead to a 'sequential/consecutive
system' where aspiring teachers must first earn a BA in their specialised field and then
complete a one-year Education diploma programme to become qualified (Maash,
2021).

2.3 Saudi Arabia EFL context

In this section, | provide a brief historical overview of the English language in
Saudi Arabia. | then offer a focused review of the status of the English language within
both public education and higher education institutions. The review highlights frequent
themes found in Saudi EFL literature regarding language learning and teaching.

2.3.1 English Language Status in Saudi Arabia
The spread of English in Saudi Arabia is a complex phenomenon with a long
history. Unlike most neighbouring countries in the Middle East, Saudi Arabia was

never colonised (Nouraldeen & Elyas, 2014; Wiegand, 2014), which suggests that the
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English language did not arrive in the country through direct political or military means.
Instead, the spread of English in Saudi Arabia is perceived to be influenced by several
factors. According to Elyas and Picard (2018), the early formal education system in
Saudi Arabia was a replica of the Egyptian school curriculum, which was modelled
after the French education system. The borrowed curriculum included two foreign
languages, English and French (Mahboob & Elyas, 2014). Nonetheless, the French
language was later removed from the curriculum in 1969, leaving English as the sole
foreign language taught in public schools. The discovery of oil in 1938 was another
major factor that contributed to the spread of English in Saudi Arabia. The oil industry
was primarily operated by foreign workers, mainly from the United States. In order to
interact with these workers and join the oil industry, Saudis had to learn English (Elyas
& Picard, 2018). For a long time, the oil industry has been Saudi Arabia’s main source
of income, and a large portion of oil exports have been exported to English-speaking
countries (Al-Rasheed, 2010). The reliance on oil industry income promoted more
emphasis on learning the English language for international trade. In addition, the
spread of English in Saudi Arabia was further facilitated by the global dominance of

English as an imperative lingua franca (Kubota & McKay, 2009).

Nowadays, English language has been established as a medium of
communication with non-Arabic speakers in the Saudi context. English is considered
to be of great importance in the Saudi education system due to its perceived economic
value (M. Alshahrani, 2016; Mahboob & Elyas, 2014). English language is seen as
the language driving modernisation, science, and technology, which is reflected in
government policies in Saudi Arabia (Alrashidi & Phan, 2015). For example, Saudi
Vision 2030 aims for ‘a thriving economy’ (Vision 2030, 2016). The emphasis on the
economy underscores the importance of using English as it has a critical impact on
facilitating global trade (Ku & Zussman, 2010). In addition to the move in the
internationalisation of HE (section 2.1.1), Saudi Arabia's initiatives in other sectors
have also played a significant role in increasing the importance of the English
language in the country. For example, the opening of new sectors, such as tourism
and the issuing of tourist visas, which was not possible prior to 2019, has increased
the demand for English language skills. Al-Tamimi (2019) notes that since the
introduction of Vision 2030 in 2016, English has increasingly become the preferred

language of communication within the local private sector (Al-Tamimi, 2019).
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The increasing prevalence of English in Saudi Arabia has raised concerns,
eliciting two main responses. First, the view of English as being ‘loaded with political,
religious, social, and economic overtones’ could be seen as a threat to Saudi identity
and culture (Mahboob & Elyas, 2014, p. 128). Further, the push for English language
in various sectors as a means of attaining globalisation generated local concerns on
the status of Arabic language. A recent initiative to address these concerns is
exemplified in the Saudi Shura Council's approval of the ‘System for Promoting the
Use of the Arabic Language’ article (Alansari, 2023), which aims to encourage
governmental and non-governmental agencies to prioritise the use of Arabic in their
operations and communications. The second stream views English as an empowering
tool which offers its speakers opportunities to compete locally and globally. While both
perspectives are of importance exemplified in the Saudi Vision’s objectives, the latter
is seen as more aligned with the government's economic vision. Phan and Barnawi
(2015) contend that ‘introducing more English education across the country is
perceived by the Saudi government as a strategic response and as a step towards
realising healthy educational reforms’ (Phan & Barnawi, 2015, p. 13). Under the
current reform initiatives, it is expected that English will continue to have a significant
presence in the country (Al-Tamimi, 2019). Further, it is predicted that ‘economic,
social, and political drivers of EFL and TESOL in Saudi Arabia over the next decade

[will include] neoliberalism and privatisation’ (Moskovsky & Picard, 2018, p. 157).

2.3.2 English language in public education and HE

English language was first added to the Saudi school curriculum in 1958, and
since then, it has remained the sole official foreign language taught in public schools.
English language is a compulsory subject in the public education system. The starting
level at which English language subject is introduced has changed over the years.
English was taught as a continuous subject from seventh grade for a long time. The
reason for delaying English language subject to the elementary school curriculum is
due to the belief that it may interfere with the students’ learning of Arabic (Alrashidi &
Phan, 2015). In 2005, English language was introduced to the elementary school
curriculum starting from the sixth grade, then later moved to the fifth grade (Al-
Seghayer, 2011). Recently, in 2021, the MoE announced that English language ought
to be taught from the first grade. The main aims for introducing English language in

the first grade are 1) to prepare students for post-secondary education and qualify
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them for admission to local and international universities, 2) to keep up with the best
educational practices, and 3) to bridge the gap between academic requirements and
the needs of the job market (Ministry of Education, 2022). Since the education system
is centralised, the English language curriculum is unified across public schools in
Saudi Arabia. MoE has contacted many international publishers such as Macmillan,
McGraw Hill, and Pearson Education to design an EFL curriculum that suits the local

needs as well as to meet the MoE EFL objectives (Barnawi & Al-Hawsawi, 2017)

In the Saudi HE context, English language is EMI in many universities. This is
especially the case for science, technology, engineering, and mathematics (STEM)
fields. In the universities that do not adopt EMI, English language courses are a
prerequisite for most degree programmes, and students take them in the preparatory
year (also known as the foundation year). In the preparatory year, the number of
English course hours that students must attend ranges between 16 to 20 hours a
week (Barnawi, 2019). English language is also a required course in most degree
programmes, including Arabic and Islamic Studies. Each university has its own
prescribed curriculum and textbooks for the English language curriculum.

Despite the presence of English language education at all levels in the Saudi
education system, the education system has been criticised for the graduates’ low
proficiency levels. This criticism has been echoed by both earlier and more recent
publications (Al-Hazmi, 2003; Al-Qahtani, 2016; Alkubaidi, 2014; Alrabai, 2016;
Alrashidi & Phan, 2015). The criticism is that Saudi students' low English skills do not
reflect the expected level of proficiency after years of language learning in schools
and universities. Alrabai (2016) argues that Saudi students' English language
proficiency is significantly lower than that of their counterparts in the Gulf Cooperation
Council (GCC) countries and the broader Middle Eastern countries. He cites statistics
from The Official Guide to the TOEFL Test (2009), which ranked Saudi students
second to last in the Middle East. A more recent statistic from the website of the
International English Language Testing System (IELTS) shows that Saudi test takers
scored among the lowest in the world (IELTS, 2022).

Several factors have been suggested to explain why Saudi students have low
English language proficiency. Among these factors is the limited exposure to the
English language outside the classroom (Alharbi, 2015). Students in Saudi Arabia
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may not have many opportunities to use or encounter English in their everyday lives,
such as in their homes or communities. Al-Seghayer (2011) observes that exposure
to English within the public education curriculum is also quite limited. Students
typically have only three English language classes per week, each lasting just 35
minutes. This limited duration is deemed inadequate for the comprehensive
development of students' language skills. Assalahi (2015) elucidates that education
in Saudi Arabia predominantly prioritises written examinations, which in turn impedes
the cultivation of students' oral proficiency. Alrabai (2016) suggests that another factor
contributing to the students' low language proficiency is the lack of relevance of the
curriculum’s content to the students' realities. That is, the disconnection between what
they are being taught and their actual life experiences outside the classroom makes

it difficult for students to grasp and apply the language skills effectively.

Culture is also seen as a significant factor that influences EFL education in
Saudi Arabia. Educational practices in Saudi Arabia are rooted in Islamic tradition and
Arab culture. Elyas and Picard (2010) clarify that the Islamic tradition of Quran
preservation through memorisation has influenced the educational practices in the
Saudi context. This tradition formed the view that knowledge is determined by the
learners’ ability to memorise and recall the given text (Alrashidi & Phan, 2015).
Islamic traditions have also influenced teacher/student roles in the classrooms. Elyas
and Picard (2010) explain that the image of an Imam preaching to the audience with
no interaction unless it is after the lecture resembles the lecturers’ teaching style in
university halls. Further, respect for the teacher is rooted in Arabic and Islamic culture,
which respects older and more knowledgeable people (Elyas & Picard, 2010). The
teacher is traditionally seen as the transmitter of unquestioned truth, while the
students are seen as the receivers. The teacher's authority is absolute, and students
are expected to be obedient and respectful (Al-Johani, 2009). This was echoed by
several studies, which concluded that the instructors spoke most of the class time,
and students were given a limited window to participate or pose questions (Al-Johani,
2009; Alkubaidi, 2014; Fareh, 2010).

Recently, it has been noted that the cultural value of silence is seen as an
additional factor that influences the teachers’ educational approaches in the
classroom. According to Al-Ahmadi and King (2023), silence is encouraged in Saudi

culture and often is seen in proverbs such as ‘silence is wisdom’. The authors note
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that some researchers may interpret it as a sign of students' lack of motivation to
participate in class discussions/activities or view it as a form of resistance to changes

in instructional practices.

Situational factors such as large classes and time constraints can also
influence teachers’ practices (Liton, 2013). In Alrabai (2016)’s study, the instructors
reported that the large classes pose difficulties for them in terms of class
management, variation in students’ proficiency level, difficulty in conducting activities,

properly evaluating students’ performance, and providing constructive feedback.

Although there are many factors that contribute to students' low oral
communication and overall language proficiency, the instructional practices of Saudi
EFL teachers have been the centre of much of the criticism. One of the recurring
criticisms is related to the inadequate communicative competence of graduate
teachers (Rahman & Alhaisoni, 2013). In an analysis of the MoE survey of EFL
teachers' professional training needs, Mitchell and Alfuraih (2017) report that over
70% of teachers professed the need for English language courses to develop their
language skills. Similar reports were found in other studies (Al-Abiky, 2019; Al-Harbi,
2006; Alshuaifan, 2009).

Another criticism of teachers' preparation programmes questions the
programmes’ capacity to equip pre-service EFL teachers with the necessary
knowledge about teaching methodologies and practices. Al-Hazmi (2003) posits that
teacher education programmes do not prepare pre-service EFL teachers to teach the
language. He asserts that most of these programmes are theoretical, and the teacher
training in these programmes is not sufficient to prepare them for actual classroom
teaching. Similarly, Al-Seghayer (2014) states that pre-service EFL teachers lack the
theoretical and practical knowledge to teach language skills such as Reading, Writing,
Listening, and Speaking. He points out that the issue could be due to the fact that
teaching methodology courses, including the practicum, do not exceed 10% of the
programme (Al-Seghayer, 2017). This criticism has been supported by a number of
researchers (Albahiri, 2010; Albedaiwi, 2014). From the teachers’ perspective,
Alshuaifan (2009) investigated the perceptions of 83 in-service EFL teachers
regarding their teacher preparation programs. Most respondents expressed
dissatisfaction with their education in these programmes. The respondents reported
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that the programs did not provide them with sufficient courses on linguistics and

syllabus design and thus did not prepare them for actual classroom challenges.

The Saudi education system is centralised, with MoE overseeing all aspects of
education in Saudi Arabia. This includes introducing educational policies, hiring
teachers and staff, allocating financial funding, designing curricula, planning and
implementing educational programmes, and provisioning professional development
for teachers and other education professionals (Bentahar, Copeland, Stevens, &
Vukelich, 2021; Khalil & Karim, 2016). However, unlike the K-12 education system,
Saudi HE institutions have a degree of autonomy in how they deliver and achieve the
MoE's policies and objectives, including professional development plans for their

faculty and staff.

The MoE introduced various initiatives to overhaul the education system,
including EFL education. One notable example of MoE initiatives is the King Abdullah
Bin Abdul-Aziz Project, commonly known as Tatweer, which commenced in 2007 with
the goal of reforming the Saudi education system over a span of ten years. The
programme encompassed various objectives, one of which is reforming the education
system from traditional teacher-centred education towards student-centred
education. To achieve educational reform, the MoE made a substantial investment in
teachers' professional development (PD) (Alyami & Floyd, 2019). As stated in the
Tatweer report, investment in professional development (PD) for EFL teachers entails
providing periodic training opportunities aimed at enhancing their language
proficiency and teaching strategies (Tatweer, 2007). Nonetheless, the largest
government initiative for PD of public sector employees, including the education
sector, is overseas education scholarship. In section 2.4, | provide an overview of

overseas scholarship in the Saudi context in general and in relation to EFL instructors.

2.4 Overseas scholarship in Saudi Arabia

The Kingdom of Saudi Arabia's investment in overseas education is traced
back to 1927 when three teachers sent a proposal letter to King Abdulaziz bin
Abdulrahman Alsaud to request sending students overseas to study. The letter stated,
‘Knowledge is the only way to build a country, and it will not happen unless we send
youth abroad to learn’ (Aljawadi, 1972 as cited in Althoiei, 2014, p.21). In response to
this letter, 14 students were sent to Egypt to study different fields. This marked the
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start of various overseas programmes that served different purposes. The main
objective of the first initiative was to serve the needs of building a system for the new
kingdom at that time. Eighty-five years later, study abroad programmes have come a
long way, sending thousands of students overseas every year. Saudi Arabia's
allocation for education and training, including funding for overseas scholarships,
accounts for 25% of its annual budget (Barnawi, 2020; Mishrif & Alabduljabbar, 2018).
The investment in scholarship programmes reached two billion US dollars annually in
the case of King Abdullah Scholarship programme (KASP) (Yakaboski, Perez-Velez,
& Almutairi, 2016). The massive investment in overseas education ranked Saudi
Arabia third in 2014 (behind China and India) in the number of students sent for

overseas education and fourth in 2018 (Khamis, 2022).

The largest scholarship programme in Saudi Arabian history is King Abdullah
Scholarship programme (KASP). KASP started in 2005 through an agreement
between the late King Abdullah and former US President George Bush to send
students to the US for all levels of HE. Although the start of the programme was an
agreement between the US and Saudi Arabia, it was not limited to the United States.
The applicants had the choice of 20 other countries. However, most Saudi sojourners
tend to choose countries in which the English language is the language of education
and communication (Taylor & Albasri, 2014). The programme provided funding not
only for academic degrees but also for one year of pre-sessional English courses for
each student until they achieved the language requirement of their intended academic
programmes. Additionally, the scholarship holders’ companions, either wife or
Mehram (male guardian for female applicants), are treated as scholarship holders
and are offered the same benefits of education, health insurance, and monthly pay
(Bukhari & Denman, 2013). From the start of the KASP programme in 2005 to 2015

the programme had sent over 150,000 Saudis for overseas education (Abdullah,

17



2022). Currently, there are new forms of government scholarship that are open to the

public. Figure 1 serves as an example of the recent scholarship programme.

|' *The Pioneers Track aims to send students to the world's top 30
educational institutions in various fields, encompassing all
Pioneers — disciplines. This initiative contributes to enhancing the efficiency
| of human capital, achieving sustainable development, and

fulfilling the requirements of the Kingdom's Vision 2030.

| =The Research and Development Track aims to send scholars to

Research and S the best 200 educational institutions in the world - according to
Development priority areas - that will strengthen research and development in
|_ our country.

|' *The Supply Track aims to meet the needs of the labour market

g ly = by sending students to the best 200 universities and institutes
UPPTY =, in the world in specific fields of high demand in the labor market

|_ for those wishing to complete a bachelor’s or master's degree.

Promising — =The Promising Track aims to educate and train students and
9 = enhance capacities in promising sectors and fields.

Figure 1: Public scholarship programmes adapted from the Ministry of Higher
Education (2023)

The objectives of the early and recent SA programmes in the Saudi context
are aligned in its focus on equipping human capital with the necessary skills to
advance the country. The Saudi government plans to continue its massive investment
SA programmes. In 2022, the Minister of Education, Dr Hamad bin Mohammed Al-
Sheikh, revealed that the latest scholarship programmes phase targets the
scholarship of 70,000 Saudi citizens to the best 200 educational and training
institutions around the world by 2030 (Algharsan, 2022). Aside from public scholarship
programmes, government employees in various sectors can embark on overseas
education as a form of professional development. In the following section, | will explain

SA scholarship to HE faculty, including EFL instructors.

In-service teachers’ overseas education

In the context of Saudi HE, overseas education scholarship programmes were
instituted in response to the urgent need for highly qualified instructors to teach in the
rapidly expanding number of Saudi HE institutions. In the past two decades, the

number of higher education institutions has increased to 67 HE institutions, with 11 of
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these new institutions being established in the past ten years (Ministry of Education,
2022). The 67 HE institutions are offering education to approximately 1,982,722
enrolled students. This represents 90% of all high school graduates in the country
(Ministry of Education, 2022). However, the Saudi higher education sector is currently
limited by a shortage of master’'s and PhD holders, making it difficult to find sufficient

numbers of local instructors to staff these universities.

To address the shortage of qualified instructors, including EFL instructors, in
Saudi Arabia, universities have to hire graduates with bachelor's degrees. These
graduates were then obliged to obtain higher degrees from an overseas university,
preferably in English-speaking countries such as the United States, United Kingdom,
and Canada. For EFL instructors, the overseas programmes are not tailored for Saudi
instructors, but they are standard graduate programmes such as Master’s in TESOL
or Applied Linguistics. Nonetheless, each sponsoring university has its criteria for
approving overseas programmes. The criteria could relate to the compatibility of the
overseas programmes with the sending university’s internal goals, such as a need for
a specific field. One of the most common criteria that Saudi universities rely on to
evaluate SA programmes is the world ranking of overseas institutions (Barnawi &
Phan, 2015). The world ranking is used in Saudi HE institutions as a ‘benchmarking
or quality assurance tool, and eligibility criteria’ for assessing the appropriateness of
overseas programmes and institutions (Shehatta & Mahmood, 2016, p. 1249). The
HE faculty application process is entirely individual. Faculty usually apply to graduate
programmes, and once they are accepted, they apply to their employing university's
scholarship committee for approval. Those who receive conditional acceptance that
requires meeting the programme’'s English language proficiency requirement are
funded for pre-sessional language courses prior to the start of their graduate

programmes.

One of the unstated expectations of instructors who complete their graduate
degrees is that they will return home to their university positions and contribute to the
educational development of their country (Barnawi, 2018; Pikos-Sallie, 2018). For
EFL instructors, they are expected to enhance their English proficiency and acquire
the latest theoretical and practical knowledge in foreign language teaching. They are
also expected to apply their knowledge in classrooms to foster students'
communicative competence (Osailan, 2009). Changing Saudi classrooms, including

19



EFL classrooms, from a traditional lecture style of teaching towards more interactive
and communicative learning has been one of the objectives of educational reform in
Saudi Arabia over the last decade (Tatweer, 2007, 2010)

The number of university faculty members in Saudi Arabia who have pursued
international education has increased significantly in recent years. In 2018, 14,746
faculty members were studying in overseas institutions (Saudi Arabian Higher
Education Statistics, 2018). This number had grown to 18,560, including EFL
instructors in 2019. Although Saudi Arabia has a long history of scholarship
programmes and significant financial investment in its citizens' overseas education,
the impact of such investment on the Saudi context remains unexplored. The Saudi
government has not yet established any programme to measure/follow the outcome
of investing in SA programmes. In their review of KASP programme as a Saudi case,
Engberg et al. (2014) conclude that the Saudi government ‘measures the success of
KASP based on the number of successful recipients that complete their programmes
on time. No other measurements have been put in place’ (Engberg et al., 2014, p.
44). In addition to degree completion as a measure of success, local reports of SA
graduates securing a job in the local context are often projected as indicators of the

success of scholarship initiatives (Althumairi, 2017).

Similar to public scholarship programmes, Saudi HE institutions assume the
success of SA returnees by degree completion (Barnawi & Phan, 2015). Nonetheless,
degree completion alone does not reflect the skills and knowledge that EFL instructors
have accumulated in their SA sojourn, nor does it guarantee the success of applying
them in local classrooms. The absence of follow-up programmes from the government
or employing institutions leaves much ambiguity about the impact of SA education on
local classrooms. Furthermore, there is a lack of local research that has explored
SA's influence on local classrooms in general and EFL classrooms in particular. To
my knowledge, only two recent studies have examined the effect of SA on EFL
instructors: Al-Samiri (2020) and Alhuwaydi (2020) (more details on these studies in
Chapter 3). The impact of scholarship programmes on Saudi instructors remains

largely unclear (Pikos-Sallie, 2018).

The Saudi education context is commonly known for adopting a top-down
approach in implementing policies and plans for educational reform (Barnawi &

20



Alhawsawi, 2017). However, this approach can sometimes overlook the crucial role
that teachers play in the successful implementation of these reforms. The literature
concerning teachers under educational reform indicates that negligence of teachers’
voices may result in failure to attain the policies' objectives (Allmnakrah & Evers,
2020; Alnefaie & Gritter, 2016; Assalahi, 2015). In relation to this study, | believe that
the instructors’ perspectives on their local and international experiences are crucial in
comprehending the influence of these encounters on their work contexts and teaching
practice. The instructors' interpretation and sense-making of these experiences are
pivotal since they hold an emic perspective on Saudi HE and overseas education.

Moreover, | believe that taking into account EFL instructors' perspectives is
crucial for a holistic evaluation of local and international programmes, particularly in
light of the significant investment the Saudi government has made in EFL instructors’
education. This investment is particularly noteworthy given the persistent challenge
of low achievement levels within Saudi education. The apparent disconnect between
these large-scale training initiatives and classroom outcomes raises important
guestions about the effectiveness of current approaches to EFL instructor learning
experiences. My narrative inquiry aims to explore these complexities by examining
the lived experiences of EFL instructors in Saudi Arabia, focusing not only on their SA
experiences but also on their broader professional journeys. By delving into their
personal stories, | seek to illuminate the various factors that have shaped their growth
as EFL instructors, including their international experiences, their reintegration into
the Saudi context, and their ongoing navigation of the opportunities and challenges

within their profession.

My research embraces an emic perspective, privileging the instructors' own
interpretations of their experiences and shedding light on the interplay between their
individual agency, the institutional contexts they navigate, and broader national
educational policies. Focusing on these EFL instructors' narratives offers a unique
contribution by bridging the macro-level influences of governmental policies, the
meso-level impact of institutional traditions and practices, and the micro-level realities
of their lived experiences in classrooms. Through in-depth exploration of their stories,
| aim to move beyond a simple assessment of programme effectiveness, seeking
instead to uncover the dynamic processes by which these EFL instructors develop
their professional identities and navigate their careers within the Saudi Arabian
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context. Ultimately, my research aims to contribute a nuanced understanding of EFL
instructor learning experiences in Saudi Arabia, yielding insights that can inform
policy, practice, and pedagogy to better support EFL instructors and advance English

language education within Saudi Arabia.
2.5 Summary

In this chapter, | introduced the research context. At the beginning of the
chapter, | provided an overview of the social and economic context. Then | explained
the relevant HE context, including initiatives and the trending move toward
internationalisation of HE. In Section 2.3, | discussed the Saudi EFL context, including
English language status in the public sphere and the Saudi education system and,
reviewed the factors that influenced English language education in Saudi Arabia and
provided examples of initiatives that aimed at reforming the education system,
enhancing the graduates’ English language proficiency. The last section focused on
SA scholarship in Saudi Arabia and, more precisely, on EFL instructors in the Saudi
HE. The following chapter is a literature review of issues related to this study, including
a review of the literature around teacher professional learning in general and teacher

learning in overseas contexts.

22



CHAPTER 3: LITERATURE REVIEW

3.1 Introduction

In this chapter, | review the literature concerning teachers' professional
learning (PL), which forms the main theme underlying the participants' stories. Firstly,
| explore various definitions and terminologies related to professional learning, as well
as different perspectives on teachers' professional learning and the factors that might
influence it. The second part of the chapter shifts focus to students' international
experiences. | examine diverse perspectives on this topic before delving into teachers'
experiences in overseas contexts. Then | provide a brief review of studies that have

explored teachers' experiences abroad.

3.2 Teachers’ professional learning

In this section, | explore the definitions and terminologies related to
professional development (PD) for teachers, different perspectives on teachers'
professional learning, factors that influence teachers' professional learning, and

finally, a review of the literature on EFL teachers' education in overseas contexts.

3.2.1 Professional learning (PL) or professional development (PD)?

The terms professional learning (PL) and professional development (PD) are
often used interchangeably in the literature (Groundwater-Smith & Mockler, 2009).
However, it is argued that the terms learning and development are underpinned by
differences in the understanding of knowledge, scope, and approaches to teachers’
learning. For example, Webster-Wright (2009) suggests that PD implies that some
sort of knowledge is delivered to teachers in order to develop/improve a deficiency in
teachers’ practice. Timperley (2011) explains that PD is ‘often seen as merely
participation’ (Timperley, 2011, p. 5) in formal organised events, and the development
is assumed to be by the end of these events. PL, on the other hand, is seen as ‘an
internal process’ through which teachers construct knowledge by interacting with
information in ‘a way that challenges previous assumptions and creates new
meanings’ (Timperley, 2011, p. 5). Groundwater-Smith & Mockler (2009) describe it
as ‘a process, which is highly reflexive and differentiated and which leads to deep
pedagogical shifts and transformation of practice’ (Groundwater-Smith & Mockler,
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2009, p. 53). PL could occur in formal and informal settings throughout teachers’ lives
(Avalos, 2011; Postholm, 2012; Xu & Connelly, 2009).

Kelchtermans and Vandenberghe (1994) explain that professional learning can
be both gradual and unexpected, arising from critical events and interactions with
individuals. While formal professional development programmes provide structured
opportunities for learning, it is crucial to recognise that professional learning
encompasses a broader spectrum of experiences across different contexts. This
thesis adopts the term ‘professional learning’ to reflect this expansive view and
explore how EFL teachers in Saudi Arabia learn and grow throughout their careers.
This exploration will encompass both their experiences within formal professional
development initiatives and the influence of broader contextual factors, such as
changing educational policies and societal shifts, on their learning journeys. Chapters
6, 7, and 8 will present narratives from EFL teachers, illustrating the diverse ways in

which they experience professional learning at various stages of their careers.

3.2.2 Perspectives on teachers’ professional learning

A fundamental element of promoting teachers' professional learning is to
understand the process through which teachers learn and explore the conditions that
might facilitate their learning. Russ, Sherin, and Sherin (2016) explain that teacher
professional learning is generally approached through three perspectives: process-
product, cognitive, and situative-sociocultural. The process-product perspectives
posit that professional learning happens when teachers engage in learning activities.
Teachers, through participation in learning activities, gain ‘generic actions’ that could
be implemented across contexts. The process-product perspective conceptualizes
the teacher process of change into observable actions and student performance as
the product of this change (Russ et al., 2016). Opfer and Pedder (2011) assert that
the process-product perspective that focuses on identifying inputs and outputs of
professional development programmes is the dominant approach to studying teacher

professional learning.

The cognitive perspective explicitly focuses on the ‘teachers’ mental life’, an
element that is absent in the process-product perspective. In the cognitive
perspective, teaching is viewed as ‘a way of thinking with a particular set of

specialized knowledge and cognitive processes’ (Russ et al., 2016, p. 396). Research
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that is underpinned by this view focuses on teachers’ knowledge and mental
constructs such as perception, attitudes, and beliefs. Within the cognitive model,
effective professional learning involves experiences that prompt teachers to either
construct new knowledge or adjust existing beliefs based on the new insights gained

from the learning experiences.

The third perspective is situative and sociocultural perspectives. For the
situative and sociocultural perspectives, teachers’ thinking and activities are not
isolated or universal; rather, they are deeply rooted in and influenced by the specific
contexts in which they take place. Moreover, these contexts are intricately tied to
particular cultures with unique histories which shape the way individuals think and
engage in various activities (Russ et al., 2016). For these perspectives, teaching is
not seen as merely observable actions or as a ‘mental life’ of teachers but instead,
proponents of this perspective assert that ‘individual teachers must be understood as
embedded in physical and social systems, spread over time and space’ (Russ et al.,
2016, p. 403). Teachers' learning within this perspective is complex. This complexity
arises because teachers are embedded within various contexts and historical periods,
take on different roles and experiences, encounter diverse norms and rules, and have
access to different resources. Therefore, understanding teachers' learning

experiences is possible only when they are situated within their contexts.

In this thesis, my understanding of teachers’ professional learning resonates
between the cognitive perspective and the situative/sociocultural perspectives. While
| do not focus on specific mental constructs, the cognitive perspective idea of change
resonates with my participants’ narratives of learning. That is, the idea of experiences
that challenged preconceptions is clear in their stories, especially about the influence
of their overseas experiences. As for the situative and sociocultural perspectives, |
believe the attempt to understand their experiences and practices could not be
interrogated without reference to the sociohistorical contexts. The term ‘context’ here
is perceived as encompassing several layers of influence. These layers include
teachers' immediate work environment, such as classrooms, students, and their
immediate colleagues; the social and institutional context, encompassing workplace
norms, educational policies, and school leadership practices; and the broader milieu,
which considers external factors like social trends, cultural values, often manifested

in family expectations, and economic realities (Borg, 2015; K. Hayes, Preminger, &
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Bae, 2023; Opfer & Pedder, 2011). Recognising these interconnected layers of
influence is essential for understanding the professional learning experiences of EFL
teachers in Saudi Arabia. Their narratives, as presented in Chapters 6, 7, and 8,
demonstrate how these contextual factors, from classroom dynamics to broader
societal norms, shape their beliefs, practices, and ongoing development.

3.2.3 Influences on language teacher professional learning

The generally accepted view on language teacher learning is that it is primarily
driven by the individual, it is an ongoing process, requires self-reflection and is
influenced by a complex set of factors (Mann, 2005; Mockler, 2011; Richards &
Farrell, 2005). While this may be the case, there are some influences that are
frequently reported as having an impact on teachers’ professional learning. One of
the frequently reported challenges in teachers’ education programmes is teachers’
prior knowledge, more precisely, the knowledge accumulated through ‘apprenticeship
of observation’ (henceforth AoO) (Lortie, 1975). The idea of AoQ is that the thousands
of hours that students spent observing the education system shaped their cognition
as teachers. The memories of teachers or teaching methodologies they appreciated
as students are likely to influence their teaching practices. Similarly, negative
memories of activities the teacher considered ineffective for their own learning might
be omitted from their practice or lead to an 'anti-apprenticeship of observation,' where

they consciously adopt practices contrary to their own experiences (Moodie, 2016).

The influence of either the AoO or anti AoO is seen in Davin, Chavoshan, and
Donato (2018)’s study, which investigated how an experienced language teacher was
influenced by her past language learning experiences. Through examining her stories
of language learning and observing her teaching practices, the authors note that
positive moments (like her French classroom's warm atmosphere) were echoed in her
own teaching style, while negative experiences (such as overly focused grammar

instruction in German) also manifested as similar avoidance within her classroom.

Borg (2015) asserts that language teachers, EFL and ESL teachers
particularly, ‘possess conceptions of their work which are influenced by their own
experiences of language learning’ (Borg, 2015, p. 325). The idea is supported by
Moodie’s (2016) study. The author investigated how Korean teachers' prior

experiences as English language learners influence their beliefs and practices. The
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data were collected using narrative frames for reflective writing of 18 in-service
teachers and follow-up interviews with four participants. The author concluded that
nearly all teachers had negative experiences in their English classes. These negative
experiences led teachers to develop an ‘anti-apprenticeship of observation’ approach.
That is, the teachers wanted to create a more positive and communicative learning
environment for their students, essentially doing the opposite of what they had
experienced. However, these teachers lacked experience with the current
communicative-focused curriculum reforms, which resulted in practices that may not
have been very effective for language acquisition, such as focusing on fun activities
that weren't communicative. The author concluded with calls for further research on

the apprenticeship of observation in different EFL contexts.

Research, mostly in the field of teacher cognition, highlights differences
between pre-service and in-service teachers in PD/education programmes. Borg
(2003b) observes that pre-service teachers often enter programmes with limited
practical experience, which may lead to idealized or unrealistic expectations about
teaching. Moreover, pre-service teachers who enter the profession with no formal
training are more likely to teach in accordance with their prior experiences as students
(D. Hayes, 2005). On the contrary, in-service teachers view the PD programmes'
content and training through the lens of their experience as they have a more
developed understanding of the classroom challenges and pedagogical approaches.
This experience makes them view PD with a critical eye, leading to a selective
application of new concepts and approaches. Due to established
perspectives, changing in-service teachers' beliefs and practices can be challenging
to achieve (Borg, 2015).

3.3 Perspectives on international student experiences

According to Chowdhury and Le Ha (2014), the literature surrounding
international students over the last 30 years has been approached through two
polarising models: either a ‘deficit model’ or a ‘surplus model’. The deficit model
positions students, especially those from non-western nations, as ‘the Other’ and
tends to associate them predominantly with negative traits such as being passive,
lacking critical thinking, and reluctance to participate in classroom discussions. The
‘surplus model’, on the other hand, views international students as ‘valuable

resources for the Western academia to learn from’ (Chowdhury & Le Ha, 2014, p. 10).

27



The authors give an example of how the Chinese students’ silence and non-
participation from the surplus model perspective are ‘interpreted as part of a process
of active thinking and a form of participation’ (Chowdhury & Le Ha, 2014, p. 10).
However, the authors note that ‘surplus’ model tends to oversimplify the identity of
international students by focusing only on certain positive attributes associated with
them. This approach does not delve deeper into the complexity of their identities and
experiences. Moreover, the oversimplified view reduces international students to a
set of generalized characteristics, which, although a form of stereotyping, is
considered more socially acceptable.

Chowdhury and Le Ha (2014) explain that there has been a paradigm shift in
how international students are perceived and portrayed. Instead of viewing them
through either a deficit or surplus approach, recent works emphasize
‘cosmopolitanism’ and ‘worldliness’ as the defining characteristics of international
students. These works argue that agency plays a crucial role in understanding
international students' experiences and identities. By focusing on agency, the power
dynamic shifts towards the students themselves, away from deterministic narratives
imposed by stereotypical discourses. Nevertheless, the authors acknowledge a
possible downside to this shift in perspective: it could unintentionally foster patronizing
attitudes or serve as a guise for the surplus model. Chowdhury and Le Ha (2014)
point out that these approaches to representing international students are not isolated
from each other but rather interconnected. The authors assert that this
‘interconnectedness’ allows us to see ‘ways that international students are portrayed
as well as the ways in which they portray themselves’ (Chowdhury & Le Ha, 2014, p.
11).

The discourse surrounding deficit and surplus models in understanding
international students' experiences abroad resonates with the journey of EFL
instructors studying abroad. EFL teachers, like international students, navigate
through various perceptions and representations shaped by these models during their
educational sojourns. The deficit model, which focuses on what EFL instructors
supposedly lack compared to native speakers, can contribute to their ‘Othering’
(Palfreyman, 2005). This process, as defined by Palfreyman, creates an ‘Us vs. Them’
dichotomy, positioning EFL instructors as the ‘Other’ and reinforcing a potentially
negative identity based on perceived deficiencies (Palfreyman, 2005, p. 213). In the
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context of EFL pedagogy, the Othering discourse frequently depicts EFL education
systems and non-native English learners and teachers as deficient compared to their
native-speaker counterparts (Palfreyman, 2005; McKay, 2011). McKay (2011) argues
that Othering discourse ‘positions English learners and bilingual teachers as deficient
in comparison to native speakers’ (McKay, 2011, p. 135). McKay (2011) further
explains that ‘the Self—Other discourse’ portrayed some groups as ‘incapable of
participating in “modern” methods of language learning’ (McKay, 2011, p. 135).
Consequently, this discourse has fostered an idealization of Western teaching
methodologies while simultaneously marginalizing local teaching traditions that do not
align with Western educational norms. The most common example of teaching
methodology in which the discourses of Othering appear is Communicative language
teaching (henceforth CLT). CLT is widely adopted in various EFL contexts, including
Saudi Arabia, as part of educational reforms aimed at enhancing students'
communicative competence (Moskovsky, 2018). The influence of the discourse of
Othering becomes evident when CLT goals are not achieved. In such instances, non-
native learners and instructors are often held responsible, being portrayed as deficient
and unable to meet Western standards of teaching and learning. The awareness of
discourses of Othering is important for educational reform mandators in EFL contexts
such as Saudi Arabia. The awareness of such discourse is significant to avoid
implementing educational practices that might clash with local cultures and adopt

more culturally sensitive educational practices (Zheng, 2015).

On the other hand, the surplus model offers a different perspective, highlighting
the unique insights and cultural richness that EFL teachers bring to their teaching
practice from their experiences abroad. Just as international students are celebrated
for their diversity and cosmopolitan outlook, EFL teachers returning home may find
themselves positioned as agents of cross-cultural understanding and language
proficiency. Nonetheless, similar to international students, this surplus model can also
risk oversimplifying the complexities of their experiences and overlooking the
challenges they may have encountered during and post their time abroad. Examples
of challenges during SA may include difficulty adapting to new educational
approaches, homesickness, and cultural shock (Gebhard, 2013; Milian, Birnbaum,
Cardona, & Nicholson, 2015). Macalister (2023) observes that there is a substantial

body of literature focusing on the positive impacts of SA; however, limited attention
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has been given to the potential negative impact that SA may have on returning
sojourners. An exception is Macalister, who cites Greenholtz (2003) describing

Japanese students after they spent a year in Canada:

They mope around their home campus bewildered and bitter that their newly

found ability to criticize and question is not considered praiseworthy in Japan.

(Greenholtz, 2003, as cited in Macalister, 2023, p. 67)

In line with the criticism of ‘surplus’ approach to SA education, Kubota (2016)
challenges the widespread notion that study abroad programmes automatically
deliver benefits like language skills, intercultural competence, personal growth, and
career advancement. She argues that this oversimplified narrative, forming a ‘study-
abroad social imaginary,” fails to capture the diverse experiences and complex
realities of participants. By examining various channels perpetuating this discourse,
Kubota highlights the ‘highly complex and contradictory’ relationship between
participation and alleged outcomes (Kubota, 2016, p. 355). While acknowledging
potential positive outcomes, she emphasizes that SA is not a guaranteed remedy to
individual or societal challenges. Kubota advocates for a more nuanced
understanding that considers the intersectionality of individual identities, social
contexts, and institutional structures. Echoing Kubota's call, this study aims to provide
a balanced perspective that considers both the positive and negative experiences of
EFL instructors studying locally and abroad. By acknowledging the
interconnectedness of these approaches and the complexities of their experiences,
this research examines the interplay of individual identities, social contexts, and
institutional structures in shaping the professional learning journeys of Saudi EFL

instructors.

3.3.1 Language teacher education in overseas contexts

In the introduction of the edited book Language Teachers Studying abroad,
Barkhuizen (2022), while defining the scope of the book, highlights the divergences
in the literature surrounding teachers’ SA experiences. These include variations in the
duration of stay (ranging from long-term to short-term), the status of teachers'
experiences (whether they are preservice or in-service), the nature of SA programs
(ranging from organized programs tailored for specific goals to mainstream

programs), disparities in contexts (comparing home and destination contexts), modes
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of knowledge exchange (from online education to physical travel for educational
purposes), and the categorization of teachers as either independent sojourners or
part of their institution's planned sojourn. This is in addition to different research
focuses, methodologies, researchers’ identities (Macalister, 2023). Given these
differences, | have chosen to focus on the frequently reported themes related to what

teachers have learned and how their practices have changed after their sojourn.

Research on teachers’ SA educational experiences places emphasis on their
potential to generate positive influences on teachers’ professional learning. Mahon
and Cushner (2002) note that SA experience ‘can be the catalyst that starts teachers
on a path of learning from others: their students, their colleagues, their community,
and their world’ (Mahon & Cushner, 2002, p. 7). Researchers argue that the
dissonance created by the clash between a teacher's local context and the overseas
context can lead to a transformative learning experience (Baecher & Chung, 2020;
Wette & Barkhuizen, 2022).

Macalister (2016) asserts that the context of studying abroad offers contextual
conditions for learning that are not available in local education programmes. He
explains that in education within local contexts, the trainee teachers and educators
share the same native language, have experience of the same education system, and
usually belong to the same social group. These conditions create a comfortable
environment that limits the extent to which dissonance could happen, thus exert
limited change in teachers’ beliefs and practices. Macalister (2016) support his view
with reference to Wong (2010)’s study which explored the beliefs of 25 Malaysian pre-
service teachers over the period of 14 months and concluded that the pre-service

teachers’ beliefs were largely unchanged.

Unlike teachers in other fields, EFL teachers must possess not only effective
teaching methodologies but also a strong command of the English language. Opfer
and Pedder (2011) argue that conventional PD programmes designed for language
instructors at the local level may not adequately address the language proficiency
needs of EFL teachers. This is particularly relevant because EFL instructors often
have restricted opportunities for language immersion beyond their classroom or
workspace. Consequently, engaging in study abroad experiences emerges as the
most suitable avenue for EFL teachers to pursue professional development.
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Studying abroad could promote increased teacher awareness and deeper
reflection on instructional ideologies and practices (Harbon, 2007). This outcome was
present in He, Lundgren, and Pynes' (2017) study in which they explored the impact
of a four-week SA programme to China on in-service teachers’ intercultural
competence and pedagogical beliefs. The participants were 12 full-time in-service
teachers from the United States. The data were collected using quantitative and
qualitative methods. The study’s analysis of the quantitative and qualitative data
revealed no dramatic changes in teachers’ intercultural competence or pedagogical
beliefs in terms of learning and teaching. However, although it was not the focus of
the study, the researchers noted that teachers’ experience facilitated more reflections
regarding their own learning preferences and teaching strategies that they could
adopt in their home context. Similarly, in Jochum, Rawlings, and Tejada (2015) study,
which explored the professional development of four US in-service language teachers
in a Spanish summer language school in Costa Rica, the researchers concluded that
teachers’ SA experiences stimulated teachers’ reflections on their language
proficiency and language-teaching practice as well as reinforcing their self-

commitment to improvement.

Teachers’ exposure to different educational contexts might further stimulate
teachers’ reflections beyond personal awareness of their practice and language
proficiency. A study by Nguyen and Walkinshaw (2018) examined the impact of
TESOL programmes in countries such as the USA, the UK and Australia on returnee
Vietnamese teachers’ autonomy, revealing that overseas training triggered teachers’
critical reflections on two aspects: (1) the limits of their autonomy in the Viethamese
context and (2) a comparison of teachers’ status in the overseas context and

Vietnamese context.

Developing empathy for students' language learning challenges is one of the
benefits of studying abroad. Ellis (2016) explains that taking the language-learner seat
again ‘provokes an identity shift from teacher to learner, from expert to novice and
from a subject position in control of the class to a subject with very little control’ where
the shift further ‘refreshes [the] teacher’s understanding of his or her own learning
strategies and gives insights into the affective dimensions of classroom learning’
(Ellis, 2016, p. 602). Harbon (2014) notes that language teachers’ focus on learners’
achievement might inhibit their awareness of the experiences language learners go

32



through (Harbon, 2014). Studying abroad offers language teachers the opportunity to
experience this shift. Jochum, Rawlings, and Tejada (2017) study supports this claim.
The researchers explored the impact of a Spanish summer school on four in-service
teachers’ self-efficacy through interviews, observation, and personal journals. The
researchers reported that due to their overseas experience, the teachers became
more aware of their language as they ‘realised deficiencies in their language skills’,
which made them develop more understanding of their students (Jochum et al., 2017,
p. 40).

Teachers’ immersion in a new linguistic landscape could challenge their
assumptions about language and communication. Mayumi and Huttner (2020)
investigated the impact of studying abroad on four Japanese in-service teachers who
pursued MA studies in Applied Linguistics/ ELT/ TESOL in the UK. The researchers
conducted a series of in-depth interviews over a period of 20 months. The findings
revealed that the teachers initially struggled with feelings of deficiency in their English
language skills while abroad, but exposure to multilingual communities helped them
overcome negative emotions and challenge their pre-existing beliefs about ‘standard
native English’. The study identified two patterns of action in response to the teachers'
newly reconstructed beliefs: some adjusted their instructional practices to prioritize
successful communication over native-like proficiency, while others were still

contemplating how to integrate their new beliefs into their teaching.
3.2.1.1 Post-sojourn experiences: A focus on teachers’ practice

One of the early studies that focused on the post-sojourn phase is Cook (2010)
in the context of Japan. This study examined the long-term effect of a Canadian
university programme on the practice of five experienced Japanese teachers of
English. The researcher used qualitative and quantitative methods to trace the long-
term effects of the SA programme. The key data were collected post-programme over
three stages: immediately, six months and one-year post-programme. The study
revealed that teachers attempted to incorporate the strategies that they had learned
in the SA programme into their teaching. In the immediate post-programme phase, all
teachers used various strategies that they had learned in the SA programme. After
six months, teachers abandoned some of the strategies and continued incorporating
most of their strategies. In the one-year post-SA programme, disparities between
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teachers surfaced. Teachers who worked in junior high schools continued
incorporating most of the strategies into their teaching practice, while teachers
working in high schools had abandoned most of the learned strategies. The
researcher concluded that this result is due to the difference in constraints on teachers
in this context. Unlike junior high school teachers, senior high senior high school
teachers are restricted by entrance examinations, prescribed textbooks, and factors
related to traditional teachers-students’ roles. Similar constraints were reported in

earlier studies by Lamie (2002) and Kurihara and Samimy (2007).

In the Malaysian context, Macalister (2016) explored the impact of a
transnational language teacher education programme on the language teaching
practices of pre-service teachers in Malaysia. The participants were 11 pre-service
language teachers who undertook a two-year practicum in New Zealand. The main
data sources were interviews and document analysis for lesson plans and teaching
materials. In addition, classroom observation was undertaken for seven of the
participating teachers. The author found that the impact of a transnational language
teacher education programme on the language teaching practices of pre-service
teachers was limited, and the school context largely determined the lesson planning
decisions made in the observed lessons. Macalister (2016) notes that in two of the
observed lessons, the teachers used ‘running dictation’ as a more learner-cantered
approach, attributing their knowledge of this activity to both their experiences abroad

and learning from school supervisors.

Although overseas trained EFL teachers might encounter contextual
constraints to the implementation of Western pedagogies such as CLT and task-
based language teaching (TBLT), some returnee teachers’ efforts to integrate SA
pedagogies into their existing practice were successful. This was noted in Li and
Edwards (2013)’s study, which examined the impact of three months of a UK-based
professional development programme on Chinese teachers within a knowledge-
management framework. The researchers utilised questionnaires, interviews, and
classroom observations to collect data from returnee teachers, non-participant
teachers, and administrators. The researchers concluded that there was evidence of
knowledge creation and innovation at different levels. At the individual level, teachers
experimented in their classroom teaching using ideas they had learned in their UK-

based courses. The integration was present in the activities used to teach language
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skills and aspects such as vocabulary and grammar. Further, teachers’ efforts
extended to improving the process of learning for students, for example, by
encouraging learner autonomy or using various motivational strategies adopted from
their UK course experience. Similar to Kurihara and Samimy (2007)’s study, teachers’
attempts were present in the integration of the knowledge gained from their SA
programme into the knowledge needed for entrance examinations. Such attempts
were characterised as individual choices that were influenced by broader cultural and

institutional factors as well as personal factors.

Macalister (2023) explored the influences on pedagogical decisions of two
novice Malaysian English language teachers who had previously studied abroad for
two years. The researcher interviewed the teachers and observed their classes. The
findings are that teachers' decisions were influenced by multiple layers of context and
community, including their apprenticeship of observation, the national and local
context, their professional learning, and support networks. While studying abroad
gave the teachers some advantages, it also created conflict for one teacher. Her ideas
from New Zealand clashed with the expectations of the Malaysian education system.
The author suggested that teacher education programmes that include study-abroad

experiences should consider ways to mitigate such conflicts.
Saudi HE instructors’ post-sojourn experiences

In this section, | focus more on the literature about Saudi HE instructors who
had overseas education. As mentioned in chapter 2, the literature on EFL instructors'
experience Saudi HE is limited. There are only two studies | know of that have
explored EFL instructors’ experiences and practice. To expand the understanding of
Saudi HE faculty experiences, | include one study that explored Saudi academics

from different fields.

Pikos-Sallie (2018) explored the personal and professional benefits that Saudi
academics gain as a result of their study-abroad experiences. The author also
extended his research to explore the challenges of the returnees in Saudi HE. The
data were collected through semi-structured interviews with nine Saudi academics.
The research revealed many benefits for their study abroad experiences, personal
and professional. The professional benefits include increased awareness of student-

teacher relationships, adopting more student-centred pedagogies, and experimenting
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with teaching approaches. Regarding challenges, the academics reported resistance
to change on many levels, from institutional leadership, colleagues, and students.
Similar challenges were reported in Alandejani (2013) study which explored Saudi
female academic readjustment experiences after returning from studying abroad.
Alandejani (2013) adds to the challenges a lack of support for returning academics in
Saudi HE.

One of two recent studies in the Saudi Arabian context that focused on
returnee EFL instructors is Alhuwaydi (2020). The study explored the influence of
overseas professional learning experiences on the cognitions and practices of EFL
teachers in two universities. The researcher conducted two rounds of semi-structured
interviews and classroom observation with ten EFL instructors and two supervisors.
The researcher concluded that teachers reported significant developments in
cognitive and emotional domains (pedagogical knowledge, professional identity,
agency) that persisted years after their return. However, the researcher notes that the
instructors presented varied implementation of communicative and learner-centred

practices in classrooms due to individual and contextual factors.

Al-Samiri (2020) explored the experience of Saudi EFL instructors who studied
in the USA and returned to their work in Saudi HE. The researcher collected the data
using interviews with 10 participants and did four classroom observations. The
researcher concluded that SA was projected as a transformative experience that
helped the participants gain more independence, build resilience, and increase their
cultural awareness. Further, their experiences led them to adopt a more humanistic
approach to teaching, emphasizing student-teacher relationships and acknowledging
students as whole individuals. As for their teaching practice, the researcher notes that
the instructors have created a ‘third Space’ in their classrooms, blending teaching
methods from both Saudi and American cultures. This introduced students to new
learning experiences while maintaining local values. This finding resonates with the
participants' narratives around teaching practice in this study, as we will see in
Chapter 8.

3.3.2 Insights from previous research
The previous research has demonstrated the complexities and variations in the

post-sojourn experiences of EFL instructors. These experiences are influenced by
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contextual factors, personal choices, and the challenges faced in integrating new
pedagogical approaches into their teaching practice. In this study, | adopt a
subjectivist perspective and employ a narrative methodology. This approach focuses
on the participants' stories and how they make sense of their experiences, as well as
how these experiences may influence their teaching practice. The study looks at the
study abroad experience as one dimension in their learning journey, taking into
account various experiences as language learners, pre-service teachers, early career
teachers, and teachers now at their employing institutions. By doing so, it aims to
provide a comprehensive understanding of the factors that shape teachers'

professional learning.

3.4 Summary

In this chapter, the literature pertaining to teachers' PL was reviewed, as it
served as the central theme underlying the participants' narratives. The chapter
began by exploring various definitions and terminologies associated with professional
learning, as well as examining different perspectives on teachers' professional
learning and the potential influencing factors. Subsequently, the focus of the chapter
shifted towards students' international experiences, encompassing a diverse range of
perspectives on this subject before delving into the specific experiences of teachers
in overseas contexts. In addition, a themed review of relevant studies exploring
teachers' experiences abroad was provided. The following chapter delves into the
theoretical framework, where | introduce and elucidate the integrated model adopted

in this study.
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CHAPTER 4: THEORETICAL FRAMEWORK

4.1 Introduction

This thesis explores the concept of agency in participants' narratives. | draw
on two closely related understandings of agency: Giddens' (1984) theory of
structuration and Emirbayer and Mische's (1998) concept of agency. | utilize Giddens'
theory as an externalist model to explore the participants’ agency navigation in the
Saudi Arabian context and SA context. This theory provides a clear basis for
understanding the interaction between an individual's agency and the structure. On
the other hand, Emirbayer and Mische’s conceptualization of agency is used as an
internalist model to explore the decision-making process within the participants'
narratives. Emirbayer and Mische's ‘chordal triad’ provides sub-components that
allow for the exploration of agency as an analytical category. This helps to understand

the factors that shape an individual's agency within a particular context.

4.2 Gidden’s theory of structuration

Giddens' theory of structuration aimed to bridge the divide between two
dominant perspectives: objectivism and subjectivism. Objectivists argue that societal
structures exert an overwhelming influence, leaving individuals with little to no free
will. On the contrary, subjectivists contend that individuals possess the agency to
shape and change those very structures. Giddens'’s view seeks to offer a balance

between individual agency and structure. Giddens (1984) defines agency as:

Agency concerns events of which an individual is the perpetrator, in the sense
that the individual could, at any given phase in a given sequence of conduct,
have acted differently. Whatever happened would not have happened if that
individual had not intervened (Giddens, 1984, p. 9)

The concept of agency in Gidden’s term manifests a sense of power in
changing stable conditions. Agency in individuals’ actions here is associated with the
disruption of the pre-established flow that this intervention caused. However, Giddens
regards individuals’ actions as agentic only when these actions are intentional. He
explains that intentionality constitutes a goal-oriented action that an individual has
taken based on knowledge or belief and that will lead to a preconceived outcome
(Giddens, 1984).
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In terms of structure, Giddens critiques the structuralist view of structure as a
set of relationships or ‘presences' that exist in various institutional forms, such as
policies or physical structures (Giddens, 1987, p.61). He argues that if we considered
structure as a ‘set of presences’ then it would appear as a constraint which is ‘external
to action’ (Giddens, 1987, p.61). For Giddens, this narrow conceptualization of
structure would lead to attributing irrelevant structures as limiting to certain actions
(Giddens, 1987). He argues that structure does not only manifest in the form of
constraints nor is it ‘external to human action’, structure is both constraining and
enabling (Giddens, 1987, p. 61). Giddens defines structure as the ‘rules and
resources, recursively implicated in the reproduction of social systems’ (Giddens,
1984, p. 377). The rules refer to expectations and norms that dictate one’s behaviour
in any given social context such as beliefs and values. Resources, on the other hand,
refer to the material and symbolic means that enable and constrain human action.

Examples of resources are educational qualification and access to the internet.

Giddens argues that the idea of the separate dichotomy between agency and
structure is invalid and offers the term ‘duality of structure’ to highlight the
interdependent nature of the two concepts (Giddens, 1987). He asserts that ‘[a]ll
human action is carried on by knowledgeable agents who both construct the social
world through their action, but yet whose action is also conditioned or constrained by
the very world of their creation’(Giddens, 1981, p. 54). That is, human action is carried
out by agents who possess knowledge and understanding of the world around them,
and that these agents construct the social world through their actions. However, at
the same time, the very social world that agents have created also constrains and
shapes their actions. In other words, individuals are both products of and contributors
to the social world they inhabit.

While individuals are usually equipped with the ability to provide reasons for
their actions, Giddens notes that not all actions can be articulated or communicated.
discursively. He divided the extent to which individuals can profess the rationale of
their action into three levels: unconsciousness, practical consciousness, and
discursive consciousness. The unconsciousness refers to thoughts, emotions, and
motivations that individuals are unaware of, yet can still influence their behaviour and
actions. Practical consciousness lies between unconsciousness and discursive

consciousness. Giddens explains that ‘a good deal of what we do is organized
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knowledgeably in and through practical consciousness; it follows that the way in which
we make sense of our own actions and the actions of others, and the ways in which
we generate meaning in the world’ (Giddens, 1986, p. 538). Practical consciousness,
therefore, is the knowledge that individuals utilise daily to interpret certain tasks or
others’ behaviour, but which they do not usually articulate. The discursive
consciousness is referred to as an ‘awareness which has a discursive form’ (Giddens,
1984, p. 374). More precisely, it refers to individuals’ ability to provide reasons for

their actions.

In sum, Giddens asserts that individuals’ actions are not fully constrained or
enabled; rather agency is in a constant dialectical relationship with the structure where
there is no primacy of one over the other. Individuals are considered to be agentive
actors when their actions change the flow of the existing structures, and this change
should be intended when the actions are undertaken not as a consequence of their

actions.

4.3 Emirbayer and Mische (1998) conceptualization of agency

Emirbayer and Mische (1998) built on the work of Giddens (1984)’s theory of
structuration and extend to explain the concept of agency. They argue that there is a
lack of a theoretically grounded conceptualization of agency that would allow us to
thoroughly examine agency as an analytical category in its own right. They suggest a
view in which agency is disaggregated into components that encompass the internal
processes of agency. In their influential paper, Emirbayer and Mische (1998) offer a

theoretical framing to study agency in which they define agency as:

‘the temporally constructed engagement by actors of different structural
environments—the temporal relational contexts of action—which, through the
interplay of habit, imagination, and judgment, both reproduces and transforms
those structures in interactive response to the problems posed by changing
historical situations’ (Emirbayer & Mische, 1998, p. 970).

The definition illuminates that agency is a phenomenon that is responsive to
historical circumstances. It acknowledges that individuals do not have a static
relationship with their contexts, but instead continuously develop and refine their
understanding of their relationship with their contexts. This evolving understanding of
their relationship can significantly impact their actions. The perception of one's ability
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to take action, which is referred to as ‘agentic possibility’, is greatly impacted by the

structures present in their specific time and context.

Emirbayer and Mische (1998) proposed three temporally oriented dimensions
through which we can understand agency. These dimensions are the iterational, the
practical evaluative, and the projective elements, and together they referred to them
as the Chordal Triad of agency (see Table 1). These three dimensions consecutively
constitute the past, present, and future. Emirbayer and Mische clarified that each of
these dimensions has its ‘own chordal structure’ and separating these elements and
examining the internal structure of each element would allow us to know which is the
dominant dimension that the actors draw on to achieve agency and how the
composite of these dimension ‘change as actors respond to the diverse and shifting

environments around them’ (Emirbayer & Mische, 1998, p. 972).

Past Present Future

lterational element Practical evaluative element Projective element

The selective reactivation by
actors of past patterns of
thought and action, as routinely
incorporated in practical activity,
thereby giving stability and order
to social universes and helping
to sustain identities, interactions,
and institutions over time

The imaginative generation by
actors of possible future
trajectories of action, in which
received structures of thought
and action may be creatively
reconfigured in relation to
actors’ hopes, fears, and
desires for the future

The capacity of actors to make
practical and normative
judgments among alternative
possible trajectories of action,
in response to the emerging
demands, dilemmas, and
ambiguities of the present

Table 1: Chordal triad of agency (adapted from Emirbayer and Mische (1998))

Table 1 demonstrates how agency can be divided into three distinct parts and
brief definition of each element is given. While each element could be recognized
separately, it is essential to understand that these analytical differentiations should
not be seen as completely independent of one another. As Emirbayer and Mische
(1998, p. 971) note, ‘all three of these constitute dimensions of human agency that
are to be found, in varying degrees, within any concrete empirical instance of action’.
The authors’ reference to these elements as chordal triad suggests that these
elements are similar to musical cords. That is, in each chord there are three or more

notes that are combined in various ways. Similarly, within this model of agency, the
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elements could be combined in different ways and varying degrees. The authors
explain that in any given action there may be a leading ‘tone’ that reflects the individual
overall disposition that is related to specific time and context. Nonetheless, the
existence of a dominant ‘tone’ or agentic orientation does not necessarily exclude the
simultaneous presence of the other elements. Emirbayer and Mische (1998) propose
that every element of agency consists of several smaller analytical categories referred
to as ‘subtones’. They note that it is possible to identify ‘subtones’ from the other
elements, even in the absence of a dominant agentive orientation. For example, in
analysing the instructor's narrative, it is possible to observe a dominance of the
iterative dimension, wherein the instructor draws on past experiences to make sense
of or make decisions about the present. However, it is important to note that the
narrative may also include 'subtones’ from other dimensions. For instance, while
reflecting on past experiences, the instructors may also engage in a 'hypothetical
resolution," a subtone in the projective dimension that involves hypothesizing about
the potential outcomes of different actions. Therefore, analysing instructor' narratives
through the lens of the chordal triad allows for a rich understanding of how they
exercise agency across various temporal dimensions, drawing on past experiences,

envisioning future possibilities, and making practical judgments in the present.

In the following subsections, | provide an explanation of each dimension,
examining their distinct qualities and illustrating how they function both autonomously

and interdependently within individual narratives.

4.4.1 The iterational dimension

This element of agency involves iterative action which is characterized as
habitual behaviour, where an actor relies on past experiences or models of action to
inform their decisions and actions in the present. The past experiences of actors serve
as the foundation for their understanding of the available patterns of action, which
consist of ‘routines, dispositions, preconceptions, competences, schemas, patterns,
typifications, and traditions’ that define suitable actions in any given social context
(Emirbayer and Mische,1998, p. 975). For the iterational element, agency manifests
‘in actors’ abilities to recall, to select, and to appropriately apply the more or less tacit
and taken-for-granted schemas of action that they have developed through past

interactions’ (Emirbayer and Mische,1998, p.975).
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Emirbayer and Mische argue that behaviour that relies on recognizing and
repeating existing patterns of action are not necessarily un-agentic. They draw on
Aristotle and Dewey’s philosophy to support their argument. First, they cite Aristotle’s
concept of hexis which explains how ‘settled disposition or state’ leads to actions that
are not based on stimuli but reflect individuals’ desires and decisions. For instance,
an EFL instructor might have a long-standing habit of structuring their lessons around
a textbook, a habit that developed over years of experience which could be seen as
a 'hexis'—a settled disposition shaped by their understanding of effective teaching.
This does not mean they blindly follow the textbook without reflection. Instead, their
choices within that structure, such as selecting specific activities, adapting materials,
or emphasizing certain themes, reflect their pedagogical goals and their

understanding of student needs.

Second, they cite Dewey’s understanding of habits as ‘standing predilections
and aversions, rather than bare recurrence of specific acts’ (Dewey 1922, pp. 26, 40—
41, as cited in Emirbayer and Mische,1998). This means that even when instructors
make habitual choices about their professional development, such as consistently
attending workshops on a particular methodology, these choices are not simply
reactions to external pressures. Instead, they reflect a degree of intentionality. For
example, an instructor might habitually prioritize professional development
opportunities focused on learner-centered approaches. This habit, while iterative,
stems from their belief in the value of student-centered learning and their desire to

create more engaging learning experiences.

These examples highlight a central point in Emirbayer and Mische's argument
about the iterational dimension: Rather than being a simple product of 'stimulus and
response,’ iteration/habit involves a significant degree of intentionality on the part of
the individual. Instructors' past experiences, dispositions, and beliefs actively shape
their habitual actions, demonstrating that even routine behaviors can be expressions

of agency.

4.4.2 Practical evaluation dimension
The practical evaluative dimension is concerned with the present. It involves
actors making a judgment about the current circumstances, which not only helps

actors exercise their agency in their best interest but also acknowledges their ability
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to modify the temporal and relational environments through their actions. Further,
practical evaluation involves more than just making appropriate choices for personal
interest; it also involves the capacity to understand one's social experiences as a
reflection of a shared social reality. The locus of agency in this dimension is the ability
to contextualize social experiences. That is, individuals with a strong practical-
evaluative inclination not only make decisions for their own benefit but also
acknowledge their position within a network of social relationships where they have
the potential to inflect a mediating effect. Consequently, the practical-evaluative
element of agency is considered to have the most potential to ‘disrupt and transform
the situational contexts of action’ (Emirbayer & Mische, 1998, p. 994). In
Brotherhood's (2023) study of students’ education migration journeys, the author
notes that the practical-evaluative dimension manifested in the participants’ narrative
in the form of problematizing and characterising their situations. It emerged as a form
of a ‘critical sensibility’ that allowed the participants to understand their present
(Brotherhood, 2023, p. 640).

4.4.3 The projective dimension

The projective dimension concerns how individuals hypothesise about future
experiences by generating alternative responses to problematic situations.
Projectivity reflects the ability to imagine new possibilities, influenced by but not
limited by past experiences. This capacity requires innovation, enabling individuals to
reconstruct traditions in alignment with their evolving desires and goals. As Emirbayer
and Mische (1998) argue, this aspect of agency is closely linked to identity and
narrative formation. It enables individuals to reflect on their future selves while
maintaining a connection to their past through the identification of potential
trajectories. For example, an EFL instructor who experienced a traditional, grammar-
focused approach in their own language education might envision becoming a more
communicative and learner-centred instructor. This vision, while a departure from
their past, is not entirely disconnected from it. They might recognise a trend in their
field towards more interactive teaching methods and actively shape their professional
development and classroom practices to align with this imagined future self.
Emirbayer and Mische (1998, p.988) contend that projection is not merely an
individual effort in an unpredictable world; it has the potential to facilitate ‘social
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coordination, collaborative resolution of problems, and group efforts towards social

change’.

4.4 External and Internal Model of Agency

This study proposes a theoretical model that unites two existing theories,
namely Giddens' theory of structuration and Emirbayer and Mische's theory of
agency. This decision was motivated by criticisms directed at both theories. One of
the main criticisms of Giddens' theory of structuration is the conflation of agency and
structure. Layder (2006) argues that this conflation makes it challenging to determine
the extent to which either structure or agency is more influential. Moreover, Giddens'
theory has been criticized for overstressing the significance of structure and
underestimating the role of human imagination and creativity in shaping social life
(Emirbayer & Mische, 1998).

From Emirbayer and Mische's perspective, agency extends beyond
reproducing or adjusting established structures and encompasses the creation and
alteration of social schemes. They contend that Giddens' theory does not fully capture
the dynamic and evolving nature of social life since it places too much emphasis on
the interplay between structure and agency. Emirbayer and Mische (1998) propose
that social structures are not static entities but are continually constructed and
reconstructed through ongoing social interactions. They further argue that agency
involves actively generating new opportunities and transforming existing ones rather

than making decisions within existing structural parameters.

Emirbayer and Mische's model of agency has received significant praise for
providing analytical tools to recognize individuals' agentic orientations within specific
contexts over time. The model's classification of iterative, practical evaluative, and
projective dimensions helps to identify actors' dominant orientation and whether their
responses are rooted in the past, present, or future. This classification enables
exploration of the connections between individual orientations and situational context.
However, some scholars have criticized the model for lacking a critical dimension
concerning power and the role of norms in shaping agency. For example, Biesta and
Tedder (2007) contend that the model overemphasizes the internal decision-making

processes and neglects social structures that shape and constrain individuals'
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actions. In particular, the model fails to address how power relations and social norms

shape individuals' agency and limit their ability to exercise it in specific contexts.

As noted earlier, this project merges two models of agency, as illustrated in
Figure 2. The integration of the two models addresses some of the criticisms levelled
against each theory. Giddens' structuration theory provides a comprehensive
framework for understanding the interplay between agency and structure, with a clear
definition of the latter. In contrast, Emirbayer and Mische's model offers a useful
analytical category for exploring agency in the context of participants' narratives. By
combining the strengths of both theories, this integrated model provides a more
nuanced understanding of the complex interplay between agency and structure in
shaping social outcomes. Specifically, it offers a more nuanced understanding of how
individuals exercise agency within specific structural contexts and how power

relations and social norms shape and constrain their agency.

External Model
Giddens (1984, 1987)

Structure

Rules & Resources

|
|

|

Agency

iterational
diminsion
(Past)

Practical Projective
evaluative dimension

{present) {future)

Internal Model
Emirbayer & Mische
(1598)

Figure 2: Integrated model of external and internal agency
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4.5 Summary

In conclusion, this chapter provided an overview of Giddens' theory of
structuration and Emirbayer and Mische's conceptualization of agency. While each
theory offers valuable insights into the complex interplay between agency and
structure in shaping social outcomes, they also face criticisms that limit their
explanatory power. To overcome these limitations, this chapter proposed an
integrated model of agency that combines the strengths of both theories. The
integrated model recognizes the importance of both structure and agency in shaping
social life and offers a more nuanced understanding of agency as manifested in the
flow of time within relational contexts. Moreover, the model provides an analytical
framework for exploring participants' narratives and understanding how they exercise
agency within particular contexts. The next chapter will provide a detailed description
of the research methodology used in this study. It includes the research design, data

collection method, and data analysis.
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CHAPTER 5: METHODOLOGY

5.1 Introduction

This study explores the stories of Saudi female EFL instructors who have
studied abroad, focusing on their learning and teaching experiences. In this chapter,
| discuss the methodology and design employed and their suitability for the given
inquiry. | start the chapter by explaining the ontological and epistemological
assumptions that underpin this research. | then provide brief literature on the chosen
research approach, 'narrative inquiry,' and the rationale for adopting this approach.
The second part of this chapter focuses on the research design. It starts with an
account of the pilot study and the findings that arose from it and which went on to
inform the main study design. This is followed by the main study design and
procedures, including participants' selection, recruitment, and interview design. In the
last part of the chapter, | explain the transcription and translation processes. Further,
| provide details on the data analysis steps. In the final section of the chapter, | review

my positionality and the study’s ethical considerations.

The overall orientation of this study can be described as an inductive approach
(Thomas, 2006). That is, the theoretical framework was developed after the initial
steps of the data analysis. | came to this topic with an interest in EFL instructors’
professional learning, including their experiences with studying abroad. The initial
focus of the pilot study was to explore EFL instructors’ perspectives on their
experiences with studying abroad. After the pilot, the focus shifted to exploring the
landscape of their teaching and learning experiences, including study abroad. More
precisely, the question was: What do EFL instructors/teachers ascribe as meaningful
experiences in their English language learning and teaching journeys? This question
guided my choice of narrative inquiry as a research approach as well as the overall
research design. After the data collection and in the early steps of the data analysis,

the research focus developed to explore the following research questions:

e Q1: How do the participants construct the influences on their educational

choices?
e Q2: How do the participants construct their learning experiences?
e Q3: What are the experiences that informed the participants’ current

practice?
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e Q4: What are the enabling and constraining factors that affect the

achievement of desired teaching practices?

This study examines the narratives of Saudi EFL instructors to understand the
factors influencing their educational choices and the experiences shaping their
teaching practices. It highlights their agency in constructing their educational
pathways and navigating their educational experiences. By exploring how these
teachers engage with personal, cultural, and institutional contexts, the research
addresses a gap in understanding EFL teacher education within the unique Saudi
Arabian setting. The study investigates the influence of diverse learning experiences,
including study abroad, on their professional development. It identifies both enabling
and constraining factors that affect their ability to implement desired teaching
practices. Through these inquiries, the research aims to inform policy and practice
within the field of language teacher education, particularly concerning professional

learning and study abroad initiatives for Saudi EFL instructors.

5.2 Research stance

Denzin and Lincoln state that ‘all qualitative researchers are philosophers’
(Denzin & Lincoln, 2008, p. 31). Philosophers, in a broad sense, are inevitably guided
by ‘abstract ideas and beliefs’ (Creswell, 2013, p. 16), that shape their ontology,
epistemology, and research methodology. Ontology refers to ‘the study of being’
(Crotty, 1998, p. 10) or, in Lincoln and Guba’s definition, ‘the nature of reality’ (Lincoln
& Guba, 1985, p. 37). In realist ontology, for example, there is one measurable reality
that exists ‘out there’. Relativist ontology, on the other hand, rejects the notion of one
objective reality and contends that there is an infinite set of realities that are
constructed within the human consciousness, which are relative to the individuals who
uphold them. Once we define our ontological position to reality, we then must
delineate what kind of knowledge is conceivable and what our relation to it is, hence
define our epistemological position. More precisely, epistemology here refers to what
constitutes knowledge and our relationship to it (Creswell, 2013; Denzin & Lincoln,
2008, 2011). Examples of contrasting epistemological stances are positivism and
constructivism. Positivism, while acknowledging that complete neutrality is
impossible, aims for objectivity in knowledge production. It emphasizes rigorous
methods designed to minimize researcher bias and maximize the reliability and

generalizability of findings. In contrast, constructivism views knowledge as inherently
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co-constructed, acknowledging the researcher's active role in shaping how
knowledge is generated and interpreted through their interactions with participants
and data. Taken together, the researcher’s ontological and epistemological stances
would lead to the adoption of a particular research methodology. Research
methodology is a research process (Creswell, 2013). It is concerned with procedures
that the researcher carries to produce knowledge. The researcher's ontology,
epistemology, and methodology form the research ‘paradigm’ or ‘interpretive
framework’ (Denzin & Lincoln, 2008, p. 31) through which the researcher views the
researched phenomenon. Therefore, it is important for researchers to be explicit

about the interpretive framework that underlies their research (Creswell, 2013).

5.2.1 Constructivist stance

As | read more about paradigms, | found myself leaning towards a
constructivist approach. This world view recognizes the influence of the social,
cultural, historical and political conditions as well as the conditions surrounding the
data collection and interpretation (Lincoln, Lynham, & Guba, 2017), with which I
concur. In this approach, the researcher professes a ‘relativist ontology, a
transactional [subjectivist] epistemology, and a hermeneutic, dialectal methodology’
(Cannella & Lincoln, 2011, p. 191). A relativist ontology would view participants’
narratives as constructed for a specific occasion; in the case of this research,
participants’ narratives are constructed for the interviews. These narratives do not
represent a single reality; they are multiple, messy, and are told to me. Therefore,
when analysing these narratives, my goal is not to seek the ‘Truth’ regarding the
teachers’ learning and teaching experiences; instead, | aim to understand the
complexities of these meanings that teachers hold for their experiences and to
understand why the participants have chosen to tell their stories to me in the way that

they have.

A transactional [subjectivist] epistemology means that the researcher cannot
be separated from the researched. My background, perspectives, and even the
guestions | pose during interviews will inevitably shape the narratives teachers share.
Furthermore, the very act of sharing their experiences within the context of our
research relationship will likely cause teachers to reflect on and potentially reframe
their understanding of those experiences. As Guba and Lincoln (1994) explain, ‘the
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investigator and the object of investigation are assumed to be interactively linked so
that the "findings" are literally created as the investigation proceeds’ (Guba & Lincoln,
1994, p. 111). This means that the knowledge we generate about teachers' learning
and teaching experiences will be a product of our shared interaction and co-

construction rather than a neutral reflection of some pre-existing reality.

A hermeneutic dialectal methodology means that the researcher considers
multiple perspectives and contradictions in the data and actively engages with them
to uncover deeper meanings. By doing this, | can understand the complex interplay
between different viewpoints and contextual factors. This approach allows me to gain
a richer understanding of the experiences and challenges faced by the EFL
instructors, as well as the underlying dynamics within the educational system and the
broader Saudi context. This approach moves beyond previous studies (Al-Samiri,
2020; Alhuwaydi, 2020) that might have treated EFL instructors' experiences in Saudi
Arabia as homogenous, overlooking the nuances of individual perspectives and
contextual influences. By embracing a hermeneutic and dialectical lens, this study
aims to clarify those nuances and provide a more comprehensive understanding of
the challenges and possibilities faced by EFL instructors within a specific educational
and cultural landscape.

5.2.2 Narrative inquiry

In the search for a holistic approach to explore Saudi female EFL instructors’
perspectives on teaching and learning experiences which acknowledges the
individuality of human experience and recognises the role that culture and society
play in how individuals perceive these experiences, | was drawn to narrative inquiry.
Narrative inquiry is an ‘umbrella term’ for any research that involves stories (Benson,
Barkhuizen, Bodycott, & Brown, 2013, p. 3). As in all qualitative research approaches,
narrative inquiry shares some characteristics with other qualitative approaches. It is
similar to ethnography in that there is ‘the emphasis on the social’ and to
phenomenology in the ‘use of story’ (Connelly & Clandinin, 2006, p. 479). Narrative
inquiry is distinct from other qualitative approaches in its emphasis on how stories
unfold over time. While other methods might focus on capturing experiences or
perspectives at a particular moment, narrative inquiry recognizes that meaning is

created through the sequence of events, decisions, and reflections that make up a
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person's lived experience (Riessman, 2008, p. 11). In this study, attending to the
‘sequences of action’ within Saudi female EFL instructors' narratives will be crucial to
understanding how their teaching and learning experiences have evolved over time,
influenced by personal choices, cultural shifts, and broader changes in the Saudi
educational landscape.

It is important to note that the literature that engages with narrative in data
collection and analysis used different terms to refer to their approach, including
narrative analysis (Benson, 2018; Pavlenko, 2008; Riessman, 2008), narrative inquiry
(Barkhuizen, Benson, & Chik, 2013; Bell, 2002; Chase, 2005; Clandinin & Caine,
2013), and narrative research (Andrews, Squire, & Tamboukou, 2013; Josselson,
2007). Since there is no clear distinction for the usage of these various terms in the
field, | use the term narrative inquiry since it is the most common in social sciences

research and, more precisely, in applied linguistics research.

5.2.3.1 The narrative turn

While it is difficult to trace the origin of the turn to narrative —or narrative turn—
in different disciplines (Bamberg, 2007), the narrative movement was inspired by
scholars, such as Labov and Waletzky (1967) in the field of Sociolinguistics and
Jerome Bruner in the field of Psychology, who took an anti-positivist stance in viewing
individuals’ narratives. In their canonical work, Labov and Waletzky (1967) explored
individuals’ stories of near-death experiences, discovering structural patterns across
participants’ narratives. This discovery challenged positivist assumptions that
dismissed individual narratives as too abstract or messy for rigorous analysis. By
revealing consistent structures and chronological elements within these stories,
Labov and Waletzky demonstrated that narratives could indeed be subjected to
systematic inquiry, allowing for deeper understanding beyond the content level
(Riessman, 2008).

In the field of psychology, Jerome Bruner’s ideas of the ‘self have also
contributed to the narrative turn movement. Bruner professes that ‘we constantly
construct and reconstruct a self to meet the needs of the situations we encounter, and
we do so with the guidance of our memories of the past and our hopes and fears of
the future’ (Bruner, 2003, p. 210). These contributions, among others, have started

many research traditions that were guided by acknowledgement of the ‘complexity,
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multiplicity of perspectives and human centredness’ (Webster & Mertova, 2007, p.
31).

Barkhuizen et al. (2013), while acknowledging that there are other
explanations for the narrative turn, offer four main explanations in the field of social
sciences. The first, which goes in line with the broader qualitative research shift, is
the realization of the inadequacy of natural sciences approaches in exploring social
and educational phenomena. Second, they note a rising interest in the ‘self, identity,
and individuality’ (Barkhuizen et al., 2013, p. 2). Third, they suggest that there is a
growing recognition of the significance of narrative as a site for exploring the
construction of social identities and realities. Fourth, the narrative movement has
become a way to empower research participants allowing a wide range of voices to

be heard, especially those who belong to marginalized groups.

The given explanations resonate deeply with the aims of this research. |
believe that qualitative methodologies, and particularly narrative inquiry, are essential
for providing a platform for marginalized voices, particularly in contexts like Saudi
Arabia where quantitative approaches often dominate (Almoaibed, 2020). Given the
historical and social limitations on women's voices in Saudi Arabia (Hamdan &
Mustafa, 2021), it is crucial to create spaces where female EFL instructors can share
their experiences in their own words. The fact that this research is being conducted
by a female researcher further enhances its potential to delve into the nuanced
realities of these women's lives and careers, especially given the recent shifts in Saudi
society that have allowed women greater autonomy, including the freedom to travel
abroad for education.

5.2.3.2 Different strands in narrative inquiry

Narrative inquiry is a vast research field. Many have attempted to classify the
narrative movement in terms of the analytical focus (Riessman, 2008), theoretical
assumptions (Bamberg, 2011), and data forms (Barkhuizen et al., 2013). In terms of
theoretical assumptions, Bamberg (2007) explains that there are two overarching
strands to narrative that arise from the attempt to answer the question, ‘what is the
value of narrative?’ The first strand approaches narrative from individuals' subjective
perspective, that is, how individuals’ narratives of experiences are ‘personal ways to

impose order on an otherwise chaotic scenario of life and experience’ (Bamberg,

53



2007, p. 2). The exploration of narratives within this strand will reveal the ways in
which people attribute meaning to and organize their experiences. This strand, in their
view of narrative, embraces the notions that ‘people by nature lead storied lives and
tell stories of those lives’ (Connelly & Clandinin, 1990, p. 2). That is, narrative is a way
through which people communicate their experiences and it is through the act of

narration itself that people make sense of these experiences.

The second strand adopts the assumption that ‘narratives are pre-existing
meaningful templates that carry social, cultural, and communal currency for the
process of identity formation’ (Bamberg, 2007, p. 3). It focuses on master narratives,
‘pre-existent sociocultural forms of interpretation’ (Bamberg, 2005), which are
assumed to guide members and their communities ‘how to think, feel, and act’’
(Bamberg, 2007, p. 3). These two overarching strands which emphasize either the
individual or the social, are joined in many narrative studies. Bamberg (2007) notes

the impetus to join the perspectives is due to the recognition of

‘the active role of the subject as an agent in the construction of social practices
on one hand, and on the other, the role of social practices as constitutive of
ways of thinking, feeling, and acting at the level of individual choices’
(Bamberg, 2007, p. 3).

My decision to take narrative inquiry as a research methodology resonates with
both theoretical assumptions. That is, | recognise both the uniqueness of human
experiences as well as role that culture and society play in shaping how individuals
perceive these experiences. These are both uncovered in the analyses chapters (6,7,
& 8).

This approach is in line with the constructivist way of thinking: as the
participants engage in the narrative telling of their experiences, they are engaging in
a process of reconfiguration/reconstruction of these experiences. This reconstruction
is a result of their own interpretation and reinterpretation of their experiences to make
sense of them. The participants’ narratives always take place in relation to particular
contexts. The context here attends to both the when/time and where/place of the
narrative (Kelchtermans, 2009). The ‘when’ refers to specific period of time or
moments. The ‘where’ refers not only physical space such work institution or

hometown but also includes the social, cultural, and political aspects that are
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embedded in the participants’ narrative. All of these aspects are evident in the

narratives that my participants tell.

5.2.3.4 What constitutes a narrative

What constitute a narrative is subject to much debate. Some follow the
Labovian model were a narrative should have these elements: abstract, orientation,
complicating action, evaluation (Labov, 1997). Others adopt more open definition to
narrative as having ‘beginning, middle, and an end’ (Riessman, 2008). In this study, |

draw on Holstein and Gubrium (2012)’s definition of narrative:

‘Narratives are not necessarily chronologically ordered, nor do they necessarily
assert the speaker's perspective or standpoint. But narratives do supply more
than simply what happened, expressing the narrator's emotions, attitudes,
beliefs, and interpretations. If narrators are the key figures, their accounts are
informed as much by extra-individual forces as they are by personal

experience.’ (Holstein & Gubrium, 2012, p. 6)

| rely on this definition for several reasons. Firstly, it does not limit the narrative
of participants to a strict chronological order, which | believe would overlook important
aspects of their experiences. Neither does it require all the elements of Labovian
narrative structure to be included. Additionally, it acknowledges the variability in
participants' abilities to express their experiences. Secondly, it takes into account the
narrators' emotions, attitudes, and beliefs, which are vital in understanding their
experiences. Thirdly, it acknowledges the influence of broader structures and

discourses that shape how they construct their realities.

| am aware that some scholars distinguish between the terms ‘narrative’ and
‘story’. For instance, Smith (2016) explains that the term ‘narratives’ refers to the
‘resources from which people construct their personal stories and understand the
stories they hear’, while ‘stories’ are ‘a specific tale that people tell’ (B. Smith, 2016,
p. 204). When participants (storytellers) construct their experiences, they draw on the
narratives available in their surroundings. However, in this research, | use the terms

interchangeably because the distinction does not contribute to the research objective.
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5.2.3.5 Research data form and analytical focus

The focus of the analysis in narrative inquiry studies varies. In their review of
studies about language teaching and learning that used narrative inquiry, Benson et
al. (2013) classified these studies’ approaches to narrative into language memoirs,
studies of language memories, autobiographical case studies, biographical case
studies and studies of multiple narratives. The difference between these categories
lies in the format of narratives (written or spoken), the status of the data (naturally
occurring or elicited) and whether the research follows narrative analysis or the
analysis of narratives. Within the narrative inquiry approach, the analysis of narrative
refers to ‘research in which stories are used as data’, whereas narrative analysis
refers to ‘research in which storytelling is used as a means of analysing data and
presenting findings’ (Benson et al., 2013, p. 3). A recent addition to the classification
of analysis is discourse analysis of narrative (Benson, 2018). This refers to the
utilization of discourse analysis methods in analysing narrative data. The adoption of
such an analytic approach came from criticism of the over-reliance on participants’
accounts as objective representations of reality, neglecting the ways in which those
accounts are produced and shaped through the interaction between researcher and
participant during data collection (Mann, 2016; Pavlenko, 2007; Talmy, 2010). Within
Benson et al.’s (2013) classification, my approach could be described as a mixture of
analysis of narrative, narrative analysis, and a discourse analysis of narrative. The

analysis approach will be discussed further in section 5.4 Data Analysis.

5.3 Research design

This section is divided into two stages: the pilot study and the main study
designs. In the pilot study stage, | will present the lessons learned from the pilot study
that led to adopting the current design. In the main study stage, | will present the
research design. | will give details on participants’ selection, recruitment procedures,
and interview design, and finally, | will give reflections on the interview mode and

process.

5.3.1 Stage one: The pilot study

| conducted a pilot study in the summer of 2018 with four female Saudi EFL
teachers who were working at a Saudi Arabian university. The purpose of the pilot
was to explore the influence of study abroad experiences on teachers through the use

of interviews and classroom observation as data collection means. However, the
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strike across UK universities delayed the ethics committee's approval of my proposed
data collection timeline. By the time | received ethical clearance, the instructors had
already finished their classes and begun their summer vacation, making classroom
observations impossible. As a result, | conducted only semi-structured interviews with
the participants. After doing the interviews, my perspective on my approach to data
generation changed, consequently changing my approach to the research
phenomenon. The change was due to an observation of participants’ responses to
guestions about their experience with studying abroad. That is, although | asked direct
guestions about their Masters courses and in-classroom experiences, participants’
responses constantly shifted from in-classroom experience to the overall study
abroad context with references to their early education and teaching experiences prior
to SA. The shift included personal, educational, and cultural experiences that | felt, to
a certain extent, were interlinked and worthy to be considered in exploring teachers’
experiences. Furthermore, upon exploring the literature in the Saudi context (Al-
Samiri, 2020; Alhuwaydi, 2020), as mentioned in chapter 3, the studies were focused
on the EFL instructors' study abroad experiences and current teaching practices. To
my knowledge, no known study has considered these broader learning experiences,
including SA, in the Saudi context. These observations changed my perspective from
seeking to understand the influence of study abroad experiences on teachers to

exploring participants’ narratives of teaching and learning experiences.

Practical changes that were made based on the pilot study

The language

The interviews in the pilot study were conducted in English. Although the
participants were given the choice to speak either English or Arabic, all four
interviewees spoke mostly in English. | felt this made the interview more formal, and
some participants struggled to express their thoughts adequately in English. The

following (extract 5.1) is an example from one of the interviews:
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Extract 5.1 Nora’s interview (Pilot study)

Budur What did you find most difficult when you started teaching?

Mora  You know convince the students with something <0 - sl 3€ = [How to explain it to
yvoul.. yeah, how to.. for example, give him a new rules or for example grammar. How
to convince, how to make students understand, how to make the information easy for
the students, it's very difficult to simplify. Sometimes we need to complicate and
sometimes you need to make it simple. It is very difficult to let the students
understand. | 2= [mean] the point of the information very difficult.

Interviewing the participants in their weaker language might lead to
misrepresenting their views or leaving out information (Pavlenko, 2008). Therefore,
considering that ‘interviewing in L2 is often limiting for the interviewee’ (Mann, 2016,
p. 64) and that ‘communication is inherently cultural and this brings with it different
priorities when it comes to content and context’” (Mann, 2016, p. 65), | decided to
conduct my main study interviews in Arabic, the interviewees’ mother tongue. This
decision was especially important in the context of narrative inquiry, which focuses on
participants’ stories of experience. Pavlenko points out that ‘in reality the presentation
of events may vary greatly with the language of the telling’ (Pavlenko, 2007, p. 172);
that is, teachers’ narratives of experience might not be reflected in the same way
when speaking English as opposed to Arabic. However, as | will discuss later, this

decision was difficult to maintain in the actual interview process.
The interview type

In the pilot study, | opted for a semi-structured interview. | had a set of
guestions to ask the interviewees which the interviewees answered. However, | felt
that the questions where limiting, in the sense that the participants wanted to say
more about their experiences but were not within the scope of the questions. At other
times, the participants talked further about their experiences, and when | asked them
about them, | felt that | was interrupting the flow. These instances made me reconsider
the type of interview used to approach this topic. Therefore, in the main study, | opted

for narrative interviews (Riessman, 2008). (More on interview type in section 5.3.3.3.)
The degree of acquaintance

In the pilot study, | interviewed four teachers whom | know and have worked
with and most likely will work with in the future. | felt that the level of acquaintance
(Garton and Copland, 2010) with my interviewees might have influenced the pilot
study in two ways. Firstly, the ethical issues around the consent and anonymity of
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participants are much higher when interviewing someone you know and work with on
a daily basis. In terms of consent, the participants might feel the obligation to
participate because of this level of acquaintance, in this case, a colleague. This also
extends to the other ethical issue, which is ensuring the anonymity of my participants.
Although the participants’ information could be anonymised, there is no guarantee

that they might not be identified because of the small department in which we all work.

Secondly, my status as a colleague influenced the degree to which they
expressed personal experiences. | noticed this with one participant whose answers
were very brief. The professional relationship between me and this set of participants
might also have prevented them from giving more details about their past and current
experiences. They might not have felt at ease revealing experiences that involved
their teaching practice or work-related incidents. A related issue was my fear that my
own judgments and understandings, which | had already developed about the
participants and the work context, might interfere with the interviewing process and

data analysis.

Interviewing someone who is an acquaintance or undertaking an
‘acquaintance interview’ will inevitably reveal itself in the data generation (Garton &
Copland, 2010). Therefore, in the main study, | consciously chose to interview
teachers who are not personal acquaintances, and my contact with them started a
little before the start of the data collection phase. By this choice, | knew that | might
miss the level of trust and rapport that | might have with acquaintance participants;
nonetheless, | attempted from the start of contact to develop this trust through sharing
my personal story as, my professional background, and my motives for doing this
research when | felt it was needed or when | was invited to by the participates. | will

discuss this further under Interview Procedures and Reflections (section 5.3.3.8).

5.3.2 Stage Two: The main study
In this section (5.3.2), | outline the procedures employed for the main study
concerning participant selection, recruitment, and the provision of general

information about each participant.

5.3.2.1 Participants’ Selection
This research focuses on a discrete group of female Saudi nationals: EFL
instructors working for Saudi Arabian HE institutions who have undertaken a master’s
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degree programme in TESOL in a Western country. The decision to limit the study
participants to female EFL instructors was made for three main reasons. The first
reason is motivated by the limited research that explores Saudi female educational
experiences (Song, 2019). The second reason is the sense gained from my pilot study
participants’ stories, which suggested that their gender had a role in the status
ascribed to them by their families, work context, and scholarship sponsors. For
example, some participants’ families were discouraged from seeking overseas study,
and Mahram (male guardian) was required by the scholarship sponsors. Therefore,
comparing female experiences may be more reliable and offer more in-depth insights
than with male and female participants. The third reason is related to my identity as a
Muslim and a Saudi and my chosen methodology, narrative inquiry. This study
involves a prolonged engagement with the participants through several interviews
(see section 5.3.3). As a Muslim Saudi female, establishing relationships through
interviews with individuals of the opposite sex may pose challenges due to Islamic
teachings and cultural norms that set expectations and limitations of the interaction
between opposite genders. For the reasons given, | have decided to limit the

participants to female EFL instructors.

5.3.2.2 Participants’ recruitment

Prior to the start of the recruitment phase, | received ethical clearance from
Stirling University’s General University Ethical Panel (GUEP) in November 2018
(Appendix 1). The first step was then to recruit participants for this study by designing
an advertisement that stated the general criteria and purpose for this study (Appendix
2). This advertisement was distributed through my personal media channels such as
Facebook, Twitter, and Telegram. However, the response rate to this advertisement
was not as high as | thought it would be. A few contacted me, but only one met the
participants’ criteria. | had to resort to my second plan which was searching through
social media channels (e.g. Twitter and Telegram) for those whom the study
conditions may apply and asking them if they were interested in participating in the
study. On one occasion, | contacted one possible participant, and she stated that she
did not meet the study criteria. However, | forwarded my message to others who might
meet the study conditions. | also contacted many through their institutional emails and
those who expressed interest were then sent the full research details, the information

sheet, and the consent forms. Initially, nine participants agreed to participate in this

60



study. However, shortly after receiving the participants’ consent and prior to the start
of the first interview, one participant withdrew from the study. Later, after conducting
the first interview, two other participants withdrew due to their busy schedules. In total,
the data were collected from six participants who completed the interview phases in
this study.

5.3.2.3 Participants’ information

All the participants had a bachelor's degree in English Language and Literature
from Saudi universities. Further, all the participants are MA TESOL graduates from
either UK or USA institutions. Prior to commencing their MA programme, all
participants (except Layla) were enrolled in pre-sessional English language courses.
The participants are within a close age range. That is, the participants graduated from
high school between 2005 and 2008 and finished their bachelor’'s degrees between
2009 and 2012. Having a close age range was not considered during the recruitment
process; however, it became apparent during the interview phase. While this study
does not seek to map out the variables, the historical time of their education and
employment is relevant considering the phases of change that occurred in the Saudi
Arabian education system and overall economy during the time and which were
present in their narratives. For example, some of the bachelor’s degree programmes
that some participants were enrolled in no longer exist in Saudi Arabia. Inthe previous
chapters, | refer to the participants as in-service teachers, and this refers to their
status as working for an HE institution. However, as we see in the table below, the
participants’ teaching experiences before studying abroad classify them as novice

teachers since they were in their career entry years (Farrell, 2012).

Before presenting the participants' information (Table 2), it's important to note
that pseudonyms were assigned to protect their anonymity. The chosen pseudonyms
aimed to serve two purposes: (1) ensuring anonymity by using names common in the
Saudi Arabian context and (2) reflecting the participants' cultural background by
selecting culturally relevant Saudi names. Table 2 provides details about the six

participants:

Pseudonym Post BA work experience  SA destination/duration Post study abroad work exp.
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4 months as EL adult

) education UK 4 years as EL lecturer at a public
Yasmine ) )
2 Y% years as a TA/EL at 2 years university
university
. UK .
1 year at a private school 4 years as EL lecturer at a public
Layla ] ] 1 year + one month ) ]
1 year as an EL at university university
CELTA
2 months at private institute
R 1 year as an EL in private USA 9 months at private university
awan
school 3 years 3 years as lecturer at public
university
o 4 months in private institute
3 months as an EL in private USA )
Danah 4 years as EL lecturer a public
school 5 years ) )
university
) ) ) UK 2 years as EL lecturer a public
Noor 1 year as a EL in university ) )
1 year university
H 2 months as a EL in private USA 2 years as EL instructor a public
ana
school 3 years university

*EL= English language teacher/instructor, SA= Study abroad.

Table 2: Participants’ information

5.3.3. Interview design
In this research, | collected data through multiple unstructured narrative
interviews with the research participants. In the following subsections, | explain the

rationale behind the interview choice and design.

5.3.3.1 Interviews as data collection method

Since this study aims at understanding Saudi EFL teachers’ perspectives on
their experiences, the interview is seen as the most appropriate method. Interviews
are widely used in qualitative research in general and a commonly used method by
narrative researchers. Interviews as a method have ‘primacy’ over other qualitative
research methods, especially when exploring ‘how an individual experiences some
phenomenon’ (Brinkmann, 2013, p. 47). Interviews provide researchers with ‘an emic
perspective’ on a research phenomenon (Copland & Creese, 2015, p. 29). This is
particularly the case when experiences are ‘difficult to observe directly and are best
understood from the perspectives of those who experience them’ (Benson et al.,

2013, p. 8). Seidman (2006) contends that interviews are ‘a powerful way to gain

62



insights into educational experiences of the individuals whose lives reflect those
issues’ (Seidman, 2006, p. 14).

5.3.3.2 The conceptualization of the interview

While there is an agreement on the benefits that interviews could bring to
understanding the researched phenomenon, qualitative researchers who opt for the
interview method in their research hold divergent conceptualizations of interviews.
Talmy (2010) divided the common conceptualization of interviews into two categories:
interviews as a research instrument and research interviews as a social practice. The
differences between the two lie in the status of interview and interview data, the issue
of voice and bias, and the analytical focus and procedures. From the perspective of
the interview as a research instrument, interviewing is seen as a tool for excavating
information; the data are treated as reports, and the interviewer strives to give voice
to the participants. Moreover, this perspective takes the position that the interviewer’s
interference in the process might lead to contaminating the data. For this reason,
interviewers are urged to minimize their interference involvement in the process. The
data analysis, from this perspective, focuses on the content or the ‘what’ of the data
through thematic or content analysis. Within the narrative, this approach to data could

be classified as analysis of narratives (Benson et al., 2013).

On the other hand, the interviews, as a social practice perspective, ‘treat[s] the
interview not as a resource for extracting data held within a univocal respondent, but
as a site for investigation itself (Talmy, 2010, p. 139). The interview is seen as a
dialogical exchange between the interviewer and interviewees. The dialogical
exchange here is affected by both the interviewer and interviewee, and this effect can
be a focus of analysis in addition to the content of the interview. This perspective
further differs in its treatment of interview data as ‘accounts’ rather than ‘reports’.
Viewing interview data as reports means that the interviewer believes that the
interviewees’ responses will reveal the truth and relies on the interviewees' ability to
self-disclose. On the other hand, viewing data as accounts means understanding the
interview as ‘(more or less) reflecting a reality jointly constructed by the interviewee
and interviewer’ (Rapley, 2001, p. 304). Interviewer interference is not seen as a
possible threat to data validity but rather as part and parcel of the interviewing
process. In this approach, the researcher is encouraged to display ‘a heighten[ed]

reflexivity’ in the joint collaboration with the interviewees that led to the data
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production. The analysis in this perspective takes two focuses: the ‘what’ and the
‘how’ of the data (Talmy, 2010). In relation to narrative, this approach to data analysis

could be classified as discourse analysis of narrative (Benson, 2018).

Following Talmy’s classification and argument for the need of explicit
theorization of interview status in qualitative studies that use interviews as primary
means of data, | see interviews in this research as social practice. In approaching this
research, | see interviews as a site in which the interviewees could deeply reflect on
their experiences, which is accomplished through the ongoing dialogue during the
interviewing process. What the interviewees reflect on is not necessarily seen as a
factual account of what actually happened; instead, participants’ narratives here

‘constitute, rather than reflect, reality’ (Pavlenko, 2007, p. 180).

As noted, the data produced in the process are co-constructed between the
research participants and me. While | attempted to maintain an active listener stance
in the interview, rather than a conversationalist, this was not due to the fear of
‘contaminating the data’; rather, it was in keeping with the procedures of the proposed
design, i.e. unstructured narrative interview, which the pilot had suggested would
provide the best approach to allowing space for the teachers to tell their stories in
their own ways. Therefore, | regard my probing and questions not as possible threats
to the legitimacy of data but rather as attempts to facilitate the ongoing dialogue
between me and the participants throughout the interviewing process. However, this
process certainly requires taking a reflexive stance on my part on how the data were
generated, more precisely, under what circumstances the participants produced
certain narratives. This theorization of interview ‘centers on how meaning is
negotiated, knowledge is co-constructed, and interview is locally accomplished’
(Talmy, 2010, p. 132).

5.3.3.3 Interview type

Qualitative interviewing is commonly classified into three broad categories:
structured, semi-structured and unstructured interviews (Brinkmann, 2013). These
categories could be viewed on a ‘continuum ranging from relatively structured to
relatively unstructured formats’ (Brinkmann, 2013, p. 19). Each interview type has its
advantages and disadvantages. In structured interviews, the interviewer has a list of

guestions that invite direct answers from the interviewees. This type of interviewing
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could be described as ‘spoken questionnaire’ (Mann, 2016) or ‘standardized survey
interviewing’ (Brinkmann, 2013). This type of interview is often adopted when the main
aim is to generate ordered answers that can be compared across a large number of
participants. However, this type of interview has its drawbacks. While aiming to
maintain ‘objectivity and maximal neutrality’ (De Fina, 2019, p. 155), this type is
criticized for the possibility of overlooking ‘the meanings and interpretive frames’ that
occur beyond the questions’ structures and the risk that the interviewer might miss
out ‘what goes on in the interaction’ (Brinkmann, 2013, p. 19). This type of interview
is often associated with positivist research approaches. Therefore, it was not

considered for this study.

In qualitative research, semi-structured and unstructured interviews are mostly
used (Brinkmann & Kvale, 2018; De Fina, 2019; Mann, 2016). These types of
interviews are often referred to as ‘qualitative interviewing’ or ‘in-depth interviewing’
(Bryman, 2016, p. 471). For semi-structured interviews, the researcher has a set of
guestions that guides the interview, but unlike the structured interview, there is ‘room
for deviation’ from these questions (Mann, 2016, p. 91). The interviewer role is more
visible than in structured interviews and compared to unstructured interviews, the
interviewer has ‘a greater saying in focusing the conversation’ to the research aim
(Brinkmann, 2013, p. 21). This type of interviewing was considered at first for its
structure, flexibility, and interviewer role but due to the nature of the initial research
guestion (What do teachers ascribe as meaningful experiences in their learning and

teaching journeys?) the idea for adopting this interview type was abandoned.

For the unstructured (open) interview, there are no set pre-defined set
guestions to be covered. The interviewer's role is to be a facilitator of the conversation
rather that a guide (Brinkmann, 2013). In this form of interviewing, the researcher
learns about the researched phenomenon throughout the course of inquiry (Gubrium,
Holstein, Marvasti, & McKinney, 2012). Nonetheless, unstructured interviews are not
fully unstructured since ‘the interviewer always has an idea about what should take
place in the conversation’ (Brinkmann, 2013, p. 18). These ideas could be a set of
themes to cover around the main research topic. These themes are usually broad to
‘allow a wide periphery for the freedom of individuality and creativity in the selection,
addition to, emphasis on, and interpretation of these ‘remembered facts’ (Lieblich,
Tuval-Mashiach, & Zilber, 1998, p. 8). The role of the interviewer is minimal compared
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to the other types of interviews. The interviewer here has ‘to remain a listener,
withholding desires to interrupt and sporadically asking questions that may clarify the
story’ (Brinkmann, 2013, p. 20).

Within the unstructured interviewing classification, a form of an interview that
is characterized as having the least structure among qualitative interviews is the
narrative interview (Kartch, 2017). The main purpose of the narrative interview is to
elicit narratives from participants in the form of stories (Brinkmann & Kvale, 2018).
While the aim of narrative interview types is broadly similar, the utilization of this form
varies in terms of interviewing procedures and implicit assumptions that are
associated with the procedures. For example, Wengraf (2001)’s Biographic Narrative
Interpretative Method (BNIM) requires a ‘minimalist interviewer intervention’ to
produce a pure narrative that is not ‘tainted’ by the interviewer's interference
(Wengraf, 2001, p. 113). This approach was criticized for staging an ‘unnatural
situation’ that is different from the conditions in which stories are usually told in
everyday encounters (Benwell & Stokoe, 2006, p. 142). Moreover, this approach
conveys an implicit assumption ‘that people carry their life stories around in their
heads as if being asked to tell one’s life story in an interview is something people are
primed to do’ (Benwell & Stokoe, 2006, p. 142). Others adopt a different view of
narrative elicitation in the interview context. For example, Riessman (2008) perceives
narrative generation as a ‘discursive accomplishment’ between the interviewer and
interviewees in which narrative unfolds as the dialogue continues (Riessman, 2008,
p. 22). Further, it requires the interviewer to give up on control and follow the
‘participants down their trails’(Riessman, 2008, p. 24). Riessman’s theorization of the
narrative interview resonates with how | see the interviewing process and data in this

research.

For this study, | opted for using narrative interviews. The reason for opting for
this type of interviews is due to the nature and aim of the research. This research
project is broadly centred on the teachers’ narratives of their past and present learning
and teaching experiences. This research can be described as an inductive exploratory
research approach which could be described as ‘allow[ing] research findings to
emerge from the frequent, dominant or significant themes inherent in raw data,
without the restraints imposed by structured methodologies’ (Thomas, 2006, p. 238).
Therefore, given the nature of this topic, it was necessary to adopt an open interview
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format in approaching this research topic to ‘allow the narrator to produce stories of
their lives which would otherwise be curtailed using more structured interviewing
methods’ (Holt, 2010, p. 113). My hope was that the narrative interview design would
give participants space to 'freely present their life situations in their own words' (Kvale,
2006, p. 481), allowing them to ascribe meaning to their experiences within their own

time and context, and in relation to their past and present realities.

5.3.3.4 Interviews focus and frequency

In this study, the teachers were asked to recall their experiences within a
timeframe. This framing of interviews around different stages of individuals’ life and
conducted over multiple times are similar in purpose to biographical interviews or oral
history interviews (Prior, 2018). The interviews’ focus is inspired by Benson et al.’s
(2013) study of participants’ language learning experiences in which they structured
interviews around participants’ pre-study abroad language learning experiences,

abroad language learning experiences, and post-study abroad experiences.

Figure 3 illustrates the focus of each of the interview stages. In the first
interview, the focus was on participants’ early language learning and teaching
experiences. The second interview was concerned with study abroad experiences
either in the pre-sessional English courses or the TESOL programme. The third
interview was about their post-study abroad experiences, and in the fourth interview,
the participants talked about their current experiences as EFL instructors/lectures at

their employing universities.

1st interview 3rd interview

2nd interview 4th interview

Experiences as a

language learner Current teaching

Entry experiences practice

Experiences during BA T e

education-

Early teaching practices-
Beliefs about overseas
studies

Choice and application
process for MA
programme

Experiences as language
learner in pre-sessional
English courses

Experiences during MA
programme

Figure 3: Interviews’ focus
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For this study, the framing differs from Benson et al. (2013) in terms of the
research sample and the complete retrospectivity of teachers’ accounts. That is, as
the teachers now are working in employing institutions, they were asked to recall their
early language learning and teaching experiences until their current state. Since these
experiences were over a lengthy period, the interviews were divided into topics
organized chronologically to cover this period. The study aims, by following focus-
based interviews, to explore the landscape of participants’ teaching and learning
experiences and to develop ‘an accumulation of detail that is assembled into a “fuller”
picture of the individual or group’ (Riessman, 2008, p. 11). The framing also allows
participants to expand on their experiences within the given frame, as ‘respondents
are likely to find it easier to talk about specific times and situations rather than being

asked about a very wide time frame’ (Elliott, 2005, p. 31).

To further facilitate the generation of stories within the given focus, the
participants were primed in advance about the focus of the interview. Also, at the
beginning of each interview, | reminded the participants about the interview focus by
saying ‘today’s interview is about ce sl 4Lis’, This practice is meant to highlight the
focus of the interview and thus trigger the participants to recall events and

experiences related to the interview phase.

Multiple interviews with the same participants have further practical advantages.

The advantages are summarised in the following points:

= Develop rapport: Conducting multiple interviews with the same individuals
might help establish trust and rapport between the interviewer and
interviewees (Berger, 2013).

= Maintain ethics in the process: For the interviewees, the idea of having multiple
interviews gives them more space to stop the interview since they know that
the conversation will continue at another time (Earthy, Cuncev, & Cronin, 2016)

= Lessen the burden: As the interview covers a long period of participants
learning and teaching experiences, covering this period in one or two sessions

might be exhausting for both the interviewer and the interviewee (Elliott, 2012).

In this project, each teacher was interviewed four times over a period of sixteen

weeks, except for one who was interviewed three times due to personal reasons. In
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the interviews, the teachers were asked to tell their storied experiences at different

stages of their language teaching/learning careers. In Table 3, details of the

interviews’ dates and their length are given:

Pseudonym 1stinterview 2" interview 3" interview 4" interview Total
Date February 12 , 2019 March 5, 2019 April 2, 2019 April 23, 2019
Danah 5% hours
Duration 60 min 125 min 35 min 115 min
Date February 12, 2019 March 9, 2019 March 31, 2019 April 20, 2019
Rawan 4% hours
Duration 70 min 65 min 35 min 95 min
) Date February 23, 2019 March 8, 2019 March 25, 2019 April 15, 2019
Yasmine 3 hours
Duration 50 min 45 min 35 min 50 min
Date February 10, 2019 March 10, 2019 March 20, 2019 April 14, 2019
Layla 3 hours
Duration 35 min 60 min 30 min 55 min
Date February 16, 2019 March 4, 2019 March 29, 2019 -
Noor 2 hours
Duration 35 min 45 min 45 min -
February 27 .
Dat '
Hana ate February 10, 2019 2019 March 18, 2019 April 3, 2019 4% hours
Duration 55 min 90 min 35 min 90 min

Table 3: Interviews’ information

5.3.3.5 Interview mode

The interview mode of this study is through online interviewing. Online
interviewing has become more acceptable in research in the recent years. Online
means of interviewing have many advantages such as access to participants, ease
of recording, and reduced costs. However, James and Busher (2012), in their
discussion of internet interviewing, caution that the choice of online means over face-
to-face interviews should not be out of convenience but rather research conditions
that invite such methodological decisions. They further argue that the ‘t]he
effectiveness of online research interviews of all sorts depends on who is being
researched, what is being researched, and why’ (James & Busher, 2012, p. 188).
That being noted, in this study, the decision to opt for internet telecommunication
mode is based both on the study’s conditions and the chosen research approach. For
the conditions of this study, the participants are located across dispersed
geographical areas, which makes it difficult to reach them. The issues of access and
reaching the participants were resolved by conducting online interviews. It also
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lessens the ‘intrusiveness’ (Mann, 2016, p. 76) on participants’ lives. As the
participants in this study are full-time lecturers/instructors at university with work and
family commitments, online interviews provide a logical option, especially with the

proposed interview frequency.

While online interviewing has its advantages, it also has some shortcomings
when compared to face-to-face interviewing. That is, face-to-face interviewing is the
closest to the natural mode of communication that humans do in their daily
interactions. In face-to-face interviewing, both the interviewer and interviewee can
attend to non-linguistic cues such as facial expressions and body language to
maintain a line of communication. Also, the presence of the interviewer and
interviewee in the same location can build ‘a personal connection’ (Seitz, 2016) and
thus could facilitate the development of rapport. In addition to these shortcomings,
online interviewing risk some practical issues. For example, internet interruption, and
the interviewees must have a level of digital literacy in order to set up the connection.
In this research, | tried to mitigate these issues by the study design i.e. multiple
interviews which helped in building rapport. Digital literacy and internet connectivity
were not an issue with the participants since they are instructors at universities and

had been used to online means of communication in their workplace.

5.3.3.6 Level of reflection

The research approach, narrative inquiry, requires a high level of reflection on
the part on the interviewees on their experiences on different stages of their life.
These reflections include various aspects of their experiences such as personal,
emotional, or professional encounters in the workplace. The location of the interview
becomes important in this regard. | found Skype to be ideal because it allowed the
participants to narrate their experiences from a place where they feel ‘comfortable
and secure’ (Seidman, 2006, p. 49). In the case of my interviewees, this was in their
study space, their living room, their kitchen, and their bedrooms. Talking in these safe
spaces, | believe, allowed the interviewees to recall various emotional experiences
thoughtfully, which might not have been possible in a public place, for example, a café
or in their workplace (Deakin & Wakefield, 2014; Hanna, 2012). This is the case in
Jenner and Myers’s (2019) study in which they found that privacy has more influence
than the medium of the interview. In regards to their study, they note that interviews

in private spaces ‘result in more sharing of deeply personal and potentially
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stigmatizing experiences whereas interviews conducted in public spaces produce
‘politically correct’ hedging and less detailed answers among participants’ (Jenner &
Myers, 2019, p. 175).

5.3.3.7 Power hierarchy

In the context of the interview, the power hierarchy between the interviewer
and the interviewee is ‘never equal’ (Riessman, 2008; Seidman, 2006). Nonetheless,
the interviewer should aim to reduce the power asymmetry throughout the research
process. Besides the previously mentioned benefits of adopting unstructured
narrative interviews, the type of interviewing could be seen as a power-balancing tool
as the interviewees take charge of the information they want to highlight and the
direction of the interview. This, in turn, lessens the power hierarchy of the interviewer
over the interviewees. The interview mode via Skype might also work as a power-
balancing medium in the interviewing process. That is, unlike face-to-face interviews,
where the physical presence of the interviewer might impede the interviewee from
answering certain inquiries or even cause the interviewee to withdraw from the
interview, being in their comfort space along with the physical distance from the
interviewer might give more power to the interviewee in terms of control over the
interview. The option of withdrawal, for example, requires less effort in the

interviewees to end the interview at the push of a button (Deakin & Wakefield, 2014).

5.3.3.8 Interviews procedures and reflections

Brinkmann (2013) stresses that ‘as it is crucial in quantitative and experimental
research to have an adequate understanding of the technologies of experimentation,
it is crucial in qualitative interviewing to understand the intricacies of this quite specific
knowledge-producing practice’ (Brinkmann, 2013, p. 6). In the following section, | will
detail the procedures that | followed to set up and conduct the interviews, integrated

with reflections on the process.

The first step in data collection was setting the interview time and date with
each participant. | contacted each participant and asked about the preferred time and
date for interviews. Then, | tested the Skype connection to make sure it was not
interrupted during the interviewing process. Once we agreed on the time and date, |
started the data collection phase. Initially, | planned to interview all the participants

phase by phase. That is, all the interviews are finished in one phase (for example,
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pre-study abroad) before starting the next phase. This plan was set to keep a similar
track of probing and focus across participants and to help me reflect on each phase
before moving to the next one. However, this arrangement did not go as planned.
With some participants changing the interview time, it was difficult to maintain.
Therefore, some interviews were conducted one phase in advance compared to the

others, but not more than one phase.

At the time of the interview, | started with a briefing (Brinkmann & Kvale, 2018)
about the interview purpose, the audio recording, and the overall interviewing
process. This includes language preference, the frequency of the interviews, and their
right to refrain from answering certain questions or to withdraw at any stage of the
data collection. Iinvited the participants if they had any questions or comments before
the start of the interview. Since this was the first interview with the participants, it took
a longer time compared to the following interviews. The participants’ inquiry was
mainly about my professional and personal background and what led me to explore
this topic. These kinds of inquiries mostly occurred prior to the first interview.
However, some participants also asked during the interviews. | allowed these kinds
of inquiries as | felt it was part of establishing rapport and trust. Also, it lessens the
power dynamic in interviews, allowing for more dialogue between the participants and
me. Some of these inquiries lasted for less than one minute; others continued for

more than ten minutes during the interview.

After answering the interviewees’ inquiries before the start of the first interview,
the interview started. My interviewing strategy started with open questions and then
chronological probing to expand to the events in their narrative. | attempted to remain
an active listener and let them lead the conversation in whatever direction they wanted
(Riessman, 2008). At the beginning of the first interview, | intended to follow what
Chase (2003) suggested to elicit narrative data in which she states that it is preferable
to reiterate ‘the invitation to tell a story’ (Chase, 2003, p. 289). Since this study
followed a narrative interview format, the interviews initially were guided by one main
guestion: can you tell me your story when...? to elicit narrative data. Then, | followed
up by probing the research themes. That was the initial plan. However, when | started
the interviewing process, | faced a few dilemmas. First, when | asked my first two
participants in Arabic (tell me your story? ¢« <liad L7 5% ... ?) it generated confusion
as one asked me what you mean? And others responded do you mean like mini-CV
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about me? | felt that the literal translation of the trigger question (i.e. tell me your
story...?) from English to Arabic might not be a proper way to elicit data in this context.
Eco (2004) explains that ‘a text can evoke a personal experience with a single word,
this word does not have the same evocative impact every time, in every culture or
country’ (Eco, 2004, p.107). Therefore, the word story ‘“4=f might not be interpreted
in the same way in English and Arabic. Although the word story “4<=? in Arabic shares
a similar semantic meaning to English that is ‘a description, either true or imagined,
of a connected series of events’ (Cambridge dictionary), it also carries culture-related
meanings. In this context, asking ‘what’s your story?’ is sometimes equated with
‘what’s your issue/problem’? This might be the cause of confusion since the
participants interpreted it as a question of negative experiences. Considering the
possibility of this in my later interviews, | adopted a term that one of the first
participants used, which is ‘mini CV <lie o 40 234" @s a starter for the participants in
the first interview (pre-study abroad experiences) and probe into each of their

experiences.

Although the phrase ‘mini CV s_tas i’ might differ in purpose from the word
‘story 49, | felt that using it was appropriate in the case of this set of participants.
This was due to two reasons. First, the conditions of this research phenomenon are
that the focus is on aspects of teachers’ career history. As I'm looking at the
participants’ stories of learning and teaching, | felt the phrase ‘mini CV o tac ok’
more precisely the word CV, was more appropriate at the start of the interviewing
phase to envisage the layout of their career experiences. The second reason is
related to the first: since | did not know the participants long before the data collection
phase, this phrase serves as an official invite to introduce themselves in the interview
context. Later in the interview and the other interview phases (i.e during SA,
immediate post-SA, and current experiences), | used the word experience (<_=)
instead of a story (<<j. For example, in the study abroad interview | started the
interview with can you tell me about your study abroad experiences? | attempted

consciously to avoid the use of the word story <=¢ in my questions and probing.

The interviewees were left to narrate their experiences without interruption.
Once they signalled an end, | would then probe into their narrative. The following

extract 5.2 is an example of this.
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Extract 5.2 An example of probing from Danah’s interview

1 Danah | said to myself education is better s Dda) I Ladl education ) Zli iy
2 the one | took education | Sk 5, education | 2l
3 the education courses and theories based om art - € U Ll -
4 not like TESOL | RSRCOMAR o s
5 not the one based on Art and tends more towards sl il cultural stdies 5151
6 cultural studies i o e S el 80 G5
7 and these aspects (...} Freld el | il
8 Budur you mentioned you had some practicum T ETT "
9 or fieldwork = _ i
10 Danah yeah or practical training R L e . Y
11 Budur  if you could tell me about your practical training T el
12 experience? s Tl
13 Danah the experience was nice o T

14 you know when one reach this stage pheals Lyl lof el Ldie gl a8
15 and want to be an instructor RPN B PR e
16 or a teacher or in the field that she can give in o Ml
17 and meet the audience "

gl s igh oy iz il ,_,_.-i )

15 this stage is the top stage =

Throughout the interviews, | kept a reflective journal on the side and jotted
down notes on aspects that | found interesting and needed to probe into later in the

interview.
5.3.5 Reflections on the interviews

While this study is guided by the assumption that people communicate their
experiences in narrative form, it does not overlook the fact that people’s capacity to
articulate and communicate their experiences varies from one individual to the other
(Barkhuizen & Benson, 2008; Benson, 2011; Elliott, 2012). Some participants
provided short narratives (that is, 30 minutes) and needed more prompts to elicit
narratives; others were triggered by a single question and gave a long narrative. The
variability is not only in the length of narrative but also in the type of narrative. That is,
some participants’ narrative of personal experience is longer compared with
professional ones; others focused mainly on their professional experiences and
provided minimal personal experiences. This challenged my expectations and | was
reminded again by Riessman (2008) that ‘narratives come in many forms and sizes,
ranging from brief, tightly bounded stories told in answer to single question, to long
narratives that build over the course of several interviews’ (Riessman, 2008, p. 23).
Variability was mainly apparent in the first interview; as the interviews went on, | felt
that participants were more expressive in their narrative, and | didn’t need to make
the same effort as in the early interviews. This might be due to reasons such as the

unfamiliarity with the interviewer or the nature of the open interview format or because
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the interviewees find it difficult to move away from their understanding of what an
interview should be. That is, the participants might understand the interview as a
balanced exchange between the interview and interviewees where the interviewer
asks the questions and the interviewee answers the posited questions. This is not the
case with narrative interviews, where the expectation is that the interviewer asks a
guestion and the interviewees are expected to provide an extended narrative about

their experiences.

Another issue | encountered was maintaining the flow of communication
between my participants and me. As noted earlier in section 5.3.1, after the pilot study,
| committed to interviewing my participants in Arabic; however, this was difficult in
actual practice. During the interviews, | encountered a dilemma that made maintaining
this commitment troublesome. All the interviewees spoke mostly Arabic except for
one who spoke mostly in English. In the first interview, | asked the trigger question
and attempted to maintain probing in Arabic. Nonetheless, the probing was difficult to
maintain in one language since it is mostly derived from the participants’ own words
to expand on certain aspects in their narrative. | felt that probing in one language is
rather limiting for me and the participants. While it is difficult to tell precisely why the
language shift happened, it might be due to the understanding that both | and the
interviewee understand the two languages thus, the focus was on communication
rather than the language itself, which resulted in instances of ‘translanguaging’ (Vogel
& Garcia, 2017). Also, it could be due to the terminologies associated with English
language learning and teaching. Teachers learn these terminologies in English, and
they use them frequently in their work; therefore, they might shift to English to express
them.

The degree of formality of the interviews, from formal to informal, changed over
the interview phases. In the early interviews, | felt the instructors were more formal in
answering the questions. As the interviews went on, they became more at ease
discussing their experiences. The changes were not entirely in the participants’
narratives but also in their doings during the interviews. For example, one interviewee
in the second interview was ironing clothes while talking about her experience, and
another interviewee was having dinner. This made it difficult to attend to facial
expressions and maintain eye contact (Mann, 2016). While it could be a sign of
relaxed participants’ engagement with the interview situation, | was not prepared
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mentally for such interview situations. These kinds of events are out of my interview
frame (Roberts & Sarangi, 2005), which made me question how these events might

influence how | approach the data analysis.

The participants’ narratives of their experiences somewhat reminded me of my
own. Throughout the interview process, my feelings fluctuated between
understanding how they felt, confusion, and disagreement. Mostly, | kept my feelings
and views to myself. However, sometimes | found myself engaging with these feelings
in the interviews, which | mostly realized when | started transcribing my data. There
were times when | questioned my responses to interviewees. After finishing the first

interview phase, | recorded this in my reflective journal:

Being someone who went through similar experiences | found it difficult not
agree or comment when any participants shared her experience that
resembles mine. At many times | wondered if it was ok for me to say (I know
how you feel) or (I've been there). Thinking about that now made me wonder
if | said such comments, | might actually prevent the participants from
explaining further their experience. | became aware of this before finishing the
first phase interviews. Becoming aware of this, | will try not to give evaluative
comments and ask further what they mean although this might put a certain
pressure on participants to explain the obvious especially being from the same
context, working in a similar educational institution and been through similar
experiences. But thinking again, if | took this pasition of not knowing what are
they talking about will that create a certain distance between me and my
participants? Is that even ethical? (26 March 2019)

The uncertainty about in-situ moments like this was present throughout the
interviews. In this part, the shared experiences and familiarity of the context at
different levels, such as the Saudi Arabian context and work context, might have
impacted the interviews in away similar to ‘acquaintance interviews’ (Garton &
Copland, 2010). Nonetheless, | tried to maintain responsive transparency and listen

carefully to what they say/imply.

5.4 Data analysis
This section outlines the procedures undertaken to prepare the data for
analysis, including transcription, translation, and thematic organization, and provides

an overview of the analytical framework employed across the chapters.
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5.4.1 Transcription

The transcription process is ‘a translation from one narrative mode — oral
discourse — into another narrative mode — written discourse’ (Kvale & Brinkmann,
2009, p. 204). The act of transcription is implicated with issues of power in which the
transcriber has to decide the ‘what’ and the ‘how’ of transcribing the data (Bucholtz,
2000). | listened to the audio recording several times before starting the transcription
process. | transcribed all the interviews from the start of the audio recording to the
end to record all the interactions that may contribute to the data analysis and
conclusion. Since the research focus and analysis are determined by the data
themselves, the participants’ narratives were initially transcribed following verbatim
transcription, that is, word-by-word transcription. The word-by-word transcriptions
included language shifts, colloquial words, and maintaining the pronunciation of the
interviewee's dialect. According to Riessman (2008), the analytical focus of narrative
research determines the details of the transcription. The analytical focus of this study
is both the ‘what’ and ‘how’ of the narrative data. The choice of opting for a detailed
transcription might, as Sullivan (2011) argues, detract the readers from the language.
Further, opting for a verbatim transcription would cause the tone of the speakers to
be lost, along with the meaning. Therefore, | opted for a simplified version of
transcription. That is, | added minimum paralinguistic features such as pause and
stress. | also added what Rampton (2006) refers to as ‘stage directions’ to convey
aspects of ways of talking that are not clear using verbatim translation and that are
essential in understanding the participants’ perspectives such as mimicking others’

voices and laughter. Here is a table of the transcription conventions:

Symbol Meaning
[text] Anonymized information
‘text’ Constructed dialogue (Reported speech)
() Short pause
(...) Long pause
((text:)) ‘Stage directions’
Bold stress
(text) Transcriber comment
Italic In text translation

Table 4: Transcription conventions
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The presentation of the transcripts follows what Blommaert referred to as
‘ethnopoetics’ (Blommaert, 2006). Ethnopoetics refers to the organization of narrative
not as ‘sentences and paragraphs’ but ‘in terms of lines and groups of lines’
(Blommaert & Dong, 2010, p 73). Each line starts with ‘units of meaning’, which is
called ‘equivalence’ (Copland & Creese, 2015, p. 193). The ‘equivalence’ could be
any characteristic of language, such as pauses, intonation, and stress (Blommaert &
Dong, 2010). The purpose of presenting the participants’ narrative through
ethnopoetics is to represent the shared meaning achieved in the narrative exchange
that is easily lost during the transcription process. This is because individuals do not
speak in order of full comprehensible sentences, nor do they speak in clauses; they
‘speak in small spurts or idea units—shaped by tone, pitch, rhythm, and pause—
clustered together in stanzas’ (Carver & Atkinson, 2020, p. 62). Thus, representing
the narrative in this form is a step closer to the participants’ narrative in real-time. The

following extract (5.3) is an example of ethnopoetic presentation of the narrative.

Extract 5.3 An example from Yasmine’s 3’9 interview

1 Yasmine You don't feel that you are sitting with a stranger Gl i
2 more like a friend o gm e frldl B,
3 and the lecturing style was not indoctrination () Vi dde g
4 that they would give a lecture () no Siazaazien L 5 ¢ o
5 maore of () it includes discussion gt i o praates e I
[i] the student is not passive there has to be something actbs o
7 hefshe should be active e -
2 hefshe should pariicipate aly o
9 hefshe should give his opinion ot hop g oS eritima] thinking |
10 the critical thinking was totally wiped for us wgl iz
11 we didn't have (.} 0o Je i o
12 that you have a space to say your opinion e LT e S
13 or that you listen to students’ opinions S i B2 2k
14 aor that you change a way of thinking B i
15 the teacher is always right

5.4.2 Translation

Since this study draws on data that were collected mainly in Arabic, translation
considerations become an important aspect of this study. Pavlenko recommends that
‘all narratives should be analysed in the language in which they were told and not in
translation’ (Pavlenko, 2007, p. 173). This is because meaning is culturally and
socially bounded and can be lost when translated to another language. This is
especially the case when the focus of the analysis is not only on the ‘what’ of data but
the ‘how’. The translation process was delayed to the last stage. That is, the data
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were translated when | wanted to include the analysed extracts in the thesis (except
for one case where | translated the whole interviews of one participant in order to
share with my supervisors to help me understand how to approach the data analysis).
Since | am not a professional translator, | have cross-checked some of the
anonymised translated extracts with Arabic-speaking friends to ensure that the
translation is as close as possible to the original texts. Since the participants shifted
between Arabic and English in their narrative, the presentation of the narrative
extracts is in both languages. Further, the presentation is in both languages so that
readers who might speak the language can see what the participants said in the

original language (Pavlenko, 2007).

5.4.3 Data management

As mentioned earlier in this chapter, this research is classified as an inductive,
exploratory research approach (Thomas, 2006). Further, the interviews were
narrative interviews, which required more systematic ways to delve into the data. To
grasp the data fully, | followed two ways to sort the data: unmotivated looking

(Psathas, 1995) and events mapping. In the following sections, | explain these ways.

5.4.3.1 Unmotivated looking

As an ‘entry point’ to the collected data, | approached the data with what is
referred to as ‘unmotivated looking’ (Psathas, 1995). Unmotivated looking can be
described as ‘a process of listening to the data and/or reading through the
transcribed text to obtain a feel for the data’ (Liddicoat, 2021, p. 64). The main
impetus for this approach is to maintain openness and let that data guide the
research. In relation to this research, it means approaching the data without
imposing pre-formulated concepts of what the participants’ learning and teaching
experiences encompass and how these experiences are communicated. It is a
process of immersing oneself in the data and letting the data decide the direction
and focus of the research. While | approached the data with ‘unmotivated looking’
approach, | acknowledge that researchers approach the researched topic with an
interest in mind. This interest could be a result of personal experiences or reading
the literature. Nonetheless, | attempted to maintain an open stance towards the data

throughout my readings.
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5.4.3.2 Mapping events in interviews

Since each interview transcript is lengthy and contains many actions and
events, | had to find a way to map out all the events in each interview. This step was
inspired by Wortham (2001)’s table for mapping events and characters in participants’
autobiographical narratives. Wortham (2001) explored the voicing and interactional
positioning in the participants’ narrative, which required going beyond providing a
description of the narrated event. In this research, | created a modified version of
Wortham’s table (see Figure 4). The overall purpose is to ‘preserve sequence and the
wealth of detail contained in long sequences’ (Riessman, 2008, p. 74) and hence
avoid fragmenting the participants’ stories. Also, mapping the events in this way
helped in envisaging the layout of each individual interview, which allowed me to see
the aspects that the participants talked in length about, which aspects they were brief
about, and what aspects they didn't address when compared with the other
participants. This was especially important since my initial interest was to explore
what EFL instructors ascribe as meaningful experiences in their English language

learning and teaching journeys.

The following is an explanation for each category in the adapted table:

= Trigger: it refers to the occasion that led to the production of the narrated
event, in this case, my questions and prompts. The addition of this category,
as mentioned in section 5.2.1, is part of my ontological and epistemological
perspective in this research to account for the co-construction of the narrative.

= Event: it refers to a themed story or an encounter that the interviewee narrates
to deliver a purpose (explain, describe, give an example, etc.).

= Characters in the event: it refer to any figures, either individuals or structures,
that played a role in the narrated event.

= Evaluation: it refers to the participants' evaluation of their own experiences
within the given event. The part highlights the participants’ perspective on the

given event.
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Figure 4: Events mapping adapted from Wortham (2001)

5.4.3.3 Searching for themes

Having immersed myself in the data through repeated listening, transcription,
unmotivated looking, and event mapping, the next stage involved a systematic search
for themes. This phase marked a transition from engaging with the data holistically to
identifying and analysing significant patterns and meanings within the participants'
narratives. While the previous steps allowed for a broad understanding of the data's
landscape, searching for themes enabled a more focused examination of the
recurring ideas, experiences, and perspectives that shed light on Saudi EFL

instructors' professional journeys and the factors shaping their teaching practices.

Initially, | planned to use NVivo for data coding and mapping, uploading the
interviews to the qualitative data analysis software package. However, the frequent
shifts between Arabic and English within the data presented a challenge. NVivo does
not support modifying text alignment once uploaded, and its automatic left-to-right
alignment proved unsuitable for the Arabic language. This resulted in disjointed text,
particularly in sentences containing both Arabic and English words. Consequently, |

sought an alternative programme to manage the data effectively.

81



Microsoft Excel emerged as a suitable option, offering greater control over text
alignment and preserving the correct order of English and Arabic utterances. For
coding, | utilised Excel's filter feature, which allows for the assigning of characteristics
such as colour to data extracts and the filtering of them accordingly. | uploaded the
transcripts to Microsoft Excel and conducted a thorough reading of each interview,
colour-labelling the excerpts as | progressed. The filter feature proved instrumental in
locating extracts linked to specific colours (Figure 5). Initially, | assigned colours
based on the events marked in the previous step (Figure 4), using main colours to
represent the overarching theme of each event/story and gradient colours for related

sub-themes within each story and individual interview.

=] = Phase two 2uxisx - Bxcel ? @ - x
HOME INSERT PAGE LAYOUT FORMULAS DATA REVIEW VIEW Budur Alharbi -

X, L. -
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B -
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Figure 5: Data coding using Microsoft Excel

As | coded the interview transcripts in Excel, distinct colour-coded clusters
began to emerge, signalling potential themes. These clusters often involved extended
narratives rather than isolated snippets. For instance, stories about navigating family
expectations when choosing a university major and the ongoing pursuit of
professional development, often coded in blue, combined around the broader theme
of ‘Educational Choices’. Similarly, accounts of influential teachers, transformative
classroom experiences during their BA education, and study abroad programmes on
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their teaching perspectives, frequently coded in green, pointed towards the theme of
‘Learning Experiences’. Finally, narratives about their current teaching experiences in
the Saudi HE, managing student dynamics, and reflecting on personal pedagogical

growth, often coded in yellow, solidified into the theme of ‘Teaching Practice’.

To refine these themes, | transferred the colour-coded clusters from Excel into
a Word document. | carefully reviewed each narrative cluster, paying close attention
to the storylines, turning points, and recurring motifs within them. This process
involved clarifying the scope of each theme, merging smaller clusters into larger, more
encompassing ones, and discarding codes that lacked sufficient narrative depth or is
not relevant to the research focus. For example, one participant's story about defying
her family's traditional expectations to pursue her preference of enrolling in an English
language programme resonated strongly with the theme of ‘Educational Choices.’
Similarly, participants' accounts of learning, encompassing their experiences as
language learners, early experiences as language teachers, and professional
learning opportunities, are aligned with the theme of ‘Learning Experiences.’ Finally,
a recurring narrative thread across several interviews concerning the challenges and
accomplishments of adapting teaching practices to align with both the Saudi HE
curriculum and the instructors' evolving beliefs was categorized under the broader

theme of ‘Teaching Practice.’

5.4.3.4 Analytical framework

As | embarked on this qualitative inquiry, | grappled with selecting an analytical
framework that would effectively capture the holistic nature of participants'
experiences while also providing nuanced insights into their narratives. This
undertaking required an approach that acknowledged the subjective nature of
storytelling and the ways in which individuals construct meaning through language.
Therefore, | sought a framework compatible with the theorisation of interview data ‘as
discursive constructions rather than as factual statements’ (Pavlenko, 2002). My initial
thematic analysis yielded three prominent foci that now shape the structure of this
thesis: educational choices, learning experiences, and teaching practice. While these
three themes provide a broad framework for the analysis, my analytical approach
evolves within each chapter to best illuminate the specific dimensions of the

participants' stories and the research questions addressed.
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For the analysis of narratives of educational choice presented in Chapter 6, |
opted for a fine-grained approach informed by the field of discourse analysis. While
my approach can broadly be categorised as discourse analysis, | did not align with a
specific strand within this field. Instead, | adopted what Kerbrat-Orecchioni (2010)
terms an ‘eclectic approach to discourse’, in which | relied on ‘the use of tools coming
from different paradigms’ (Kerbrat-Orecchioni, 2010, p. 72). This approach was
particularly well-suited to analysing narratives of educational choice, as it enabled me
to engage with the multifaceted nature of these decisions and the diverse ways in
which individuals construct educational choices.

Furthermore, my analysis drew upon the distinction made by Wortham and
Reyes (2015) between ‘narrated events’ and ‘narrating events’. The narrated event
refers to the content of what is being said, while the narrating event refers to the act
of storytelling itself and the discursive choices made in its construction (Wortham &
Reyes, 2015). This distinction was crucial for understanding how both the content and
the act of narration contribute to the construction of meaning (Prior & Talmy, 2021).
Specifically, attending to both narrated and narrating events within the narratives of
Saudi female EFL instructors allowed me to explore the interwoven professional and
personal motivations and gendered experiences within their stories. By analysing not
just what they said but how they said it, | aimed to provide a nuanced understanding
of their experiences navigating the EFL field in the Saudi Arabian context.

When analysing the selected extracts, | paid close attention to the discursive
strategies employed by participants, drawing on existing literature to understand how
these strategies contribute to the construction of meaning. One such strategy |
focused on is ‘constructed dialogue’ which refers to state in which ‘the speaker
animates another's voice’ (Tannen, 2007, p. 22). The focus on constructed dialogue
provides a useful tool in exploring agency. For example, Miller (2014) showed how
immigrant language learners used constructed dialogue to demonstrate responsibility
for their language learning and counter negative perceptions. Similarly, Fernandez,
McGregor, and Yuldashev (2021) examined how American undergraduate students
who initially applied but later withdrew from study abroad programmes negotiated
their decision-making process. Their study highlighted how students, by drawing on

constructed dialogue, revealed shifts and contradictions in their narratives over time,
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emphasizing the evolving nature of their agency as they struggled with internal and

external influences.

In addition to constructed dialogue, | also examined instances of repetition and
pronominal choices, which proved to be valuable tools in exploring the concept of
agency. The work of Tannen (2007), Bamberg (2006), Miller (2014), and others
offered valuable insights into understanding how these strategies function within

narratives.

Chapter 7 shifts the focus to the participants' learning experiences. In this
chapter, | configured their narratives into stories (Barkhuizen, 2011), organised
chronologically to maintain a holistic overview of their learning journeys across
historical time and differing contexts. This reconfiguration process followed
Riessman's (2008) approach to thematic narrative analysis, which prioritises
developing understanding from individual experiences before making connections
across cases. In other words, | sought to understand the unique trajectory of each
participant's learning journey in its entirety before considering potential
commonalities/differences across the data set. The primary focus in this chapter is,
therefore, on the narrated event, with minimal instances of references to the ‘narrating

event’.

Chapter 8 shifts the focus to the participants' teaching practices, examining
how their past learning experiences inform and shape their current pedagogical
approaches. This chapter centres on the moments within the participants' narratives
where participants discuss their teaching practice, paying close attention to the
connections they draw between their past and present experiences. The analysis
draws upon both the narrated event to explore the specific teaching practices and
beliefs and the narrating event to uncover the underlying assumptions and
motivations. Similar to Chapter 6, this analysis also considers the discursive
strategies employed within their narratives of teaching practice, such as constructed

dialogue, repetition, and pronominal choices.
5.5 Positionality

Since this research is located within the interpretive paradigm, the researcher’s
social and historical background becomes crucial in understanding his/her influence

on the research process, analysis, and conclusion. In engaging with research ‘we
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draw from understandings deep within us, understandings whose derivation may be
some hidden mix of personal experience, scholarship, assertions of other
researchers’ (Stake, 1995, p. 12). These understandings, indeed, affect our decisions
throughout the research. However, it is important to note that this conviction does not
recognize researcher influence as ‘a failing needing to be eliminated but as an
essential element of understanding’ (Stake, 1995, p. 45). Therefore, researchers
working within the interpretive paradigm are encouraged to be explicit about their
position in relation to their research projects. The researcher’s position or positionality
refers to ‘the stance or positioning of the researcher in relation to the social and
political context of the study the community, the organization or the participant group’
(Rowe, 2014, p. 628).

In this study, | approach the researched phenomenon with an insider status. |
fall under the same criteria as my research participants, i.e. Saudi, female, EFL
instructor. | am linguistically, culturally, nationality-wise, and professionally (from the
same work system) an insider and these categories lend themselves to this research
project. This has implications for the recruitment process, interview process, and data
interpretation. For the recruitment, | believe that being a female facilitated the access
and recruitment of my participants. As | mentioned in chapter 2, one of the long-held
characteristics of the Saudi context is gender segregation, which is reflected in all
aspects of the society, from gender-segregated spaces to gender norms. Within this
context, Islamic teachings and cultural norms discourage interaction between
unrelated men and women unless it is necessary. This understanding gave me an
advantage in accessing and recruiting female participants for my study. Additionally,
| believe that this understanding helped to expand the conversation, as female EFL
instructors were more likely to feel comfortable and open with me than they would

have been with a male researcher.

| believe being ‘culturally literate’ (Trowler, 2011) is evident in the interviews.
That is, being from the same context, the participants didn’'t have to explain local
politics, cultural norms, and context-relevant issues that are either shared or known
to those who are from Saudi Arabia. Further, | believe being from a similar working
context, i.e. higher education and being an EFL instructor myself, helped in expanding
the dialogue on the local issues that are understood by those who belong to the same
community of practice, either issues like university policies or English language
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courses in the Saudi HE. However, | am aware that being an insider could carry with
it a ‘stigma’. This stigma is often related to the researcher's bias or subjectivity
(Greene, 2014). For example, being from the same context and sharing similar
experiences might develop preconceived thoughts about the instructors’ experiences,
which can influence the interview prompts and data interpretation. Another potential
drawback is that the participants might leave some information out due to the
expectation that | understand what they are referring to (Berger, 2015). While it is
difficult to eliminate these drawbacks, I tried to mitigate these possibilities by being
explicit about my own journey (Chapter 1) and by taking a reflexive stance (see

section 5.3.3.8) throughout the interview process and the data analysis process.
5.6 Ethical considerations

Kubanyiova (2008) asserts that researchers should reflect on macroethics and
microethics when conducting their research (Kubanyiova, 2008). Macroethics refers
to the procedural ethics that an institution’s ethics committee board adhere to, which
are rooted in fundamental principles and echoed in professional codes of conduct.
(Kubanyiova, 2008, p. 504). Microethics, on the other hand, refers to ‘everyday ethical
dilemmas that arise from the specific roles and responsibilities that researchers and
research participants adopt in specific research contexts’ (Kubanyiova, 2008, p. 504).
In terms of macroethics, the initial data collection phase (pilot study) and the main
study were approved by the University of Stirling’s General University Ethical Panel
(GUEP) (Appendix 1). The ethical guidelines covered issues of informed consent,
anonymity, and confidentiality. After | received the ethical clearance, | started the
recruitment process (section 4.3.2.2 Participants’ recruitment). Those who agreed to
participate in the study were sent the informed consent (Appendix 4) to sign. After
receiving the signed informed consent forms, | scheduled the interviews,
accommodating participants' work and family commitments by adjusting some dates
and times. Before each interview, | reminded participants of their right to withdraw at
any point. In regard to anonymity and confidentiality, the participants were given
pseudonyms in interview transcripts and in the research. Only minimum personal
information was required such as years of teaching experience and number of years
since their last qualification. When participants mentioned any traceable information,
it was either modified or omitted from the transcripts. The mentioned references to

locations, cities, or institutions were assigned random letters to maintain
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confidentiality. To ensure the confidentiality of the data obtained, the audio recordings

and transcripts were uploaded to a secured online drive.

While my data collection via online interviews did not present any overt ethical
dilemmas, | remained mindful of the ongoing need for microethical reflection in the
online research environment. There were instances in the interviews where | needed
to rethink the interview flow. For example, | had a vision of how the interview
procedures should go based on the literature (Chase, 2003) that | read, which did not
go as planned. | had planned to conduct the interviews in Arabic, but the interviewees
switched between Arabic and English, and one spoke mostly in English. | left the
choice of language up to the interviewees and did not dictate it. The participants were

free to communicate in the language they felt most comfortable with.

Part of my ethical stance is to remain open to the participants’ inquiry as much
as possible. | was responsive to the interviewee’s questions about my experiences
professionally and personally. At the same time, | was aware that the openness to
dialogue might bring changes in their perspectives (Kvale & Brinkmann, 2009) about
teaching practice. For example, | had one participant who talked about her teaching
practice and when she finished explaining her practice, she asked me if it was the
right way to do it. I responded with honesty that my experience does not qualify me
to evaluate whether it is a good practice or not. Microethical moments like this, where
power dynamics and researcher positionality came into play, were present throughout
the interviews. | was cautious about how | engaged with these moments, and | kept
the participants’ interests a priority at all the stages. Further, part of my ethical
commitment in this research is maintaining a reflexive stance at all stages in the
research process (see section 5.3.3). Overall, | believe the participants were engaged
and comfortable throughout the interviews, which was evident in some cases. As
mentioned in section 5.3.3.8, one participant was having her dinner, and in another
interview, another participant was ironing her clothes. These moments, | would argue,

signal the extent to which the participants were comfortable during the interviews.

5.7 Summary

In this chapter, | have provided an overview of the research methodology and
design. | briefly explained the underlying assumptions that permeate this research. |
explained the decision behind choosing narrative inquiry as a research approach. |
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described the design process that led to the main study design implicated with
reflection on the whole process. | described how | approached the data: transcription,
translation processes, data organization, and analysis. Finally, | provided a reflection
on this study’s ethical considerations. The next chapter is the first analysis chapter
about the participants’ narratives of educational choice, which focuses on one broad

theme, which is the participants’ narratives of educational choice.
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CHAPTER 6: NARRATIVES OF EDUCATIONAL CHOICE

6.1 Introduction

In this chapter, | present one theme that emerged as salient to all participants:
educational choice. The narratives in this theme reveal that choosing undergraduate
and post graduate programmes are not straight forward for these women in this
context. Rather they must navigate and overcome a range of structures (Giddens,
1984) in order to move forward in their careers. As will be seen, the narratives reveal
the complex interplay between structure and agency, as well as the authorial stance
with which the women imbue their stories, with some suggesting they have more

control than others over the ways their lives unfold.

The analysis of the participants’ narratives is over two main events in their
professional learning careers. These events are choosing a BA programme major and
the decision to seek overseas studies. As | was conducting the ‘unmotivated looking’
analysis, the issue of choice emerged as salient in the data. Although I introduced the
topic in my questions (Chapter 5, section5.3.3.4), the length of time the teachers
devoted to its discussion and the detail they provided demonstrated the centrality of
educational choice to their career and personal trajectories. The analysis attends to
how the participants construct their educational choices. The narrative extracts are
intertwined with their extended narrative over the course of the interviews, and links

between their narrative and dominant discourses are explored.

6.2 Narratives of educational choice: Bachelor’s degree major

The narrative in this section is located in Saudi Arabia. The participants
narrated their stories about what happened after they finished their high school
studies. More precisely, the participants are narrating what made them decide to enrol

in the English language programme.

6.2.1 Yasmine

The extract below is taken from Yasmine’s first interview. Yasmine is now
working as a university lecturer in her hometown, where she did her K-12 education
and undergraduate studies. Her hometown is a relatively small town in the northern
part of Saudi Arabia. The following extract is Yasmine’s story of what made her decide

to study English language as a bachelor's degree major. More precisely, Yasmine is
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recalling a time when she graduated from high school and had to make a decision
about what university major she wanted to study. In the interaction before this extract,

Yasmine had answered a general question that invites briefly recalling her education

and career history.

Extract 6.2.1.1 (Yasmine - 15t interview)

1  Budur If it is ok | want to return a little bit = = ey as Sho ) (S22 o
2  Yasmine yeah ARRTY"
3 Budur and ask you why you chose English? $ sl L <
4 Yasmine see | will be honest with you , e

- : : P Has a0 5 o AUy ol
5 I will not philosophize and say that English is an S s A el s s
6 international language and whatever and | love it Gl by Al & eV Ul 5 el 7 L
7 | am from [M] city et B )
8 | don’t know if you know it or not Yol L ooy Bl (ol b [ o] e e W)
9 a small town with few options in the university dnoldl 3348 Slle 43 b om0 aye
10 when | started studying it was an Education a4 I sl S L e
11 college and Arts col!ege _and_ Science college spron ke 15 ST o
12 there was no [M] university like now U oo gl [o] 5L
13 with a lot of available departments A A R
14 Budur Ok Al
15 Yasmine |was in the science track ((in high school)) REESTY®
16 | was one of the top students in my region sl smad GEH O
17 | wanted the Medicine field Gl o Y1 o L oS
18 | really wanted to study Medicine Sho b al oS
19 but it was not available in [M] city L s s e
20 It was difficult to go and experience ‘alienation’ TR o
21 at that time my family were not with the idea that | (1] & s 9y o s
22 go alone 25 7l @A o
23 so it was the only choice at that time U bl 51656 1 0j0 5o Jal S8k o5l
24 they told me it has a future ((meaning English)) BESCIN Y WS PN
25 | didn’t want to ent_er any depar_tment s 4 &) J b5
26 we had Mathemapcs and Physics SV S
27 although I really liked and | was good at iy ‘ L sl
28 but | didn’t like the idea that | would be a teacher s desle
29 for these subjects one day s 5 o2l bus
30 | entered the English Language department b oot 5 ol op S 3 e
31 It was the best option at that time or o & ol (53l e ST Gl e San S TLe
32 when | tried it in the first year ¥
33 I saw that | could succeed in it i) e
34 | liked it " Jam € sl
35 although directly the following semester * e
36 they opened an Engineering college ““‘ Bl sl
37 many of my friends changed major but not me o 4 el D)8 o Sl
38 | thought about it el A8 b b e o 1 o5l St @) o
39 and said | want to continue Vb g Glido S 48 oF
40 because | honestly liked it e e BV 4 U611 s 5 a8 O

Yasmine's opening phrase, ‘I will be honest with you’ (line 4) suggests she
anticipates her response might deviate from my expectations. In the proceeding lines
4-6, Yasmine outlines the assumed expectations regarding the response to my
qguestion into the English language choice. These expectations are, first, a response

that draws on a master narrative around English as an international language
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(Kubota, 2019) and second, a personal motive of ‘love’ of English language that would
lead to the English language choice. By initiating her narrative with a departure from
my assumed expectations, Yasmine rules out the possibility that the English
programme choice was her own, hence introducing the constraints on her agency.
Yasmine then moves on to tell her story (lines 7-31) in which she explains how she
came to study English. Yasmine orients to my knowledge of her context ‘1 am from
[M] city | don’t know if you know it or not’ (lines 7-8), and sets the scene for her story
by explaining the limits on her educational choices that arise from the nature of the
context, that is, the small town that she lives in. In lines 4-13, Yasmine foregrounds

the context as the main constraint on her agency.

In lines 15-18, Yasmine professes that she was a science track in high school, a
high achieving student, and her wish was to study Medicine. Yasmine’s awareness of
her capabilities creates a sense of lack of agency in making choices in her narrative.
For example, her statement, ‘1 was one of the top students in my region’ which implies
the expectations that are frequently associated with top students; that is, top students
are expected to enrol in highly regarded majors such as Medicine.

On a broader level, Yasmine’s agency was constrained by the unavailability of
the major that she wanted in her hometown and her inability to leave and study in
other places where Medicine major is available. However, on the local level, Yasmine
has more affordances to exercise her agency by choosing from the available options.
Within the available options, Yasmine chose the English language major. She based
her choice on two reasons. The first is the instrumental motive, such as having a job
in the future (line 24). This was supplemented in the following extract (6.2.1.2) by
stating that English is ‘in demand and has a promising future’ (line 16). The future is
based on the prospect of achieving English language proficiency, which is a required
skill for most of the jobs in the Saudi context. Thus, earning a degree in English would

widen the scope of job possibilities.

Yasmine used constructed dialogue in ‘they told me it has a future’ (line 24) to
justify her choice. The purpose of constructed dialogue here might serve as a strategy
to downplay her agency in this situation. The performance of constructed dialogue
came after a sequence of first-person pronouns ‘I / &€’ (lines 15-18) to assert her
wishes followed by ‘but ¢S (line 19) to negate that her wishes were not possible. The
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introduction of the pronoun ‘they o35 marks a change in her agentive status in her
narrative. She does not clarify to whom ‘they’ refers, but the fact that Yasemin acts
on the advice given suggests they are a powerful force (given their proximity in the
dialogue, ‘they’ may refer to her family). Yasemin’s use of ‘they’ might be a strategy
to avoid assigning higher agentive powers to a specific group of people. This means
she is able to distribute agency and avoiding direct responsibility of other subjects as
the cause of her choice (Kockelman, 2007). This way Yasmine maintains some

agency on her choice.

Yasmine attributes her choice of studying locally to personal preference
presented in ‘experience alienation +.<’ (lines 20-21) and also to her family’s
reservation ‘my family were not with the idea that | go alone’ (lines 22-23). The English
translation for the word ‘alienation «<_¢’ does not adequately represent the meaning
in Arabic as the Arabic word carries several meanings. Here Yasmine’s usage refers
to feelings of estrangement and being in an unfamiliar place which relate to both being

away from her family and the familiar context which is her hometown.

In the same interview (1% interview), Yasmine supplements her narrative by
referring to her sister when she spoke about being a science track student who chose

to enrol in an Art track major i.e. English language programme (extract 6.2.1.2).

Extract 6.2.1.2 (Yasmine - 15t interview)

1 Yasmine my sister, let me tell you Al s s
2 see my older sister was an outstanding student sbls e ST sl oY
3 and she specialized in Mathematics Tl g
4 and became a Math teacher ooTRTe
5 however, that field was not my ambition. Sl fps Sl 5
6 you know that the available majors were limited. la J2l 3 sk o8
7 we had mathematics, physics, chemistry, biology - 53502 00 Slaasdl ST e ou
8 these were the scientific fields. ol LS el ool b o8
9 and, of course, there was the literary tracks i il YA cals
: . solall SR (6
10 | wasn't interested in the other departments i
11 English was the only option available to me at the bk g3¥1,
13 they were thinking about job prospects J e 52 3y sl nb o
14 and such for the future LS dab ) s g S 158 Shid
15 so they advised me that English is a good choice L dy ol s§ s i
16 in demand and has a promising future ' R
17 so, | thought, let me pursue something I like Aelogh Jool Jo i

Yasmine provides a second reason for choosing English language programme.
In extract 6.2.1.2, Yasmine professes that she could not envision being a teacher of

other subjects, such as Math or Physics. She provides a background for this
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statement through her sister’s story. The reference to her sister was not to set a model
that she wants to follow; rather, Yasmine draws on the iteration dimension to express
her disfavour of one of the possible pathways. This was constructed towards the
future. In line (15), Yasmine refers to ‘they’ again which emphasizes the presence of
external voices shaping her decision-making process. While Yasmine might not
explicitly challenge this structure, her narrative reveals a subtle form of agency as she

strives to find a balance between external expectations and personal aspirations.

Yasmine’s choice was based on a logical process that draws on what Emirbayer
and Mische (1998) called projective dimension (see Chapter 4 section 4.2.2).
Yasmine, with no prior experience of this sort and needs to make a decision about a
new situation, draws on available models, as exemplified in her sister's story, to
predict the outcome of the available majors in the future. This allowed her to eliminate

one possible pathway.

Although throughout most of her narrative Yasmine projected comparatively less
agency in her choices, a strong shift occurs in the latter part when she describes what
happened after enrolling in the English language programme. A year after Yasmine
joined the English language programme, the university opened an engineering
programme. Her previous comments on her being one of the top students set the
expectation that she will change major to the engineering programme. However,
Yasmine remained in the English language programme. The strong shift to claiming
agency is clear in lines 38 & 39 where she says, ‘I thought about it and said | want to
continue’. This statement represents her inner dialogue (‘/ thought’ and ‘1 said’) on
making a decision about the new possibilities. Yasmine constructs her agency in this
situation in two ways. First, by indicating the availability of a more highly regarded
programme (i.e. engineering). Second, by referring to her friends who unlike her
changed to the engineering programme. Yasmine’s statement of choice was followed
by expression of likeness of the English language programme. This was indexed
through the repetition of saying ‘I liked it i’ (lines 35 & 40). The reference to her

‘liking’ as reason for her choice in this situation asserts her agentic position.

Throughout, Yasmine positions herself as different from others: first, at the start
of the narrative she presents a response that goes against two master narratives for
English language study choice. Second, in stating her decision to stay in the English
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language major compared to others who changed, Yasmine simultaneously positions
herself as honest - as opposed to the others who might ‘philosophize’ in response to
English language programme choice question - and as a person who is not influenced
by others’ actions and expectations, exemplified in the engineering programme

narrative.

Yasmine’s narrative moves gradually from orienting to a limited agency
resulting from the broader context, to engaging in agentive decision-making
processes on a local level to claiming an agentive stance after enrolling in the English
language programme. Yasmine’s narrative of programme choice meets the broader
historical structure of educational opportunities available for women in small towns in
the Saudi Arabian context. Yasmine enrolled in the English language programme
between 2006/2007 where, as she noted, there was no official university as there is
now. At that time, the large universities that had a wide variety of programmes were
located mainly in large cities, while in the remote areas and small towns, the
government opened education colleges to encourage the acceptance of female
education and accommodate cultural boundaries on female mobility (Jamjoom &
Kelly, 2013) and the local view of the appropriate career for females (more details in
chapter 2). Although this gave females more affordances to study locally, it restricted
the option to one career, that is, teaching. This is similar to Yasmine’s situation, in
which she explored the local options in regard to teaching, as exemplified in her
envisaging the outcome of the available majors. Yasmine also draws on local socio-
economic discourse around the need for English language skills in the job market,
which mirrors a global discourse facilitated by neoliberal ideology around the
usefulness of English Language skills in climbing the social and economic ladder
(Kubota, 2011).

6.2.1.3 Summary

Yasmine's decision to study English is a direct result of navigating various
social structures that both limit and guide her choices. The lack of diverse university
options in her hometown, particularly the absence of a medical programme,
immediately hinders her ambition. Additionally, familial expectations of her remaining

close to home, coupled with their prioritizing of career practicality, further narrow her
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field of choices. These familial structures interact with broader market perceptions

about the strong job prospects associated with English as a language of study.

Emirbayer and Mische's (1998) model helps illuminate Yasmine's path within
these restrictions. Her past experiences influence her present choices; observing her
sister's success in mathematics clarifies that a similar trajectory does not hold the
same appeal for her. Projections of the future also play a crucial role - while she
initially envisions a medical career, external pressures emphasize the potential
rewards of studying English. Yasmine's ultimate decision-making hinges on the
‘practical-evaluative' dimension, in which she seeks a solution within currently
available options. Finding no other department she likes, she logically embraces
English. She believes in a trajectory offering both job security and a potential for
developing genuine interest in the subject.

While Yasmine does not outright resist the structures surrounding her, she
demonstrates agency through adaptation. Within the existing constraints, she carves
out a viable path balancing externally projected futures with her individual
preferences. Her choice demonstrates a continuous negotiation constrained by

limited options yet focused on identifying a route she sees as potentially fulfilling.

6.2.2 Danah

The following extract is from the first interview with Danah. This extract is part
of a longer narrative that came in response to my question; why did you choose
English and why education? In this extract, Danah narrates her story of the shift
between two programmes: from Home Economics to the English language
programme. She starts her narrative by explaining that when she graduated from high
school she did not have a certain programme in mind and she enrolled in Home
Economics. Despite having no issues with Home Economics, Danah explains that
she was not motivated to continue. Danah clarifies that she went to the Education
College to register in the English programme but they told her that if she wanted to
register as a full-time student she would have to do the Art track courses and achieve
a certain GPA to enrol, which may take up to a year. To immediately enrol in the
English language program, the only option available was for her to register as a part-
time student, which she did. Danah's family did not support her decision to change

programs and her studying status. Nevertheless, Danah’s asserted her stance and
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continued with her plans. While Danah narrates her experience, | didn’t interfere and

only provided acknowledgement tokens such as yeah um, which were not included in

the following extract as these events were concurrent with the background of her talk.

Extract 6.2.2.1 (Danah - 18t interview)

©CoOo~NOUAWNE

Danah

| graduated from high school like any other

| was uncertain about the programmes

‘what to enrol in what to enrol in’

‘Science track or Art track? Art track or Science track?’
the usual uncertainty

| wouldn’t say that my choice was based on knowledge
or something that | wanted

It is like this

naturally by default | entered Home Economics

my aunt had a chauffeur so we can go together

and finish our work together

then later | couldn’t continue

although | had a university place

and my situation was regular

and everything was fine

and the major (.) the Home Economic was fun

It was about painting and knitting and colours

very easy things

It was not like academic study

there were no theories and a lot of work and there was no
like the other majors

but | felt that | go and return (.)

before the end of the semester

| went to the other university the other campus

the one that had art majors

and they had part-time

the part-time enrolment was still open until the end of the
semester

| told them ‘if | want to change major from here to here’
they told me ‘you are science track

if you want to change to Art major you had to continue
and have this GPA and the like

and move by the end of the year

you will not be able to change now’

| said no I’'m not gonna waste a whole year to do this

| decided to go and withdraw my file

and register as a part-timer regardless

when you change from a university to a college

of course the college at that time was little more stricter
when you say university it sounds more academic than a
college here in Saudi Arabia

It was a shock to the family

‘how could you leave the university

and go to a college as if you were in school’

‘you left your fulltime student stipend’

‘your degree will be part-timer’

| didn’t think about all of that

| just wanted to study a major that | want

the major that | felt it is good
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In lines 1-20, Danah sets the scene for her narrative by establishing her early
choice of the Home Economics programme. She professes that she was not sure
which programme she wanted to enroll in. Danah presents her hesitant situation in
the form of inner dialogue (lines 3-4, ‘what to enrol in’) to reinforce her position at that
time. Simultaneously, she sets up a wide agentive space in which she could make a
decision on her education. Danah goes on (line 5) to construct her position as ‘usual
uncertainty 4l » sl by which she aligns herself with others who are in a similar
situation. She continues to reject that her choice was a result of awareness or
personal aspiration ‘/ wouldn’t say that my choice was based on knowledge or
something that | wanted’ (lines 6-7). Danah ratifies her position by stating ‘by default’
(line 9) she enrolled in Home Economic programme, asserting the unintentionality of
her action. While Danah did not provide a clear motive for her choice, she mentioned
the availability of transportation (lines 10-11), which might suggest convenience as

one possible motive.

Danah then professes that she couldn’t continue in the programme (line 12).
This does not seem to be about the programme itself, which she describes as fun and
easy and that she seemed to be doing well at. Rather it was about her engagement
with it. Danah professes that she felt that she ‘go and return > 5 z s, which seems

to indicate a lack of motivation.

The tension in her narrative starts when she went to the Education College to
change her major from Home Economics in university to the English Language
programme in the Education College, which was considered a lower-status institution.
In lines 29-35, Danah presents her situation in the form of constructed dialogue,

ventriloquising her own voice and the employees who responded to her inquiry.

Excerpt 6.2.2.1 (1)

29 | told them ‘if | want to change major from here to here’
30 they told me ‘you are science track

31 if you want to change to an Art major you had to continue
32 and have this GPA and the like

33 and move by the end of the year

34 you will not be able to change now’

35 | said no I'm not gonna waste a whole year to do this
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Danah, as an agentive actor, approached the employee and inquired about the
prospect of changing from one programme to the other. The employee informed
Danah that shifting programmes would require her to follow lengthy procedures. This
created a hindrance to Danah’s pursuit. In line (32), Danah’s phrases her decision via
voicing her ‘internal evaluation’ (Tannen, 2007) of the situation (‘/’'m not gonna waste
a whole year to do this’), contributing to her actions as ‘having been undertaken
rationally and deliberately at the time’ (Couper-Kuhlen, 2006, p. 103). In line 36,
Danah exits her constructed dialogue and moves to state her actions ‘I decided’ to
mark her decision to withdraw her file and register as a part-time student. She uses
the word ‘regardless’ (line 37) to assert her agentive position against the interferences

which she professes in the following lines.

Danah backs up the story of her agentive self by indicating her awareness of
what she did in regard to the perceived hierarchy of studying in a university as
compared to a college in the Saudi Arabian context. In lines 40-41, Danah states
‘when you say university it sounds more academic than a college here in Saudi
Arabia’. The usage of the generic ‘you <’ might be a way to establish a general
understanding regarding the status of the university over college. The idea was further

supported by animating her family's reaction to her decision (lines 43-46).

Excerpt 6.2.2.1 (2)

43  ‘how could you leave the university
44  and go to a college as if you were in school’
45  ‘you left your fulltime student stipend’

46  ‘your degree will be part-timer

Danah reinforced the idea of perceived education status through her family's
discontent with her decision. The family's discontent is voiced through constructed
dialogue (lines 43-46). The family’s disagreement with her decision projected three
concerns: the previously mentioned status between university and college, the loss
of entitlement of monthly student stipend (due to the change from fulltime student
status to part-time), and the prospect of graduating with a part-time status degree
which implies being undervalued later in the job market. Nonetheless, Danah asserts

her position in regard to all the seeming obstacles that may deviate her from
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continuing with her decision by affirming here what she wants and what she believes
is good (lines 47-49).

6.2.2.2 Summary

Danah's narrative illuminates a dynamic process of decision-making shaped
by existing social structures that both enable and restrict her educational path. The
initial lack of passion for Home Economics hints at how pre-existing options and
external factors create a 'default’ direction for some individuals. This lack of clear
motivation also influences future choices, which demonstrate the iterative aspect of

Emirbayer and Mische's model, where past experiences guide new trajectories.

Navigating her path, Danah encounters structural limitations. Educational
policies create barriers with transfer requirements and track divisions, limiting her
immediate agency. Familial expectations around university status and financial
security create opposing pressures which highlight how social structures shape
projections of an ideal future (for herself and for her family).

Despite these obstacles, Danah demonstrates agency. She takes action to find
options within existing structures, actively exploring alternatives. In addition, the
decision to prioritize a preferred major, even part-time, aligns with Emirbayer and
Mische's practical-evaluative dimension. It reflects an in-the-moment assessment
which balance long-term goals with current limitations. Her willingness to defy familial
expectations exemplifies her internal drive and personal conviction, which play a

central role in determining her actions.

Danah's choices reveal the complexity inherent in individual action within
societal constraints. Danah draws on her dissatisfaction (iteration), envisions a
fulfilling academic future (projection), and strategically balances pressures (practical-
evaluative) to create progress towards her goals, both within and sometimes against

established educational and societal structures.

6.2.3 Layla

The following extract is from Layla’s first interview. Layla answers a direct
guestion that invites explaining her decision to enrol in the English language
programme. It is important to note that Layla spoke English with occasional shifts to

Arabic throughout her interviews. The interaction before this was Layla answering the
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first question in the interview to narrate briefly her career history. After that, | asked

her a question that generated the following narrative.

Extract 6.2.3.1 (Layla — 15t interview)

Budur  can you tell me about your BA experience(.) umm before we get into that
what made you go for the English Field?

Layla of course honestly frankly speaking
okay of course as a science student | was planning to study Medicine
and that year masha’allah ((God willed)) the GPA of most of the student were so high
so | wasn’t accepted
and | studied Biochemistry for one semester
but then | found that it's not my field
and the only option | had English Literature

10 it's kind of family major

11 my father and my two sisters are English Literature graduates

12 so | went there

OO~NOOOUTDAAWNPE

*[talic text: Translation from Arabic

In this extract, Layla’s bases her choice of English literature programme on a
personal condition rather than structural constraints. That is, she sought to study
Medicine but she wasn’t accepted, she enrolled in Biochemistry programme and
changed when she realized it wasn’t her field, and then she enrolled in the English
Language and Literature programme. The English literature programme was not
presented as an outcome of her own endeavour but rather unintended option. The
reason that Layla provides is that English literature is a ‘family major’ (line 10). While
constructing her choice, Layla does not mention other characters that directly
influenced her choice. The only character mentioned is her family and they were used
as close exemplar of English programme graduates. Later in the interview | posed the

guestion of programme choice again which resulted in the following brief exchange:

Extract 6.2.3.2 (Layla — 15t interview)

Budur | want to ask you again why you chose English teaching career
and why English language?
Layla did | have another choice? ((Laughter))
| didn’t have another option
Umm well | know that English language is needed
but the year after | graduated (.)
before that if you have English language you can work anywhere
in a bank
in a company
the year | graduated we had a lot of majors
if you want to work in a bank you have to study financial ((Finance))

PPRPOO~NOOUOTA,WNEE

= O

Layla explains that she hadn’t another choice in her career although she is an

English Literature graduate, teaching was not her aim when she enrolled in the
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programme. For her, the programme would give her more opportunities in the labour
market because of the understanding that English language is a requirement in many
jobs across sectors (‘I know that English language is needed’) (line 5). However, she
explains, when she graduated, many sectors elevated their requirements to a degree
in their field, such as a financing degree if she wants to work in a bank, for instance.
In a later extract, she explains that although later she made efforts in finding a job in
sectors like hospitals and the Ministry of Foreign Affairs, these attempts were
hindered by either rejection of employing sectors or her family reservation on the
nature of her work such as traveling. Thus, for her, teaching was the easiest job that

did not require ‘application procedures’.
6.2.3.3 Summary

Layla's educational and career trajectory highlights how social structures
constantly shape and constrain individual agency, highlighting the iterative, projective,
and practical-evaluative decision-making process (Emirbayer & Mische). Initially
barred from studying medicine by structural limitations in the education system,
Layla's dissatisfaction with biochemistry reveals an iterative aspect — past experience
negatively shapes her present choices. Her decision to pursue English Literature is
influenced by familial structures and seems largely circumstance-driven rather than

reflecting strong internal ambition, thus limited in its projective element.

Shifts in the job market become another limiting structural force, disrupting
Layla's initially positive projection for studying English. This unforeseen factor directly
forces her towards a teaching career she apparently hadn't prioritized. These market
dynamics undermine anticipated futures for both individuals and those advising them
on major choices. Layla's constrained agency leads to practical-evaluative decisions

where perceived options outweigh personal desires.

Layla's experience showcases adaptability in manoeuvring through limitations.
However, her actions indicate the influence of external factors pushing her into

available spaces rather than the actual pursuit of internal ambitions.

6.2.4 Rawan
This section is from Rawan’s first interview. It is a section of a longer narrative

about her educational experiences. It was generated from my direct question into her
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post secondly school education. As mentioned before, Rawan is a graduate of
Quranic secondary school where her education was mostly focused on Islamic

subjects.

Extract 6.2.4.1 (Rawan - 18t interview)

1 Rawan To be honest when | graduated AN Jb G b ca Z L KL &L
g English major wasn’t in my mind AV o oS
| loved English 515 o) 156 s 2 sle 4 K
4 and there was another subject called Jurisprudence e ¥ -
S of Inheritance s
6 | used to study this subject and | really liked it 32 leeysl S 3l (la
7 | used to say Lt e 287
g ‘eitlhernl v;/illdstlédy I\.]ukr]i,s:prudence of Inheritance Sulyey B sl 7 ST b I oS
or | will study Englis NPT
12 The Jurisprudence was only available in [M] city in ) i )&}u ”f); @f <
12 [L] university . IR S et
13 It was difficult to travel every day to [M] city and my & 85 d5) 5 e () bl G 4y
14 family in [H] city (¥
15 The second option was that | study English S ol Gl ea B L 8
16 and | applied to [K] university and got accepted. b il A 5 () dndler o any

In this brief extract, Rawan professes that her English language choice was a
result of mobility constraints. That is, although she liked English as a language skill it
was not constructed as a major that she purposefully wanted to study. Instead, she
wants to study Jurisprudence of Inheritance, a major that is related to her previous
education in the Quranic schools. However, due to the availability of this major in a
different city she opted for the English language programme in her local city. Although
Rawan already stated her preferences (lines 1-6), she presented them again in the
form of constructed dialogue ‘either | will study Jurisprudence of Inheritance or | will
study English’ (line 8-9). The usage of constructed dialogue here might be a strategy
to project her actions as thorough and conscious actions. Further, it places her as in
charge of taking a decision about her education. However, similar to Yasmine, the
issue of mobility for education was problematic. For Rawan, the sources of the
troubles were the idea of travelling every day and the distance from her family, which
are deemed challenging. Therefore, she applied the ‘second option’ (line 15) English

language programme.
6.2.4.2 Summary

Rawan's choice of an English major exemplifies the complex interplay between

personal preferences and the limitations imposed by existing structures. Initially
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drawn to both English and the Jurisprudence of Inheritance, she faced geographic
barriers, making her desired pathway impractical. The absence of the Jurisprudence
programme locally and the difficulty of daily travel represent educational and

geographical constraints.

Rawan's decision to pursue English showcases her adaptable agency within
these limitations. While exhibiting preferences, she demonstrates flexibility as her
ideal future paths face external barriers. Navigating through Emirbayer and Mische's
model, her past (what subjects she dislikes) influences her initial goals (projection).
Ultimately, her selection of English represents a pragmatic, practical-evaluative

decision shaped by accessibility and potential pre-existing interest in the field.

6.3 Narratives of educational choice: Study abroad education

This section analyses the participants' narratives, focusing on their decisions
to study abroad. It spotlights three participants - Yasmine, Rawan and Layla - who
provided in-depth narratives about their choices to study overseas. This section
explores the moments they decided to pursue their studies abroad and the factors
that influenced their decisions. It is important to note that Danah's experiences are
not included in this section as she did not provide a narrative about her choice to study

abroad.

6.3.1 Yasmine

The following extract is regarding Yasmine’s choice to study abroad. This part
of the interview came after Yasmine spoke about her first teaching experience at
university where she worked as a teaching assistant for two years. Recalling
Yasmine's earlier statements, | asked her to elaborate on her decision to pursue
further education abroad. The interaction generated the following narrative (extract
6.3.1.1)

Extract 6.3.1.1 (Yasmine — 15t interview)
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1  Budur You told me when you talked about your mini CV e 3l mini ov J) e gl GSU L 51 m
2 that you applied abroad because you had to= =YY,
3  Yasmine Yeah &l el
4 Budur Why abroad? S L
5 Yasmine Honestly | am an English major . LT >
6 If I would think about continuing my studies the e gt Ul et
7 best thing is to do it in an English-speaking country g gl IS et o) 5lpp JST S 5
8 this is the first reason A Al &b
9 the second reason is that the university was I cadl 3
10 encouraging to study abroad e Rl gt S Al 51 G
11 They want expertise u\,» S
12 Honestly | didn’t understand why they insisted that s K \'A t'\“ |
13 we study abroad until | went and studied abroad S i Sl oo S ) o Bl oo
14 at the beginning (.) when | was first hired S e 5 oy LY
15 | felt that it was a pressure more than a personal S ORI
16 willingness that | go and study o) zax @) 4y e ST Je s 4l ol S
17 that they pressure (.) (1) cnlatls 15K 5)
18 _yeah before I continue | forgot to mention an ot s A ) s 1Y U3 42
19 important point sl o8l g
20 | tried to apply ((for study)) locally , . ST
21 | applied to [N] university and | didn’t get a chance wop G a5 () M Jo S ol
22 and | applied to (.) oh I forgot Sad gy b () Je st
23 | think | applied but | didn’t have a chance aop e b St Gl el
24 but | really felt that | was compelled that | go be 7ol en# B Mab ates
25 abroad o Jobs UK s e ST gy ks 5 0 o Haal) &Y
26 because the university want us to go abroad more S G Al e o oo i g Lo
27 than continuing ((education)) locally A _ﬁw ]

28 | didn’t understand honestly why they insisted on g i S oy o
29 studying abroad until | went there and tried it myself

Yasmine’s narrative context is her work institution. Yasmine is recalling why
she went abroad to continue her master's study. Yasmine responded that it is best for
English language major teachers/instructors to continue their education in English
speaking countries (lines 5-7). She presented her belief through a hypothetical ‘if
statement, with that, Yasmine elevates her first reason to a ‘common sense’ discourse
(Miller, 2009). That is, the 'common discourse' is that language learners achieve
competency by learning the language within its spoken context. Yasmine then moves
to restate that this is her first reason (line 8), asserting the foregrounding of her
personal belief over the following reason. My question might trigger the chronological
order of Yasmine’s response. That is, fronting the question about studying abroad
with the phrase ‘because you had to’ (Line 2) might presuppose a lack of agency in
her choice. However, Yasmine resists my directed inquiry implication by explicitly
stating ‘this is the first reason’ (line 8) and ‘the second reason’ (line 9) to reinforce the
chronological order of the reasons that she is professing to the interlocutor and thus
proclaiming her agentic status. The second reason that Yasmine recalled is the
university’s encouragement to study abroad. In the following lines (12-13), Yasmine
uses the pronominal ‘we’ to indicate that the university policy was instigated over all

the faculty. Yasmine established that her situation was not unique as everyone had
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to go through the same policy, which distributed agency constraints over the faculty
in the institution. Yasmine expresses that, at that time, she did not understand the
university's insistence on studying abroad; however, a shift in perspective occurred

when she went and studied abroad.

In lines 14-15, Yasmine recounts feeling compelled to study abroad early on
her job at the university. Yasmine sought admission to higher studies at a local
university, but she was not successful (lines 18 -23). In lines (24-30), Yasmine
repeated the same ideas that were introduced earlier: the university wishes, her
feelings about it, and the resolution that arises after she undertook the study abroad
experience. At the discursive level, Yasmine, through manoeuvring across
utterances, resists assigning the university policy as a constraint by emphasizing her
own belief about education and her own understanding of the benefits at the end. At
the same time, Yasmine professes that she felt compelled to continue her studies, so
she sought other alternatives by applying locally. Yasmine talks about the university's
stance on their faculty education, stating that the university encourages education
abroad because of the need for expertise and their preference for overseas education
over local programmes. In both statements, the university is positioned with higher
agentive power but as a logical stance exemplified in ‘they want expertise’. The logic
of the university policy was further supported by Yasmine's reported change of

attitude after studying abroad.

In extract 6.3.1.1, Yasmine resists the position that was set by my question,
that is, a limited agency in her choice to go abroad. Yasmine accomplished that by
aligning her personal belief with the university policy and supporting this position with
the realization after studying abroad. Yasmine’s professed belief is based on a master
narrative that Kubota (2016) calls ‘study abroad imaginary’. This term is derived from
the idea of ‘social imaginary’, which refers to ‘a way of thinking shared in a society by
ordinary people, the common understandings that make everyday practices possible,
giving them sense and legitimacy’ (Rizvi and Lingard, 2010 as cited in Kubota, 2016,
p. 348). In regards to study abroad, it refers to the benefits that sojourners reap from
their studies abroad, such as developing linguistic competence and intercultural skills,
that became a common discourse and which is frequently linked to overseas study
(Kubota, 2016).
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In both extracts of choice, Yasmine’s professes taking agentive stances after
gaining experience. In extract 6.2.1.1, Yasmine was unsure about which programme
to enroll in at the local level. However, a stronger agentive stance was taken after she
experienced the programme. Similarly, in extract 6.3.1.1, Yasmine recalled feeling
compelled to study abroad rather than wanting to, but after experiencing studying
abroad, she understood why the university instigated this policy. Yasmine’s agentive

status in her narrative is associated with her experience and understanding.
6.3.1.2 Summary

Yasmine's initial decision to study abroad seems more influenced by external
factors than a well-defined internal passion. The dominant structure shaping her path
is her university's emphasis on overseas education. Limited local graduate
opportunities within the educational system further restrict her choices. As an English
major, seeking further development in an English-speaking country offers a potentially
beneficial alignment, which influenced her practical-evaluative choice. However,
despite these influences, her decision also draws on the iterative aspect of agency;
awareness of better growth opportunities for those in her field might arise from past

understandings.

Within these constraints, Yasmine balances her personal ambitions with the
available opportunities. The need to align with her university's pleas, along with the
reality of limited local options and her field of study in English, strongly influenced her
decision. Initially, this leaves her feeling like external structures are primarily dictating
her course, leaving less space for a path purely driven by internal desires.

At the end of her narrative, Yasmine understands the motivation behind her
university's strong emphasis on studying abroad. Initially viewed as a pressure, her
experience reveals how studying abroad aligns with the university's goal of
developing specialized expertise. This highlights the potential misalignment between
initial personal priorities and institutional priorities, which were resolved through the

lived experience.

6.3.2 Rawan
The following extract is taken from when Rawan spoke about her post-

bachelor’s degree studies experiences. After she talked about her early experiences,
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| posited the question of what made her decide to take an overseas study, which

generated the following narrative.

Extract 6.3.2.1 (Rawan — 18t interview)

1 Budur  What made you decide to continue your studies abroad? Sx oA oy s )t
2 Rawan This is a beautiful que_sti_on L sl ue K L Jlges L 2y
3 | had a personal conviction SO Sl Zadd B gl il ST o5
4 do you remember when | told you that when | was in Ll oS, gl
5 university ((referring to her BA studies)) il
6 | didn’t speak English and | only memorise Eaite
7 Budur Yeah VK"Q 8 Cb Lo bl gl acls S i )
8 Rawan [ had the conviction that | will not be able to speak English ke 5 &l BIW1 My bgoae (g4
9 accurately and fluently unless | studied it abroad Sr
10 Although my family's circumstances at the time would L) L)l Lty Gl 03 651 4
11 never never never allow it i .
12 It wouldn’t allow even five percent b ik Y . ‘_AC;:
13 When | graduated, | applied ) o T -
14 | applied like this if it worked it worked if not then not. S gy 5l s a5 B
15 why wouldn’t the circumstances allow it? el s ) 5 el Slo
16 At that time, the father was building the house of a Ol e [ QA
17 lifetime, so every riyal ((Saudi currency)) entered the Jby S8 el g S sy
18 house was for completing the house construction A UK las o) e d o
19 And | did not have a mahram ((male companion)) e Kl S e KL
20 at that time | only had my father D By B
21 My brother was still a high school student A
22 He could not leave school and come with me because |~ —+= &b ig‘““;j SY o8 b
23 am the eldest S B S Ylas 25 Al
24 There were difficulties other than family difficulties. Aol Slbyaal) 6 Oy 48 oS
25 my father would agree with me and say ‘Okay daughter’ o5l 3 Mo 5K 3l Uae L o6
26 ((suggesting agreement)) “ Tl b el s

. . . S hm b 2 s 9
27 | was the first one from my mother's side and father's side ” s:\u\; b Syesha
28 who studied abroad 5 @ ile o fllosery Sl oS s
29 so no one before me had this experience o 8o ST Slaad b
30 this issue was ambiguous to them b Al ool 25 oE
31 my father would say in the afternoon ‘yeah okay may god by o o) paall 3 @l (slae oSG L 65
32 make it easy, inshallah’ Aelzally Jgms
33 Then he meets his friends, brothers, my uncles s
34 and would change his mind and say ‘cgncel don’t apply’ Glith e Cf\:ﬂ_? &;\u..‘\@,.'.
35 he was hesitant #23 Hd b
36 he didn’t know what to do St gl Bl 5 o b
37 will he approve? Not approve? Tln L i3l
38 who will go with me? Tllae 7o 0
39 what will happen in this situation? Sl 3 e ) o)

At the start of her narrative, Rawan (line 2) responds to my inquiry by giving an
evaluation comment ‘this is a beautiful question’. The evaluative comment might be a
signal of Rawan’s acceptance of her role as an interviewee and suggest that she has
a story to tell. The second overt instance (line 4) is when Rawan addresses me directly
by referring to a previous part in the interview. This might be an attempt to establish
coherence in her narrative, which might could work towards establishing more

credibility to her account.
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Rawan answers the question directly by professing a personal belief in regard
to learning the English language within a language-speaking context, a belief that
meets the master narrative about the benefits of language learning and study abroad
(Freed, 1998; Ryan & Mercer, 2011; Tanaka & Ellis, 2003). It is noteworthy that
Rawan extended her response beyond my question’s scope. That is, she answered
the posited question (lines 2-9); however, she continued to explain why this was
difficult to achieve which constituted the larger part of this narrative extract (lines 10-
39). This might be an important part of Rawan’s experience and might build towards

her learning journey which was not free of obstacles.

In lines 10-23, Rawan negates the possibility of her family paying for her to
study abroad due to her family circumstances. This was constructed by repeating the
word ‘never’ (line 11) three times consecutively to narrow the scope of possibilities. It
was followed by giving a possibility percentage as a metaphor to assert the
unlikelihood of it happening. The structural constraints that Rawan identified are the
financial issue related to her family building a house and the inability to meet
Mehram's criteria of her scholarship programme. That is, the likely male companions

in her family are her young brother and her father, who were not available either.

In line 24, Rawan introduces a new issue and separates it from her family
circumstances. This issue is regarding her father’s uncertainty. While her family’s
financial burden and unavailability of Mehram are out of her control, her father’s
hesitation is depicted as unsettling and inconsistent. Instead of reporting directly,
Rawan used the discursive strategy of constructed dialogue (Tannen, 2007) to report

the issue. This was present in two instances shown below.

Excerpt 6.3.2.1 (1)

31-32 my father would say in the afternoon ‘yeah okay may god make it easy, inshallah’

34 and would change his mind and say ‘cancel don’t apply’

Rawan's constructing dialogue of her father here works on two levels. First, it
pulls the listener into the narrating event, making them feel like they are almost living
the experience as she did. Second, it imbues the narrated event with a sense of her
helplessness and a lack of control.

109



In lines 27-28, Rawan professes that ‘she was the first’ to consider study
abroad which suggests the uniqueness of her experience. This was reinforced by
describing it as ‘ambiguous =«¢’ (line 30). The source of ambiguity stems from being
the ffirst’ and thus there is no available past experiences, either to her or someone
she knows similar to her current situation, on which to draw. The absence of
experience on this makes it difficult for her family (line 30) and father (line 32-37) to
make a decision without clear projected outcomes (Emirbayer & Mische, 1998). The
projection of uncertainty continues in lines (37-39) through a series of unresolved
questions. These questions seem to be a projection of Rawan’s inner thoughts; ‘will
he approve? Not approve?’ (line 37) referring to her father, ‘who will go with me?’ (line
38) the issue of the Mehram, and ‘what will happen in this situation?’ (line 39) referring

to the overall dilemma.
6.3.2.2 Summary

Rawan's desire to study abroad exposes the struggle between individual
ambition and the local constraints. Her personal dissatisfaction with past English
learning (iteration) acts as a catalyst for a different future vision (projection). Initially,
she demonstrated agency by applying for a scholarship despite being aware of family
finances and the programme's Mehram (male guardian) requirement. As the
narrative unfolds, her agency becomes overshadowed by the weight of these
structures. Decision-making pivots to her father navigating these external factors. At
the end of her narrative, Rawan doesn’t provide a resolution even though she has
succeeded in studying abroad. The lack of resolution in this situation might
underscore the influence of existing structures on her aspirations, overshadowing her
personal ambition. This highlights how studying abroad, in this instance, appears to

be a matter of circumstance rather than a manifestation of self-directed agency.

6.3.3 Layla

This extract is from Layla’s first interview. Prior to this, Layla was narrating her
post-BA experiences as a language learner and a teacher. In this extract, Layla is
talking about a time when she was a language instructor at a Saudi Arabian university.
This narrative was generated by positing a direct question to Layla about her decision

to undertake an overseas study route.
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Extract 6.3.3.1 (Layla — 15t interview)

1 Budur And after this experience what made you decide to go abroad?

2 Layla Of course the need for permanent job and because | wasn’t improved in my field
3 Because 4:Ls L mashallah | had a lot of PhD teachers and MA’s

4 Some of them have masters and PhD and they went for CELTA course

5 So my CV was blank

6 | thought | need to start by going for MA

As remarked earlier, Layla’s narrative of experience seems to address the
interlocutor directly. That is, she does not engage in storytelling where she provides
a lengthy account of what happened and where other characters are explicitly
positioned in relation to her. Instead, Layla’s narrative is more focused on addressing

my questions with few instances in which she went beyond the question scope.

At the start of her narrative, Layla responds to the ‘why abroad?’ with ‘of course’
followed by two reasons (line 2). The start of her narrative with ‘of course’ elevates
her response to a ‘common sense’ discourse (Miller, 2009). That is, by introducing
her reasons with an assertive account exemplified in ‘of course’ framed the following
into a rational and logical reason for seeking to study abroad. These reasons are
linked to the broader structure of job market status in Saudi Arabia and to her own
professional development. First, the need to secure a permanent job in Saudi Arabia
is tied to having a degree from overseas institutions (Barnawi, 2018). Permanent jobs
in the Saudi Arabian university sector mean being on regular full-time employment
compared to her status at the time, i.e. fixed-term contract. Layla here is grounding
her reason in a master narrative about the value of overseas degrees over local ones.
The second reason is seeking further education as a means for professional
development. In line (3-4), Layla professes that she is familiar with colleagues who
have higher degrees and professional teaching courses. This suggests a motive to
seek further learning that draws on the projective dimension (Emirbayer & Mische,
1998). That is, she witnessed successful models in her work that enabled her to

envision the outcome if she undertook similar routes.

Layla’s short narrative projects a wide agentic space through which she can
make decisions about her professional learning. She constructs an agentic self by
evaluating her work situation where she was on a contract-basis rather than having a
permanent job as an English language teacher and by recognizing her need for

professional development ‘I wasn’t improving in my field’ (line 2). Layla, while
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providing reasons for her choice, didn’t construct any barriers or facilitators to her
endeavour. Her decision was constructed as the natural outcome of her professional

needs.

The following extract adds to Layla’s narrative of educational choice in regard
to overseas education. Prior to the following extract, Layla talked about her
experience applying to UK universities and why she chose a particular university over
others. This was not an intended inquiry but rather a flow from the previous extract.
In the following extract, | posited the question of why Layla opted for the international

education route over the local ones, which generated the following:

Extract 6.3.3.2 (Layla -1t interview)

Budur let’s go back a little bit (.) why abroad why not Saudi Arabia?
Layla to be honest | tried to apply to [K] university
but in 2015 they said ‘we only have 12 places only for the programme and it's occupied by
our staff’
Budur yeah (.) they call them teaching assistants | think
Layla yeah
yes there was no place for me
my family here were a bit concerned about me going abroad
| tried several ways to study here praise to god <!l none of them worked for me
10 then | came up with the plan of UK
11 I chose UK because it is only one year
12 and it is closer to Saudi Arabia than other countries

©Coo~NOUAWNE

Extract 6.3.3.2 projects a different perspective on Layla’s agency. In the
previous extract (6.3.3.1), Layla constructed her action as strongly agentic in relation
to her decision to seek overseas education. However, in the background of the
narrative, Layla’s attempts to seek to study locally were not successful. Layla encoded
her agentic attempts in two parts: ‘I tried’ (line 2) to refer to a specific occasion and ‘I
tried’ (line 9) to augment her efforts with no reference to a specific attempt. The
repetition of ‘I tried’ (lines 2 & 8) creates a sense of futility of her efforts. In Layla’s first
attempt (lines 3-6), | affirmed her reasoning that some Saudi Arabian universities give
priority to the available postgraduate programmes’ seats, such as master's and PhD,
to their own teaching staff. It's important to note that Layla refers to a period when
Saudi HE institutions offered limited postgraduate programs, thus restricting seat

availability for applicants.

Although not within the scope of the question, Layla interrupts (line 7) her

narrative by referring to her family’s concerns about her going abroad. Layla didn’t
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expand on this in the given extract. However, later | asked about her family concerns.
She explained that the concerns were around the idea of her father leaving the family

over the duration of her study to accompany her as Mehram.

In line (9), Layla explained the order of her agentic actions. That is, she first
attempted to study locally, but since it was not fruitful, she decided to seek overseas
education. In lines (10-11), Layla professed her reasoning for opting for UK education.
The reference to her UK choice might be related to her family concerns. That is, the
length of study and distance from Saudi Arabia are contributing to mitigating her family

concerns.
6.3.3.3 Summary

Layla's decision to pursue an MA abroad reveals how structural limitations can
both define and obstruct individual ambitions. Initially hindered by a lack of local
programme availability and familial concerns, she demonstrates adaptive agency
when choosing an overseas path. The practical necessity of career advancement
within a competitive market (iteration) becomes a powerful driver, leading her to seek
alternatives proactively despite these obstacles. Choosing the UK highlights her
practical-evaluative thinking in finding a middle ground for balancing her goals with
familial expectations. Her ambition demonstrates resilience yet also highlights a
degree of compromise. External constraints necessitate navigating a revised path

which moves away from self-defined career goals.

6.4 Conclusion

This chapter's analysis of participants' narratives underscores the profound
complexities inherent in educational decision-making for women at the time in Saudi
Arabia. Across experiences, a multi-dimensional interplay exists between individual
agency and the structural constraints imposed by social, familial, educational, and
market forces. Aspirations often begin with an internal drive derived from past
experiences (iteration), shaping initial projections for the future. However, external
realities significantly influence this process, leading to constant re-evaluation.
Structural limitations within educational systems, societal norms, and the demands of
competitive job markets often force individuals to deviate from idealized pathways.
Specifically, agency's manifestation cannot be judged in absolutes. Danah's defiance

and Rawan's early conviction show strong initiative against prevailing structures.
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Conversely, Yasmine's structural pressures reveal an initial conformity followed by an
evolving internal drive. Each narrative reveals unique agency navigation by drawing
on either past experience (iteration), defining goals and future possibilities
(projection), and making decisions that are based on their social realities (practical
evaluation). The following chapter is the second analysis chapter. The focus of this
chapter is the participants’ narratives of learning. It takes the scope of all learning

experiences, either local or SA experiences.
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CHAPTER 7 NARRATIVES OF LEARNING EXPERIENCES

7.1 Introduction

This chapter delves into the learning and teaching experiences of four
participants, both in Saudi Arabia and abroad. By presenting individual case studies,
| offer a re-storying of each participant's unique journey, followed by a chronological
exploration of key themes that emerge within their narratives. This approach directly
addresses the third research question: How do the participants construct their
learning experiences? This focus on the construction of learning experiences is
crucial because it moves beyond simply describing what happened to understanding
how these experiences were perceived and interpreted by the participants. This
exploration of meaning-making sheds light on the diverse ways individuals navigate
educational contexts and how those experiences shape their identities as both

learners and EFL instructors.

7.2 Analysis of Yasmine's story

The following sections analyze the experiences of Yasmine, an English
language professional who has navigated diverse contexts and encountered
significant challenges within the field. Through a close examination of her journey,
from early experiences as a student and teacher in Saudi Arabia to her pursuit of
postgraduate studies abroad, this analysis will illuminate key moments, influences,

and challenges that have shaped her perspectives on the teaching profession.

7.2.1 BA experience

In this section, | focus on Yasmine’s experiences in the BA programme. The
following extract (7.1.1) illustrates her experience when she first enrolled in the

English language programme.

Extract 7.2.1.1 (Yasmine - 15t interview)

1 Yasmine | don't know if you were in the same situation or not Yy bazy uis g8l (gl e
2 our programme plan in the College of Education was 4 Has 36T 2K Ledas )
3 the old plan el aw s KL
4 we didn't have a preparatory year bae as Y,
5 and we didn’t have (.) S Ob e gl amp e ol i e
6 I mean, you can choose either a translation track, a Y ool s
7 linguistics track, or a literature track Aol el 3 oo e
8 in the first year _ wlsb o) L
9 you ta!qe all Ilterature.and skills courses et G skills ) slye
10 in addition to non-major courses s om e slos 45 <1 1
Lo dlge A4l 41 Nl
11 the courses load was very heavy £ o0 Al s
s 558 050 Skl o
12 and directly we went for drama courses
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13 and the plays Ll @ s ok Je
14 it was really difficult Sl o by
15 our teaching system was bad o o dlly o
16 you know the system before oo o e gyl ol
17 those who lecture you A gy W S8 ol g0
18 and you are passive in class passive M § oy 51
19 I mean that there was no participation r b Sl as e g
20 nothing 25 S sse Sl
21 the lecture halls had a large number of students ks Gl o) oS5
22 | fe_lt lost at the beglnnln_g _ al & midterms J) o3 LY g5 2 L
23 I didn't know myself until | approached the midterms ) sl T3l sl el
gl 5 130 5kl B e)
24 | started to know the courses, read and see 0 a0 il o At o
25 I mean, | felt after the exams that | understood what - - . 4\;@\ f;
26 courses are about o

In this extract (7.1.1), Yasmine reflects on her first-year experience in the
university's College of Education. She discusses how the programme plan,
characterized as the 'old plan' without a preparatory year, lays the foundation for her
educational journey. She suggests that the absence of a preparatory year resulted in
a lack of foundational knowledge and support for students entering the programme.
In addition, Yasmine highlights the heavy course load and the challenging nature of
specialized courses like Drama. Yasmine further critiques the teaching system by
noting the lack of participation and the passive role of students in the classroom.
These structural aspects contribute to her feeling of being lost and disconnected,
especially in the crowded lecture halls.

Despite these challenges, Yasmine demonstrates her agency by describing her
personal growth and improved understanding of the courses after the midterms. This
suggests that she took the initiative to adapt and engage with the materials. Her self-
directed actions, such as reading and actively seeking understanding (lines 24-25),

reflect her agency in taking control of her learning journey.

In the final year of her BA programme, Yasmine did a teaching practicum in public
schools. Yasmine did not provide many details about her teacher training experience.
The following extract (7.1.2) is when she commented briefly on her BA teaching

practicum.

Extract 7.2.1.2 (Yasmine - 1st interview)

1 Yasmine the same experience | received as a student Sl o) (31 2ISTLzll 1 2ol s oS
2 | delivered to the girls xa
2 then later (.) G o8 oS85 e 5l 1 L
5 | don't want to move forward and tell my Y 5 el B &) Cog
6 experience e it 1" 0
7 that what we were taught was wrong o) &LL{
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8 We give them words and asked them to repeat Lign ety A s
9 exactly the same way | was taught 4 Ceonps Bl N Ol L i

Yasmine highlights the replication of teaching methods that she experienced
as a student; this suggests the presence of a structured educational system that
perpetuates traditional teaching approaches, an observation echoing Lortie’s notion
of the AoO. Looking back at her teaching experience, Yasmine evaluates her past
practices and recognizes their flaws. While she doesn't explicitly detail specific points
of realization at this stage of the interview, her reflection demonstrates a newly critical

perspective on her earlier approaches to teaching.

7.2.2 Early teaching experiences

After completing her university studies, Yasmine embarked on a teaching career,
focusing on adult learners in two different schools. Her weekly teaching load
amounted to approximately 14 hours, but despite the workload, Yasmine found
immense joy and fulfilment in this role. Yasmine, initially, expected to teach individuals
in their thirties or forties, and she assumed that her students would be older adults.
However, to her surprise, she discovered that most of her class was below the age of
twenty. Yasmine learned that many of her students had grown up in rural areas, where
opportunities for formal education were limited. It was not until their teenage years
that they were finally able to access formal education. At the time Yasmine began her
teaching career, the English language subject had recently been introduced to the
adult learners' school curriculum. Yasmine believed that this, along with the limited
educational opportunities her students had, were the two primary reasons why her
students were so enthusiastic and eager to learn the language.

While Yasmine liked her job as a teacher for adult learners, she received a job
offer as a graduate assistant at the university with a permanent contract, which she
accepted. The following extract (7.1.3) reflects Yasmine's first experience working as

a teaching assistant at the university.

Extract 7.2.2.1 (Yasmine - 1st interview)

1 Yasmine the experience working as a teaching assistant in the wolpo wmo op ud KA
2 university was quite challenging, to be honest. oy e § U adlo e old i B e
3 It was a sudden transition from being a student just a Anald)
4 few months ago e o
2 to now being the one teaching in the same university Lot o0 L) 2 3 a8 o
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7 teaching adult learners was very simple s Mo 5 Sy sl 59 48 g
8 you feel there’s a difference in the level between you e (30
9 and the students you are teaching Galb) (3 s ok (5 4y 48 o s
10 | didn't feel anxious (referring to adult education) as | 2 e sl 2 e Tndd 3
11 did when | taught at the university Clio oy L5 gl s
12 the students (in university) were around the same R
ij age as me B ey 52009 (3 dr i dnd S Tbl m
15 our academic level was relatively similar 2010
16 | graduated in 2009 and started teaching in 2010 b iyl oS I b g
17 the students | had known as peers now as my s
18 students _ S ) ol
19 the system when | started teaching (.) s Lol Ll
0 before the halls became smaller RO
B sl 5 aol Ol pas b L3
21 and student numbers became less sl ol
22 | used to teach hundreds in a single section T
. . Ol s (558 5 a0 Sl section eyl oS
23 it was truly exhausting ‘.
24 and difficult to maintain control over such a large S achadty
25 group w@a}ﬂ 0y 4l po QK’!
26 It was challenging to capture their attention control 3 5 4l e

and make them listen to you

as sreiy 5 Bl (i Cao

Yasmine's experience teaching university students was challenging, as she

faced unexpected difficulties despite her four months of experience teaching adult

learners. The transition from being a student to an instructor was sudden, and she

found herself struggling to adapt to the new role and responsibilities. Her BA

practicum in public schools and her initial teaching experience had not prepared her

for the differences in academic level and teaching environment she encountered at

the university. The university setting presented a more formal and structured

environment, requiring her to adjust her teaching approach and expectations. She

had to navigate the challenges of teaching students who were similar in age and

academic level, which added to her feelings of inadequacy. She faced challenges in

managing a large group of students, maintaining control, and capturing their attention,

aspects of teaching that her prior experiences had not addressed.

Extract 7.2.2.2 (Yasmine - 1st interview)

Yasmine there were no workshops for example
to prepare you to teach college level
it could’ve made it easier

but for us just go

its only you and your luck

oyl Jal Yao workshops 4 L
Gl S oy )

s e g8l Joud (S 26

1
2
3
4
5 PV 5 o sy iy Y L Ll
6

In extract 7.1.4, Yasmine emphasizes the absence of workshops or training

programs to prepare her for teaching at the university level. This lack of preparation
and support made it difficult for her to transition into her new role as an instructor.
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Yasmine's phrase, ‘it's only you and your luck’ (line 6), suggests that new instructors

are left to learn for themselves and rely on their individual effort and luck to succeed.

In general, Yasmine’s account centres on the theme of feeling underprepared
and unsupported as she enters this new stage of university teaching. Her narrative
underscores the difficult adjustments, isolation, and challenges of navigating new
classroom dynamics and demands independently. Her construction highlights a
transitional experience defined more by its difficulties and learning curve rather than
any structured guidance or developmental support.

Yasmine's narrative reveals the interplay of agency and structure within the
context of a traditional educational system. While the university's lack of support acts
as a structural constraint, limiting her ability to enact her desired pedagogy, Yasmine's
perseverance and reflection signal her individual agency in navigating these

challenges.

7.2.3 SA education

A year after her work as a language instructor at university, Yasmine decided to
undertake to continue her postgraduate studies in the UK. Yasmine started her SA
education journey in an English language institute. Yasmine expressed that it was
her first time going abroad. In the following extract (7.2.3.1), Yasmine talks about her

initial experiences in the English language institute.

Extract 7.2.3.1 (Yasmine — 2"% interview)
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1 Yasmine the teaching method was shocking to me Lt ol eyl iy o
2 | felt like a stranger apf B Cae
3 I mean, | didn't know what | was doing. Sl gl g
4 we were used to before (.) U8 pagmie b
S when | compare between the work here i Jazdl 5 b Jasdl gy o 1L
6 and the work there, 95 it oy 3 48"
; here (referring to Saudi context), it's all on you, | mean, B oo task o oy lla Sie u
the work is individual. L s
20 for example, }hey ask you for a specific task U Sl ol
11 you execute it on your own. A s 3 e ol
12 you solve your assignments on your own. Yy 369 slin
13 they ask a question and you answer it on your own e o < exercise ,m oy
14 there (referring to SA context), they didn't force us, no. - JJ» gm “w\
15 | mean, there are exercises we do all together, - e v
b o activity (5 Dis ad Lo 131
16 you and the one next to you - :
17 If there's, for example, any activity or something I 5 group work I
18 it becomes group work or teamwork. teamvwork
19 all these things, we're not used to them e ope b2 L1 o
20 s0, | felt a bit lost Sl Gl o0 S
21 and | couldn't accept the idea at first e S8 e o
22 It's not necessary that | hated it Al
23 but | wasn't used to it e ogmie S Lo LSl
24 | felt it was a bit difficult o (b S

*(Transcriber comment)

Yasmine’s account of transitioning to study in the UK conveys her struggles to

adapt to unfamiliar pedagogical approaches as she moved from the Saudi education
system to a Western learning context. Her narrative suggests she initially perceived
this academic transition as an impediment diminishing her agency and independence
as a learner indexed by expressions such as ‘stranger’ (line 2) and ‘lost’ (line 20).
Yasmine makes an explicit contrast between the educational contexts as indexed
‘here’ (line 7) and ‘there’ (line 14). While Yasmine was accustomed to a learning
environment in the Saudi context that emphasized individual responsibility and
independent problem-solving, the SA context presented her with a greater emphasis
on active collaborative learning. Yasmine explicitly states that adapting to these
unfamiliar practices was deeply challenging precisely because she ‘wasn’t used to’
(lines 22-23) this shift to active and collaborative learning norms. While this shift was
a challenge, Yasmine didn't construct it as entirely negative. Yasmine, despite finding
it ‘a bit difficult’ (line 24), didn’t ‘hate[d] it’ (line 22), which suggests that these

challenges were manageable rather than overwhelming.

Later in the interview, Yasmine expressed that although the first few months in
the language institute were difficult, it became normal ‘Il got used to the situation, and,

on the contrary, | liked the idea.’ [Yasmine — 2nd interview]. The statement conveys
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a shift from perceiving the SA education style as an impediment to appreciating some

of its merits after experiencing it.

After six months in the language institute, Yasmine undertook the IELTS exam
to fulfil the English language requirements to apply for the MA programme. She
achieved a good score; however, she did not yet meet the language requirement for
the MA programme. Yasmine decided to change to a more academic language
institute at the university where she planned to do her MA studies. In the following
extract (7.2.3.2), Yasmine provides a reason for her decision to shift to a different

language institute.

Extract 7.2.3.2 (Yasmine — 2"% interview)

1 Yasmine They teach communication more than they &) ;e ST communication ) ¢y A
2 would teach something academic S8 ed s @
3 | wanted something more academic BT 2
4 like academic writing and those kinds of things - i

3 cLi¥1, academic writing J) g

Yasmine's decision to transfer from one language institute to another, which
she perceived as more rigorously academic, provides salient insight into her evolving
sense of agency and academic identity during her transitional period of studying in
the UK. As evidenced by her statements ‘academic writing’ over general
‘communication,” Yasmine positions herself as an ambitious learner seeking greater
intellectual challenges befitting her academic aspirations (lines 1-3). This contrasts
with her previous framing as a passive recipient of unfamiliar teaching methods. Her
choice to switch institutes enables Yasmine to assert her agency and independence
in directing her learning path.

After transitioning to the academic language institute, Yasmine expressed
feeling that her educational experience had changed, and she found what she was

looking for in terms of academic learning.

Extract 7.2.3.3 (Yasmine — 2"d interview)
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1 Yasmine the first institute | was in Sl I s oS gl
2 | wasn't comfortable there gl edsle o STL
3 the atmosphere wasn't just about studying 1385 DBl s aulys g ol Lo oy
4 it was about friendships and all that S5 oplaionts i 38,05
S you know, we're a bit conservative oo Alas Sl 81 Lo oSS
(75 so | couldn't really socialize with them much Anld 35 0 G sl
8 but in the se(_:ond institute, th(_a university one el o il Sl 48 7
9 there were different nationalities s,
10 like from China, Kazakhstan, Iraq, Libya lad o 5 bl
11 and of course, there were Saudi students Bsgd oo AL L by
12 : rea:ly 1;e|tt trf1ere wlas a lot of cultural exchange S s s u Yoo , )

13 met a lot of people . PR
14 and my perceptions about many things changed ot

S sy S oy

Extract (7.2.3.3) highlights another reason for Yasmine's struggle in the first
language institute: the shift from the social and cultural norms of Saudi Arabia to those
of the UK. While classrooms in Saudi Arabia are typically gender-segregated, the UK
institute presented a co-educational environment with an emphasis on
communication and teamwork. This difference in social dynamics likely contributed to
Yasmine's discomfort, as indicated by her statement that she "wasn't comfortable
there" (line 2). The focus on friendships and socializing at the first institute further
underscores the contrast between Yasmine's familiar social context and the

expectations of the new learning environment.

Interestingly, in the second language institute, Yasmine does not mention the
integrated classroom as a difficulty or issue. Instead, she emphasizes the positive
experiences of cultural exchange and meeting people from different nationalities. This
difference in perception could be attributed to Yasmine becoming more accustomed
to the non-segregated environment over time. As the second institute followed the
first, Yasmine may have already adjusted to the new context, which might have led to

a more positive outlook and an appreciation for cultural learning and interaction.

Upon completion of her preparatory language studies, Yasmine transitioned to
the MA TESOL programme. Although she anticipated similarities between the
programme and her language institute experience, particularly regarding the
internationally diverse student cohort, she soon discovered that the realities of
postgraduate study in the UK diverged from her initial perceptions. The following
extract (7.2.3.4) offers insights into the evolution of Yasmine's perspectives as she
encountered the distinct demands and opportunities inherent in her master's

programme.
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Extract 7.2.3.4 (Yasmine — 2"? interview)

1 Yasmine | had certain preconceptions before J8 Ol g s oF
2 but when | went there, my perceptions changed Gy ol e oy L
3 | was used to studying according to the system we were b3yt bin) 0 ol o £l 3 330 oSl
4 accustomed to, which was exams. i s e
5 so, | was afraid that studying in the UK would be ) . o
6 research-oriented. S il Bl 0l B 25
7 they always say UK is research, research, research S e T RO T PRt
8 | came here and | had zero knowledge about research gyl Bt le Sl oo W 5 e U
9 | didn't know how to conduct research 49 oy U o S sl o
10 even the bachelor's programme | studied didn't include &gt bus L
11 research . o 0o 1S i gt
12 research was (.) we didn’t know about 9Y ol ] ool o s
13 we used to do research (.) 2B AR s S
14 | don't know if you are like us or not G ¥ o
15 we used to do research ad lo 2ol e s
16 copying from the internet () ¢ gt 43 Lo references
17 without references without anything ((laugher:)). L5 Lo (3l ethics JI
18 the ethics and all we didn't know about all of that B g o bl o Y 5 1 Sl ¥
19 And we don't even bother to read ’ o 5 Y writical thinki

. L. . . . g critical thinking
20 or put in effort so we develop critical thinking or anything B
21 I mean, | didn't know anything about research A N o
22 | was really scared that my programme would depend de i o bl 5l e oo =5
23 on research gl
24 | found the idea really challenging Bl alo 3,58 aatons s 0 oS
25 | used to prefer the idea of exams more

In this extract (7.2.3.4), Yasmine constructs a narrative of deficit regarding her

research skills upon entering the UK MA programme. She acknowledges having
misconceptions and repeatedly uses language emphasising what she lacked — ‘zero
knowledge’ (line 8), not knowing ‘how to conduct research’ (line 9), and openly stating
‘| didn't know anything about research’ (line 21). Yasmine shapes an identity defined
by insufficient preparation, admitting to inferior research practices like copying without
references. Her statements about being ‘really scared’ (line 22) and finding research
‘challenging’ (line 24) heighten this narrative of deficiency. Yasmine constructs her
initial experience in the MA programme in the UK as one of hesitation and self-doubt

due to her limited research background and unfamiliarity with the education system.

On the other hand, Yasmine's account can be seen as a narrative of discovery
rather than deficiency. She enters the UK programme with misconceptions but an
openness to having her ‘perceptions changed’ (line 2). Yasmine acknowledges being
accustomed to passive learning via exams rather than active inquiry. Her admissions
of lacking knowledge emphasise less personal failings than differences in prior
education systems. While Yasmine frames her preference for exams as a matter of
comfort and familiarity, it can also be interpreted as a natural reaction to the
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unfamiliarity of a research-intensive academic culture. This interpretation suggests
that her initial hesitation might be rooted less in active resistance and more in the

understandable challenges of adapting to new academic expectations.

Yasmine later continues explaining that she discovered she was not alone in
her fears about research - her classmates from other countries like China and Mexico
shared the same anxiety about conducting research. Yasmine wraps up her narrative
by describing how she now prefers research-based education over exam-based

assessments.

Extract 7.2.3.5 (Yasmine — 2"d interview)

1 Yasmine | realized that exams don't really measure your abilities s s b L) o) g it
2 because you study and your fate is determined by a single 0o gy i 71y 23 5 518 03
3 guestion and answer Hpas
4 but with research you put in effort w5 ade s 31 Sl Ll
5 and even after the exam, you end up studying a whole book. LS oS s
6 tomorrow, you'll forget all the information except for few simple Y e o $35 Lo Slegall s o K
7 things. Lo o gt
8 _but with _res_earch Gasd 5 45 3 13 ol w
9 if you write it LSS S articles G5 5 loglas
10 search for information o s s L - | gl

11 read lots of articles and books T “::al‘ SiSJ
12 and come up with the best you can i ol %W@M;
13 and you did analysis R

14 you feel like you've learned and retained the things you e e J o 5 5 20
15 explored after the research ) . J’%
16 unlike the exam you forget right away bl 9l Ay Sl oS 0 2
17 so, | really liked the idea of research el e ¥ e
18 and | felt relieved that almost none of my modules had exams i assessment Jl s U1
19 all the modules | studied were assessed through assignments assignment y» J\ Y13
20 submission submission

Yasmine constructs a clear narrative depicting research as transformative in

developing her academic abilities, in contrast to the limitations of exam-based
assessment. Using comparison and personal realizations, Yasmine conveys research
as enabling more meaningful learning. Phrases like ‘you feel like you've learned and
retained’ (line 14) highlight her perspective that research led to deeper knowledge
acquisition and retention. At the same time, Yasmine portrays exams as ineffective
measures of ability. Her dramatic language, ‘your fate is determined by a single
guestion’ (lines 2-3), serves to critique exams as reliant on rote memorization and

passive studying rather than active learning.

The extract traces an evolution in Yasmine's identity from shying away from

research to appreciating its values. Her statement, ‘I realized exams don't really
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measure abilities’ (line 1), signals a turning point in recognizing the restrictions of
exams. Yasmine's sense of relief upon discovering the UK programme's emphasis on
research assignments (line 18) highlights a pivotal learning moment. This discovery

solidified her embrace of a more rigorous academic approach.

7.3 Analysis of Danah's story

This section analyses Danah's narrative, an English language instructor at a
large university in western Saudi Arabia. It focuses on her experiences in the English
language programme after switching majors, highlighting her commitment to learning
and adaptation as a part-time student. The analysis also explores her transition to full-
time studies, her teaching practicum, and her subsequent experiences pursuing an
MA TESOL abroad, drawing connections between these experiences and her current

professional journey.

7.3.1 BA experience

Earlier in this interview (Chapter 6), Danah discussed her shift from a Home
Economics programme to an English language programme. The narrative focus in
this part concerns her experiences in the English language programme after changing
majors. The following extracts (7.3.1.1 & 7.3.1.2) are taken from an extended account
of her overall experience on the BA programme. Her description concerns the BA

programme broadly rather than a specific component.

Extract 7.3.1.1 (Danah - 18t interview)
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1 Danah itwas, Subhanallah ((Glory to God)) A e 5o
2 a blessing in disguise bale o,
3 my family didn’t like my situation Sl e KL Ll s
4 and the first year as part-timer was a shock s Epi:; L juﬂ fj
5 especially, ‘how would you enter a foreign T _‘} Pt
6 language major (.) you have to practice’ Lo Wl ot oo i ) Lo
7 ‘and you have to be within the environment that you practice &l ¢
8 speaks’ ((referring to the language)) 8o Bl day 05556 Y
9 ‘and you have to use the lab and be in Joal) cpessns o3
10 connection especially for intensive courses’ connection e 1555
E ‘twil\t/_e cour”se? you \;\'nll carry and you are a i KL intensive courses ) Loy
part-timer all of your time o e Ut e
13 of course | was a part-timer by status only e 5 o 35 5 b il e e
14 but (.) I would go everyday to the college ot eV e ST
15 | would go the photocopy room LG gp S gl S0 S
16 and | hang out with the girls there syl el g Thang out 5 jpad) i 1S 7,
17 I vv_ould see who are the top in the class sinstructors Y bl Syl &l 3 JIsY1 oo g5l
18 I trlgd to rgach_the instructors and professors during their office hours 3,y )
19 during their office hours I make the contact -
20 I mean | make the contact , ‘ e
21 this thing made me starting everything from starting fveryth?i from ;tatc}:i% »9‘:\)\\?"’
22 scratch drgfe asboo 5 WY1 48 B L Sl 32l
23 and honestly there was no part-timer except me and she withdraw Jsb 23§
24 and other one she was married
25 and pregnant and she withdraw

In the extract (7.3.1.1), Danah provides insight into the experience of proving
oneself academically while resisting constraints, revealing the process of crafting an
agentive student identity. Initially faced with doubt from her family due to her part-time
status, Danah depicts immense personal effort and determination to immerse herself

fully and succeed in her programme.

Danah acknowledges the perceived risks and difficulties of entering an English
major as a part-time student, framing this decision through constructed dialogue
voicing her family’s doubts. Their concerns are presented as constructed dialogue
through repetitive ‘you have to’ (lines 6-9), which reflect broader societal discourses
guestioning part-time students’ capability to handle intensive coursework and
isolation from an English-speaking environment. However, Danah resists a passive
positioning within these discourses, emphasizing through repeated ‘I’ statements and
active verbs her personal agency and immersive efforts to engage deeply in the
programme (e.g., | would go, | would go, | hang out, | would see, I tried, | make) (lines
15-20). She presents herself as unique in defying expectations, describing herself as
the only fully participative part-timer exceeding the minimal requirements. Danah’s
linguistic choices allow her to claim a determined, strategic student identity even

within restrictive educational structures.

Extract 7.3.1.2 (Danah 1stinterview) (continuation of extract 7.3.1.1)
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26 Danah | finished the first semester ¥l el
27 and | barely finished the work Jas cdls 30 b
28 and brought the papers from the copy room Sl e 3l S
29 and | tried to comprehend every question T3 e
30 and every teacher s S g g 5
31 and how her style teacher &
32 and how her questions ~
sl 5
33 and how etc PR
34 | finished the first semester o Ll a2
35 and Alhamdulilah ((praise be to God)) | scored very I ol e el
36 high scores I scored very high scoresdilad! ,
37 and | finished the second semester Sl e e el
38 and that’s it | finished all this year K sl aedl e et oV
39 It was pivotal to be honest wol o By g2
40 later, the second year oo ity B Bl i
41 | was honestly more relaxed NI O
S lgegld el A gl
42 | went to college after a month from the start of the se s ot Tkl .
. - ey Ol Bl ad) (811 5 Ol bl el Jo
43 semester on the basis that | was a part-timer and “ s sl
45 will continue for the second year as the same L ey
46 when | went | found a name list on the door P e doglas A o ) o
47 and found my name in that list Sl 2 e s o
48 those who achieve a high GPA around 4.5 your 5 ;s 54 Gu w5 st J¥1 el o
49 and your scored A’s in most of the things scored As in most of the things
50 the system will automatically change your status to dalamie g L3l pllad
51 full-time student

In the second part of her narrative (extract 7.3.1.2), Danah conveys resilience

by immersing fully in her studies. She repeatedly scrutinises all course aspects,
depicting herself as motivated by challenges rather than limited. Though initially
doubted, Danah claims agency by constructing her experience as a pivotal
opportunity to prove capability rather than a constraint. This agentive academic
identity is substantiated through Danah underscoring achieving top grades. Her
outstanding attainment led to an unexpected but validating automatic status change

from part-time to fulltime student.

Unlike other participants, Danah’s account of the BA experience is constructed
as one of gaining empowerment by overcoming social and cultural challenges. Where
others focused on limitations, Danah stressed her own determination. She showed
how her deep academic participation and success defeated assumptions about part-
time students' abilities. Her narrative choices systematically transformed doubts and
challenges into opportunities to prove herself academically capable and determined.
By showing her automatic status change as recognition of excellence, Danah
conveyed her experience as one of success in surpassing marginalization through

individual determination.
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Danah's BA programme was education-based, which required her to complete
a supervised teaching practicum in the final year. In this following extract (7.3.1.3),

Danah shares her experience during her teaching practicum.

Extract 7.3.1.3 (Danah 1st interview)

1 Danah honesty, we didn't have (.) bae o L) LA
2 we weren't taught education theories &l el education JI ey 1S L
3 you know S
4 they dld.n't teach us theories of education A S by Yee Gm
5 or learning styles for students, o

6 or that you have to classify them this way or that way learning styles for the students Ji
7 no, it was just basic preparation SIS s o3 41
8 teaching methods require preparation and resources pog o o8
9 and to know how to connect the goal with reality Slslawal s K o3Y ) 3 A Jga
10 and how to link reality with the Islamic environment LK,
11 and how to prepare activities, Al g g«b;' =S,
12 and so on Lyt 2l ) s S
13 how to develop an activity wasn't something we were w g v
14 taught Ll ot S,
15 all these were things us; girls (referring to her g 138,
16 classmate) would compete over and do bass 35250 o LWHow to develop an activity
17 so | don't remember entering the classroom with a Lsty Lo el 1S 1 ol Lol 8753l
18 solid theoretical understanding or knowledge ol &7, Aoy o (s By ss bl 41 $H1s

Danah’s construction of her teaching practicum experience highlights a
disconnect between expectations and reality when it comes to preparation. Through
blunt language like ‘we weren’t taught’ (lines 1-6) and admissions of missing
theoretical concepts, she constructs another narrative of deficiency. Danah uses
description by using ‘just basic’ (line 7) and vague terms like ‘and so on’ (line 12) to
depict the curriculum as lacking nuance and rigour. This framing presents the formal
structures of the practicum programme as falling short. However, even within
limitations, Danah conveys agentic action. She constructs herself as an active learner,
seeking knowledge through informal means like collaborating with peers when formal

instruction is inadequate.

Danah’s account constructs the teaching practicum as a pivotal experience
marked by disjuncture. Unlike other parts of her BA journey, this component is framed
not as an empowerment story but as one of adversity not fully transformed. Her

narrative suggests preparation gaps that extend beyond individual control.

Danah shares an example of the directives she received during her teaching

practicum as a pre-service teacher, which she no longer agrees with.

Extract 7.3.1.4 (Danah 1st interview)
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1 Danah we were restricted to speaking English ) S L 5l e 1S
2 later on, as we learned, studied, STe 5l 5 Ll U Later on
i Sqnd bec}*?mte ﬁnore aware English &l s QUQ school J| , ébh study )\
. ose who te you () " . " only 2£\Y ,zone only
5 in a school that insists on "English zone only ]
6 or "English only" It turned out to be an old fashion school
7 It turned out to be an old fashion school and its ok to use the learners mother tongue
8 And it's okay to use the learners' mother tongue to to enhance their knowledge
9

enhance their knowledge

Danah’s excerpt 7.3.1.4 reveals critically re-examining prior teaching advice
around English-only instruction. She describes initially being ‘restricted to speaking
English’ (line 1) in the practicum, framing this as an external imposition by their
supervisors and the programme’s BA curriculum. However, Danah constructs herself
as evolving past this limited mindset, as conveyed through phrasing like ‘as we

learned, studied, and became more aware’ (line 2-3).

Danah depicts strictly English-only approaches as flawed and outdated
through language like ‘old fashion school’ (line 7). She now constructs meaning
around multilingual instruction as beneficial, asserting ‘it's okay to use the learners’
mother tongue’ (line 8-9). This example demonstrates reconstructing her perspective
through later experiences and learning.

Throughout her narrative, Danah constructs her BA experience as a journey of
empowerment through determination, transforming obstacles into opportunities.
Though initially doubted as a part-time student, Danah conveys that she immersed
fully in her programme, constructing herself as motivated by challenges. She
emphasizes achieving excellent grades, with her automatic status change confirming
her abilities. However, Danah presents her teaching practicum as an exception,
framing it as falling short in preparation compared to her high expectations. Even
amidst practicum limitations, Danah actively seeks knowledge. Her narrative choices
systematically reframe doubts, exclusion and gaps into platforms to prove her

academic dedication and capability.

Following her BA and a brief administrative role in a public school, Danah
pursued government-sponsored overseas education. Her reasons for seeking
international study were not elaborated upon. It's noteworthy that, aside from
practicum experience, Danah's first teaching experiences occurred after her return
from abroad. The following section (7.3.2) details her educational experiences

overseas.
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7.3.2 SA experience

Danah went overseas to the US to do her postgraduate degree in TESOL. Like

other participants, Danah enrolled in English language institute in order to fulfil the

minimum language requirement for MA TESOL programme. The following extract

(7.3.2.1) is about Danah’s experience in the English language institute.

Extract 7.3.2.1 (Danah 2nd interview)

ooo~NoOUr~WNE

Danah

the way they taught was interesting

it all relied on the activities

the teacher talking time

so if we consider the session to be 50 minutes

| would say that the teacher is talking for only ten
minutes

realistically, he didn't actually speak for more than 10
minutes

he explains vocab work

and the rest you do on your own

you make your own list and you do your own examples
and you ask questions all the time

and then you exercise, exercise, exercise, practice,
practice, practice

that’s it

and of course, there's the involvement of technology
where we watch movies or listen to song lyrics

we do word puzzles for spelling

we do word formation

for example, how to change it to an adjective

for example, turning it into something else

How to turn it into a verb, how to turn it into an adverb
these are the things that | liked

why? Because they really develop English skills

even though I graduated from an English major, you know
what made the language sink in is the techniques they
used

interesting ;JKW)JJ b
activities J| o 42 KK
teacher talking time )
session 50 minutes J| g lu- 13)
I would say that the teacher is talking for only ten
minutes
minutes 10 oo 38T G o8l i S 2} Je L3,
[ y) vocab work 7
you Eo on your own ‘_;B\ 5
You make your own list and you do your own
examples
Jsb JeAnd you ask questions
you exercise exercise exercise practice 'nas o
practice practice
That’s it
technology J\ i involvement | 4 b ,
song i lyrics t...o ¥ , movie (3, & ?U\
We do word puzzles
spelling JI slas
word formation JWe do
ol (5,0 e Ll Y adjective LlE LS Ve
adverb L J& LS verb g S
it develop Yab LY ¢ il Lo B 0 cltdt (2 (s3ln
T skill it
techniques J\ Je cs bs S ) arpe B £
o e

In this extract (7.3.2.1), Danah constructs her experience at the English

language institute positively by emphasizing the interactive pedagogical techniques

that enhanced her language learning and engagement as a learner. She highlights

the minimal ‘teacher talking time’ (line 3), with lectures limited to 10 minutes for

vocabulary explanations. Most of the class time was devoted to activities, with Danah

noting she created her own examples, asked questions freely, and repeatedly

practised skills. This participatory structure enabled learner autonomy. Danah also

constructs technology integration as valuable in the institute's model, in which they

used multimedia tools like songs and movies to foster language learning. She

presents activities like puzzles and word formation as effective for building different

linguistic skills. According to Danah, despite her prior English studies, the institute's
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methods deeply enriched her language abilities. She attributes this progress to the
hands-on, learner-centred techniques that provided many opportunities for practice

and self-direction.

Danah's construction of her meaningful institute experience points to core
aspects of her teaching identity - learner-centred, constructivist, technologically
integrated, and focused on skill-building through active engagement. Her learner
experience seems to shape her educator perspective, which will be shown later in the
thesis (chapter 8).

After the language institute, Danah enrolled in an MA Applied Linguistics
programme. However, soon after enrolling, she changed to an MA TESOL
programme in a different U.S. state. She professed that the university’s location, along
with the programme's focus, were the main reasons for her shift. According to Danah,
the Applied Linguistics programme was very theoretically based, which was not what
she felt she wanted. Danah didn’t provide much information about her experiences in
the MA TESOL courses or overall learning experience. However, most of the focus
was on her MA practicum fieldwork and the impactful experiences during that teaching

practice period.

Danah's teaching practicum as part of her MA programme was structured in
three main phases. First, she worked as a teaching assistant, completing mentoring,
observations, and assisting the lead instructor. Next, she progressed to part-time
teaching duties, gaining hands-on experience while still partnering with her mentor
teacher. The final 3-week phase immersed Danah into full-time teaching, as she
independently instructed ESL students at the language institute and assumed

complete responsibility for classes.

Danah reflected that her teaching practicum was a valuable learning
experience. She recounted an incident involving a Saudi student as particularly
impactful. This student delivered a presentation about his late mother, became
emotional, and ultimately broke down and was unable to finish. In the aftermath,
Danah and the lead teacher discussed how to evaluate the student's incomplete
presentation given the sensitive circumstances. Danah then described her own

takeaways from this experience in the following extract (7.3.2.2).
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Extract 7.3.2.2 (Danah 2nd interview)

1 Danah  from my experience in the fieldwork fieldwork JI 3l experience JI
2 and what | consider part of the experience also in the I3 o8 W experience JI e lajeel bl M
3 assessment assessment
4 or in my approach > approach JI & 5l
5 there are teachers who are, for example, very humane ol o0 Yo 5,50 & W teachers o3
6 and compassionate and considerate considerate , yibolais
7 but I must be reasonable in my consideration as well i consideration JI 3 olS reasonable »3¥ .
8 you shouldn't be overly sympathetic to the point of crying ) o S5 4 sl i 00 13555 o
9 and getting affected by a student student s oy 5
10 and giving them grades based on their personal situation aols dlo e ol Sl andars
11 and based on this and that S e ol 5 US e ol
12 you won't be fair to other individuals who put in effort A e
13 and learned continuously and so on w5 Hlos) “’»‘MC o i gl
. . 1 5 Jsb e lsadail
14 so, | also learned that | need to be a bit more professional o ) I e
15 it's nice to contribute to spreading compassion I el e ‘?l;‘”w =
16 humanity is required Sl o g2 ol 8 e e
17 and understanding is a very beautiful thing Ao 00 drlo g gllas

Danah acknowledges the importance of compassion and understanding
students' personal situations. However, she realized these sympathetic traits must be
balanced with professional judgement, especially when it comes to fair assessment.
By reflecting on the need to be ‘more professional’ (line 14) and ‘reasonable’ (line 7)
in consideration, Danah constructs the experience as pivotal for understanding the
objectivity required in teaching.

Danah appears to construct this incident during her practicum as a constructive
challenge to her assumptions. She frames it as a valuable learning curve that pushed
her to integrate empathy with professional reason and, thus avoid bias in assessing
students. Her construction of the experience highlights its transformative impact on

developing her identity and awareness as a teacher.

7.4 Analysis of Rawan's story

This section delves into Rawan's narrative, a language instructor at a large
public university in western Saudi Arabia. It traces her journey from her early struggles
to learn English, despite her father's encouragement and her inspiring high school
teacher, to her decision to pursue an English language degree. The analysis
highlights her perseverance, her experiences as a computer and English language
teacher and her transformative journey pursuing an MA TESOL abroad. It concludes

by examining the impact of these experiences on her professional development.
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7.4.1 BA programme

In the following extract 7.4.1.1, Rawan discusses her experiences as a student
in the English language programme during her BA studies. Particularly, she reflects
on the linguistic challenges she faced early in the programme after transitioning from
high school and her efforts to try to comprehend the academic English used by her

university lecturers.

Extract 7.4.1.1 (Rawan - first interview)

1 Rawan | told you that | studied middle school books Lo gl CSTB ol (S s B s
2 | did not study high school level books Ly
3 so, the first year in the major was a life shock aoro [} il 36 jaasill 3w Jy) O
4 in the first two weeks £
5 maybe even more g ) S S5 ) el )
6 almost the first month 0
7 I would go home to my father crying o i i
8 | told him ‘I love English | don’t want to change’ ! 43 S %L"d = C")(f”{
9 | used to see it as a very difficult matter A b e
10 there was this lecturer | won’t say her name o ol dals S e
11 She was the first to teach me Writing 55 sk b ST Al )5 0aey 2
12 Introduction to Writing (.) the first Writing course Gy o Jh S Lo 5 e iy il ol
13 we were around 22 23 students in the class writing (.) Introduction to | sl
14 we were only in the first week osls Jy) writing
15 we barely did the course’s enrolment oA 3 2322 K6 S LK 3 LSS
16 we did a first exercise together in the class Lo 3 G ULE Lops 5yl ) ge 50
. b/ 9° (o O 2
17 she saw our handwriting and the sentence structure el K S ez o WE
18 she said (.) she didn’t even know our names c e L AT
19 she pointed like this ((pointing gesture)) sentence structure J| - handwriting
20 to a group of girls which | was with them Bl i Lo ad o () 91 s 8
21 ‘next week | don’t want to see you in my classes oo by Sl e 53 e 1S 2 2
22 go and change your major to Arabic History Sociology’ o Jrels B Kosal Y Gl oV o2
23 of course, with due respect to all other majors Pl o b Ay 1 Slasd , 0
24 but she saw my level with the other girls that she pointed at s \ ST b Slawsd) K ol w0 b
25 and that our level do not qualify us to enrol in the English i - =i ol df*“td‘f:“‘ )
26 language programme %é’*uv@ el Lo L By L
27 this really really really frustrated me ' ) e
; . . ool ol L ¢ o2 i
28 | used to say ‘she said that my level is not the level of an ) e o s 5 la oS
29 English student . | G SO P 0Pl
30 Ok but where can | learn English if I'm just a high school &= Sl et Wl
31 graduate? Sl e s U
32 | used to say ‘No, | can. Why can’t 1?’ S8l 81 Bl eSS
33 of course, this was the only course (.) Writing 1 that | failed lads writing 1 sa-g)l 53lll (3la o
34 throughout my years of study Sl M gl a3l (2 L Ls sy
35 | didn’t fail in any other course 53 3 Y 5 ey Lo L sy WAl

asb

Rawan recounts her experiences transitioning into the academic English
environment of her university English programme after graduating from a Quranic
high school with minimal English education. Initially, her limited educational
background in English constrained her agency, making her first university writing
course a ‘life shock.” (line 3). Rawan narrates an incident that captures her early

struggles in the English language programme. The incident provides a standard
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example she revisits to convey the emotional impact of clashing with exclusionary
academic discourse practices as a newcomer from a non-traditional background i.e.,

a Qur’anic school graduate.

However, Rawan exhibited agency by actively resisting the lecturer's dismissal
and persisting in the programme. She refused to accept the lecturer's judgment that
she lacked the proper ‘level’ for an English student by voicing her own internal
dialogue ‘No, | can. Why can’t I?’ (line 32). Rawan's strong desire and personal
identification with English motivated her to push back against structural constraints,
though her agency was still limited at this early stage. Her subsequent academic
success, such as passing all other courses, highlights Rawan's development of
greater agency through exercising her personal determination. Yet structures
continued shaping her learning path. In the following extract (7.4.1.2), Rawan

expressed her perspective as a student in the English language programme.

Extract 7.4.1.2 (Rawan - first interview)

Rawan they would explain in English the whole time SVl a5 2al sk 158
and would use a vocabulary that | never heard () Ll e Jyl vocabulary s
before (.) academic vocabulary

e . . . academic vocabulary 5§
they didn’t treat us like we are just a high school

Ko oo ol bgs 0 dloles gl 156710

O©CoO~NOOTDS,WNPE

graduates
it was a shock for us aoo oS dndlly i8S
‘what is she talking about?’ what is she talking about?
! had t_his questi(_)n in my hgad the whole time o & sl U 831 U
what, is she saylng? what is she saying? B Gl bl g sl B U o)
10 | don’t understand Lo 13 1t ST st el ot o
11 | would go home and open the book and try to read Ut Sl 7l ol
12 so that when | go back to the lecture balas o gl lalao () Ve 30121 o)
13 | can understand | can comprehend L e ey ik 6 e
14 sometimes it worked and ten times it didn’t

Rawan shifts to recall her overall experience as a student in the English
language programme. She emphasizes the unfamiliar ‘vocabulary’ and full English
explanations as a ‘shock’ (lines 1-4), constructing this new linguistic environment as
unexpectedly difficult given that she and the other students were high school
graduates. The constructed dialogue (lines 7-9) conveys her experience of struggling
to understand the language. In addition, later in the interview, Rawan expressed that
during her years in the BA programme, she rarely participated due to the fear of
making mistakes, especially since the lecturers at her time were not tolerant of errors
[1st interview]. Due to these challenges, she did not learn to speak English until later,

after she graduated, despite being a graduate of the English language programme.
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While structures like her educational background, lack of foundation year for new
students, and the university academic English level constrain Rawan's participation,
she exerts agency through her efforts to study textbooks at home while meeting

inconsistent results (lines 12-14) and eventually graduating from the programme.

Rawan's journey through her BA studies was constructed as a challenging one,
which is marked by ongoing struggles, self-doubt, and difficulties in learning the
English language. Her narrative focuses more on the lack of progress rather than
personal growth. These challenges were rooted in various aspects of her academic
experience. The programme's structure lacked adequate support and a preparatory
year for new students, which left them ill-prepared for the academic demands. In
addition, lecturers set high expectations for new students, which added pressure and
a sense of inadequacy to Rawan. Furthermore, the teaching style employed by the
lecturers limited student participation, which hindered active engagement due to fear
of making errors. Rawan concluded her narrative about her BA studies with the
following statement: ‘I have no loyalty to the bachelor’'s degree or to that university, |
was mentally drained in order to graduate’ [1%t interview], which implies deep

frustration with her bachelor's degree programme experience.

7.4.2 The early teaching experience

Rawan'’s early teaching experience was during the final year of her BA studies.
Unlike their counterparts in colleges of education, final-year students were not
required to complete a formal teaching practicum. Instead, as Rawan explained, they
had the flexibility to choose their training placement, provided it required them to use
English. Rawan said that most of her classmates would choose to do their final year
training in banks or companies; however, she chose to work as a teacher at an EMI
international school. Though she wasn’t an English language teacher, she started as
a computer science teacher, and later, the same school officially hired her as an

English teacher after graduation.

In the following extract (7.4.2.1), Rawan talks about her first experiences as a
language teacher in an international school. However, her narrative does not provide
information about her actual teaching practices. Instead, Rawan's account focuses
primarily on an emotional experience she had as a teacher in one of her early English

classes.
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Extract 7.4.2.1 (Rawan - first interview)

1 Rawan in the first class there were four students Sy P25 S gl 196 ey Shss W31 3
2 level 4 students level 4
3 the institute had six levels T .

4 In the first class | attended, | left crying . Y&U UM wé\sw ! QK
5 | went down to the director crying and told S e S L Lo s s ) B
6 her that it was impossible for me to continue 28 Jipe B s K0 5l 2
7 Why? Because during this hour and a half Lo o 5 deludle 5,01a 3 s 438
8 one of the students was smart oy Lo il el Lo 8 SN e oy
9 and showed me two spelling mistakes on the 5y e 250 s J s
10 board , T )
11 these two mistakes stung me Sle et 3 gend
12 so | felt like | can't L Gl S 238
13 and | am a failure and | am and | am By B, b, b b

In recounting her early teaching experiences, Rawan depicts a formerly fragile
self who struggled with deep self-doubt and a lack of confidence in her capabilities as
a novice teacher. Even minor critical feedback from a student provoked intense
emotional distress, which left her to question her competence. Rawan highlights how
she relied on external validation and encouragement from the director to help
overcome these insecurities, which the director did. While acknowledging these early
vulnerabilities, Rawan’s narrative demonstrates the personal growth she has
undergone over time in building perspective and resilience. By framing the narrative
from the point of view of someone who has developed resilience and perspective,
Rawan constructs her current identity as that of an assured and experienced teacher,
contrasting with her former fragile, uncertain self at the start of her career. Through
describing her early struggles, Rawan's account depicts her progression as both a

teacher and an individual.

After working briefly at the international school, Rawan applied and received a
governmental scholarship to study abroad. The narrative then transitions in section
7.4.3 to examine Rawan's experiences in the US. This includes her studies at English

language institutes and her enrolment in an MA TESOL programme.

7.4.3 SA education

Rawan embarked on her study abroad journey in the United States, first
enrolling in an English language institute. She later transferred to a more advanced
institute per her assessment. After strengthening her English skills at these language

centres, Rawan then progressed to an MA TESOL programme.
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The following extract (7.4.3.1) is concerning her general take from her

experiences in the English language institutes.

Extract 7.4.3.1 (Rawan — 2"? interview)

1 Rawan do you remember when | told you that | didn’t daald) o Co U1 B3y () 1 S Lo ) (5 S
2 speaking English fluently until | graduated from RVAURE SUARS RIS
3 university? ST E 452 by oSS
4 from the moment | entered the institute (.) Lol b e
5 | was somewhat shy to speak o s L: ‘
6 afraid of making mistakes el g oK ca
7 especially when speaking with Americans @ Lo 1o ol L
8 | didn't want them to laugh at me 25 e s o) AUl plons e
9 but this feeling changed a lot Gl e el el oS
10 | felt like they understood me even before | ) AHUSTY U8 o
11 completed the sentence N S i LYY ey
12 they gave me this impression that it's okay sk el 2 - bk
13 even if | made a mistake - et et S o
14 they didn't make me feel like | did b S G e Sl g
15 s0, this really boosted my confidence IS e R
16 that | speak English fluently lale B3 & L )
17 or that I'm not embarrassed if | make a mistake ansgal WIS ) (218 ) asenl) e a8 Bl
18 Sometimes | pay attention to the person in front ) ) Skl )
19 of me, -vocabulary— (5,83 Ll
20 what words they use, AP gty S8
21 or what phrases and vocabulary. B i) G sl Al gl
22 this was in the first year

In this extract (7.4.3.1), Rawan presents her experience at the institute as
transformative in building her confidence and willingness to speak English. She
admits being very shy and afraid to converse, especially with native speakers, due to
insecurity about mistakes and fluency. However, Rawan suggests the receptive
environment made her feel understood, accepted, and comfortable expressing
herself. According to Rawan, this inclusive atmosphere ‘really boosted’ (line 15) her
confidence to speak English more fluently without constant self-consciousness. She
highlights how conversational partners used certain words and phrases that imply an
openness to learning through social interaction. Generally, Rawan constructs the
institute as a transformative social space that pushes her abilities through

encouragement.

After achieving the required IELTS score for the postgraduate programme,
Rawan started her journey in the MA TESOL program. In the following extract
(7.4.3.2), Rawan highlights one aspect of the programme that made an impact on her

language proficiency and teaching practice.
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Extract 7.4.3.2 (Rawan — 2"d interview)

1 Rawan honestly, | won't say I'm super smart and o915 5 483 00 B Al Ul s o)
2 talented .

. oAGE
3 but I'm hardworking. ) B i
4 the professors really gave the impression that @e‘w\/\ RPN ey 7 N g
5 when | say a word KU L
6 suggest something 7l J )
7 or share an idea 555 U S
8 or comment .
9 they value what | say they value what I say k! ,|
10 They make me feel like I'm ‘wow’ oy W31 Gyt
11 like | said something beneficial. i dl ol
12 the master's stage really boosted my - s sl s .
13 confidence in terms of language B e
14 and teaching as well o sl 5

Like her experience in the English language institute, Rawan highlights
observational aspects of her experience. Rawan constructs her MA TESOL
programme experience in an overwhelmingly positive light. She highlights feeling
valued by professors who affirmed her contributions, stating this validation ‘really
boosted my confidence’ (Line 12) linguistically and pedagogically. She also
emphasizes her own attentiveness, depicting the supportive environment as enabling
her active participation and growth. While not explicitly stated by Rawan, these
focuses suggest she may derive meaning from the MA through her current role as an
EFL teacher. The confidence gained and inclusive participation-focused approach

could inform her teaching philosophy.

Although containing no formal practicum, Rawan's MA TESOL programme
offered community teaching opportunities that she found beneficial. Particularly, the
professor arranged for them to provide English instruction to refugees and special
needs children. Rawan depicted this as a unique experience in which she lacked a
shared common language with these students, unlike her Arabic-speaking learners in
Saudi Arabia.

7.5 Analysis of Layla's story

Layla's narrative, an English language instructor at a public university in
western Saudi Arabia, highlights the influence of her family's emphasis on English
language learning. It explores her journey through an English language and literature
programme, her early teaching experiences, and her decision to pursue an MA

TESOL in the UK. The analysis focuses on the challenges she faced, the support she
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sought, and the valuable skills she gained through her experiences, including
teaching Arabic, learning new languages, and conducting IELTS workshops. It
concludes by examining the impact of her MA and CELTA qualification on her

teaching practice upon her return to Saudi Arabia.

7.5.1 BA experience

In this phase of Layla’s story, she describes her experience in BA studies in
the English language and literature. Before joining the programme, Layla was
expecting it to be easy, especially with her confidence in her English language skills.
However, the BA programme was not as she expected. In the following extract

(7.5.1.1), Layla talks about her experience in the programme.

Extract 7.5.1.1 (Layla — 15t interview)

1 Layla at first | thought it would be so easy for me

2 because | used to go to summer institute

3 to study English every year since | was six years old

4 but it wasn’t about language at all so

5 first | thought it would be about language

6 but then | found out it was about the literature the linguistics
7 and how to be a good translator

8 yeah | wasn’t an A student though

9 because | struggled at first in learning the language of literature itself
10 and learning the methodology of the linguistics

11 but it was fun

12 they didn’t teach us how to write a paper at all

13 so as far as | recall from my BA studies was (.)

14 only one paper | did

15 and it was 300 words only

16 this was a shock when | started to study MA

In this extract 7.5.1.1, Layla constructs her BA experience as one that
subverted her initial confidence and forced her to adapt to unexpected challenges.
Layla establishes an identity as overly self-assured about her English abilities gained
from years of summer study. However, her expectations are contradicted when she
realizes the focus of the programme is literature and linguistics, not language skills.
Layla positions herself as a struggling novice through using blunt language to admit
she ‘wasn’t an A student’ (line 8) because the unfamiliar content and methodologies

challenged her at first.

Layla's critique of the lack of writing preparation in her BA programme suggests
that she sees academic writing skills as essential for professional and educational

development. Her statement that she only completed a 300-word paper indicates that
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rigorous writing practice and training were notably absent from her undergraduate
experience. Yet when she began her MA studies, she felt shocked by the heightened
expectations for writing which implies a sizeable gap between the actual skills she
developed in her BA and those required for graduate-level work. For Layla, this
difference highlights how foundational writing abilities were overlooked rather than

fostered during her BA programme.

As part of her BA programme, Layla was required to complete training in a
sector where English is used as the primary means of communication. Similar to
Rawan’s experience, Layla had the option of working in banks, sales, or companies.
However, she chose to do her training in a private primary school. In the following

extract (7.5.1.2), Layla answers my question about her early teaching practice.

Extract 7.5.1.2 (Layla — 15t interview)

Budur Do you remember how your teaching was, or where did you get your teaching method from?
Layla firstit was spontaneous
| was trying to follow the teacher’s steps
but then it went spontaneous
because you know the kids you don’t have to have a lesson plan
and do certain steps it goes smooth with them
| didn’t know at that time to have an output by the end of the class
so after 20 minutes | found myself playing with them
but it wasn’t a good teaching skills honestly
10 but it went well
11 now | improved a lot now
12 when | remember, | realize that there were many things wrong that | used to do

©CoO~NOUDhWNPE

*The italic text is translated Arabic text

Layla initially depicts herself as a novice imitating others' teaching methods,
admitting ‘I was trying to follow the teacher’s steps’ (line 3). However, she quickly
portrayed her approach as becoming more improvisational as she realized rigid
lesson planning was unnecessary with young learners. Layla's positive statement ‘it
goes smooth with them’ (line 6) shows her gaining confidence in unstructured play
despite lacking output goals (line 7). However, the passive phrasing of ‘| found myself’
(line 8) implies she fell into an unstructured approach without intention rather than

making planned methodological choices.

While she acknowledges this practice ‘wasn't good teaching skills honestly’
(line 9) her reflective attitude in describing playing with the students after 20 minutes

suggests pride in her natural rapport through ‘it went well’ (line 10). By doing this,
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Layla constructs her identity as an inherently relational teacher who flourished during

this formative phase by following her intuitions.

Nonetheless, by evaluating past pedagogical deficiencies, ‘there were many
things wrong that | used to do’ (line12) against her present knowledge ‘now | improved
alot’ (line 11), Layla also constructs a journey of progress from an intuitively creative

yet methodologically immature trainee to a more knowledgeable professional.

7.5.2 Early teaching experiences

After Layla graduated with a BA in English language and literature, she spent
a summer in Canada enrolled in an English language institute. She does not provide
any details about her experience there but mentions taking the IELTS exam, on which
she achieved a high score. This helped her secure her first job as an English teacher
at a private primary school. In the following extract (7.5.2.1), Layla discusses her early

experiences teaching English to young learners.

Extract 7.5.2.1 (Layla — 15t interview)

1 Layla I didn't know what to do

2 so | used to google the lessons

3 S0, i ((for example)), past participle

4 how to teach past participle?

5 so | was doing exactly as a private tutor

6 ((That is when you stand by the board and write the rule)) seldll (uwiSi ;o) gusll tie (uai Lo
7 maybe it was good for the students

8 but I didn't teach them a language

9 more of like the grammar rules

10 ((I was following this system in my teaching)) (e 8 oUailla @il cuS
11 grammar rules ((and the likes)) /A4S =L/ 5

12 oIS Lo w11l LeS ((Also teaching was not)) more fun

13 Also | didn't know how to be a teacher

14 but not too serious

15 either | teach and become very serious

16 or | don't teach and be more like fun

17 | didn't know how to balance between the two

18 In the time of teaching it is serious teaching

19 and | felt the girls (students) didn't accept this way

20 also | didn't know how to prepare lesson plan at all

21 I didn't know that there was a thing called lesson plan to be honest
22 yeah this experience took one year

23 one whole year

*The italic text is translated Arabic text

Layla's narrative of her first-time teaching English depicts the challenges and
uncertainties she faced as a novice teacher lacking adequate preparation. She
describes relying heavily on online resources, admitting ‘1 didn't know what to do so |
used to google the lessons’ (lines 1-2) when planning grammar lessons. Her methods

mirrored private tutoring sessions, which focused closely on decontextualized
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grammar rules rather than communicative language teaching. Layla questions the
effectiveness of this approach, reflecting ‘maybe it was good for the students, but |
didn't teach them a language’ (lines 8-9). This admission shows her evolving
understanding of quality pedagogy, as the once novice teacher can now critically

examine her early overemphasis on grammar.

Evidence of Layla's difficulty in balancing her classroom persona also
emerges. She wavered between two extremes, explaining, ‘either | teach and become
very serious or | don't teach and be more like fun’ (lines 15-18). Layla notes adopting
a serious stance initially yet felt ‘the girls didn't accept this way’ (line 19) Her strict
persona resulted from uncertainty about assuming the teacher role, as she states, ‘|
didn't know how to be a teacher’ (line 13). Layla constructs her identity as someone
who has gradually learned to adjust to the classroom atmosphere, which contrasts

with her rigid beginnings with a more adaptable present self.

In conveying the challenges of this ‘one whole year’ (line 23) as an
inexperienced teacher lacking methodology awareness and confidence, Layla's
narrative shows the transformative curve of professional identity development
possible through reflecting on difficult early experiences. Her willingness to recognize

past teaching limitations points to the reflective practitioner she has become.

7.5.4 SA experience

Layla's SA experience is divided into two parts: her MA TESOL programme
and CELTA course that she undertook a year after finishing her degree. Unlike the
other participants, Layla is a self-funded international student who went directly from
Saudi Arabia to start her MA TESOL programme in the UK without enrolling in English
language institute (pre-sessional courses). In the following extract, Layla reflects on

this aspect in relation to an incident that happened in the first semester of her MA.

Extract 7.5.4.1 (Layla — 2" interview)

1 Layla | stayed there for a year

2 but the biggest mistake that | made is that | got a high band in IELTS
3 and | got 8.5

4 and | went directly for the programme

5 | didn’t take what they call pre-sessional course

6 the pre-sessional course

7 they teach you how to write a paper

8 improve your writing all of these things

9 as | told you | haven’t wrote a paper before

1
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11 at the first week they asked us to write a 1000 word about any topic that is related to
12 teaching

13 and after | submitted the paper the feedback was one line from my professor
14 and he said ‘you are not ready for masters yet’

15 It was big

16 the biggest shock ever honestly

17 but later | knew what was his points

18 and my weaknesses

what should | do etcetera

*The italic text is translated Arabic text

In this extract (7.5.4.1), Layla presents her experience in the MA TESOL
programme as initially very challenging due to not taking the pre-sessional course.
She highlights not having prior experience with academic writing as a key gap coming
into the programme. When asked to write a 1000-word paper in the first week, Layla
was shocked by the feedback from her professor stating she was not ready for the
master's level. She constructs this as the ‘biggest shock ever’ (line 15) and a critical
early failure. However, Layla frames this as a valuable learning opportunity that
reveals her weaknesses in writing skills and academic preparation. Over time, she

was able to understand the professor's perspective and need for improvement.

Layla defines the experience as a tough but critical period of adjustment.
Without the support of the pre-sessional course, she was forced quickly to confront
her deficits. While devastating, this proved necessary for identifying the gaps she
needed to fill through further learning and improvement.

In reflecting on her MA programme, Layla highlighted two courses that were
impactful for her later teaching - Second Language Learning and Second Language
Teaching. In the former, students had to study a new language; Layla chose Spanish.
She explained that learning Spanish in this academic context provided first-hand
experience with language acquisition methods. Layla found the teaching techniques
she encountered as a learner to be highly applicable to her current English language
instruction. As she stated, ‘the same methods and the same teaching style now I'm
using with my students’ [2nd interview]. For Layla, taking on the role of a novice
language learner in the course enabled her to directly link research concepts to real-
world educational practice, granting insight into effective language teaching

strategies.
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The second course is Second Language Teaching. According to Layla, this
course has elements that are similar to her CELTA course experience, a course that
she values the most as shaping her teaching practice. In the MA course, she learnt
about making a portfolio for activities and worksheets that language teachers usually
use when preparing for their classes.

Layla completed an intensive one-month CELTA course during the summer of
2017, a year after finishing her MA TESOL programme. The course ran daily from 9
am to 5 pm, with teaching practice making up a large portion of class time. Unlike her
theoretically focused MA, Layla expressed that the CELTA provided hands-on
practical training. She taught actual adult students. Layla also mentions preparing
assignments, receiving feedback from tutors, and the demanding pace of packing a
great deal of learning into four weeks. She describes the CELTA as a transformative
‘lightbulb’ [2"9 interview] moment where theory and practice came together through
trial, error, and reflection. For Layla, active experiences teaching and observing

developed best practices in a way theories could not.

Layla constructs the intensive CELTA course as an essential preparation
following her MA TESOL programme. The practical knowledge and skills promoted
through practical teaching experience are constructed as shaping her instructional

practices.

7.6 Summary

In this chapter, | provided analyses of four participants' learning experiences,
which include BA programme experiences, early teaching experiences, and overseas
educational experiences. It highlights the diversity in the participants' experiences and

how they constructed these experiences.

The experiences of Layla, Yasmine, Rawan, and Danah in their English
language BA programmes highlight the interplay between programme structure and
student agency. They encountered structural limitations, including inadequate
programme design and restrictive teaching practices. The lack of foundation years,
misaligned course content, and demanding workloads left them feeling unsupported.
Traditional teaching methods, which prioritised rote learning and limited student

participation, further hindered their progress. However, these women demonstrated
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significant agency in navigating these challenges. They adapted to demands, sought
knowledge independently, and challenged limitations. Layla embraced improvisation
in her teaching, Yasmine engaged in self-directed learning, Rawan persevered
despite setbacks, and Danah defied expectations associated with her part-time
status. Their experiences show how individual agency can thrive even within
imperfect educational structures while underlining the need for institutional changes

to create more equitable and supportive learning environments.

The early teaching experiences of Yasmine, Rawan, and Layla reveal a
complex interplay between structural constraints and individual agency within the field
of English language teaching. All three women encountered systemic limitations,
including inadequate teacher training programmes, unrealistic workload expectations,
and curriculum designs that prioritised traditional teaching methods. These structural
barriers contributed to feelings of unpreparedness, self-doubt, and a reliance on self-
directed learning. However, despite these challenges, each woman demonstrated
agency in navigating their early teaching experiences. They exhibited resilience and
adaptability, proactively seeking out resources, reflecting critically on their practices,
and challenging established norms. Their narratives highlight the need for educational
institutions to provide more robust support systems and training opportunities to
empower novice teachers, while also showcasing the capacity for individual growth

and professional development even within imperfect structures.

Yasmine’s, Danah’s, Rawan’s, and Layla's experiences transitioning from
Saudi Arabian education to Western pedagogical approaches proved challenging.
They encountered constraints, such as unfamiliar teaching methods and assessment
styles, which highlight how existing educational structures can present obstacles for
students transitioning between pedagogical cultures. Despite these challenges, each
woman demonstrated significant agency as they adapted to these new environments.
Yasmine proactively switched language institutes to align with her academic goals
and eventually embraced research-based learning. Danah, through her practicum,
learned to balance compassion with professional judgment in assessment. Rawan's
confidence grew in the supportive environment of the language institute and MA
programme. Layla drew parallels between her own language learning and effective

teaching methodologies. Their narratives emphasise the transformative power of
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practical experience and underline the need for institutions to provide comprehensive

support for international students navigating diverse pedagogical cultures.

The following chapter examines how three participants develop their teaching
practices. It specifically analyses how their experiences shape their desired
pedagogical approaches. The chapter explores the connections they make between
their past and their teaching and considers both the limitations and opportunities their

current teaching contexts present.
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CHAPTER 8: NARRATIVE OF TEACHING PRACTICE

8.1 Introduction

This chapter explores the teaching practices of three participants - Yasmine,
Danah, and Layla - drawing on the rich detail and contextual information they provided
about their work. In doing so, it directly addresses two key research questions. First,
what experiences have shaped the participants' current teaching approaches? The
chapter analyses the connections participants make between their pedagogical
choices and their prior experiences as learners. Second, what enabling and
constraining factors affect the participants' ability to enact their desired teaching
practices? The chapter examines how participants define their teaching within their
current work contexts, including the factors that both support and present challenges

to their pedagogical goals.

8.2 Yasmine

This extract is from Yasmine's 3" interview. As mentioned in Chapter 7,
Yasmine worked as a language instructor/lecturer at her local university before
undertaking her MA in TESOL in the UK. Before starting her MA programme, Yasmine
had to undertake pre-sessional English language courses to fulfil the language

requirement for her MA programme. In this part of the interview, Yasmine is talking

about the time when she returned to her work after finishing her master's degree.

Extract 8.2.1 (Yasmine 3'¥ interview)

1 Budur After you returned from your overseas study (.) o8 0l S8 Sl e ey Lo w10
2 could you tell me about your experience going back to work to § ol Joall 534l 4 £
3 teaching? U3 bl el
4 Yasmine okay | was before oo ot o) e oy Ly m
5 I mean after | returned from abroad and started teaching oyl ) e s
6 | was eager to go back to teaching N n T

7 | wanted to go back to the work environment and fix all the o ) S el o “J & d\
8 mistakes that | did before ((laughter)) () Js
9 before | had the idea that the teacher should be like O p3¥ 34l oSS sisle STH U3
10 | mean formal gformal
11 and the relationship between the student st 0% p3Y A St oy B
12 and the teacher should be something formal )
13 there is more formality and respect G Y 5 el Aol ag KR
14 because all my life | was taught this way ' 1S s 5 o Yol B GY
15 Intermediate secondary ((school)) until university it was the same o s o ) 55 Loy
16 when | went there and | saw how the tutors deal with us e o 2 Los i it - e oo L
17 how it was (.) S s i 5 o ooy
18 the relationship between them was very simple relationship ot e 0 i ) el
19 there was no formality Lyl e
20 the usual smile A Loty
21 you don't feel that you are sitting with a stranger o st ol I pd e
22 more like a friend 3aS sl S
23 and the lecturing style was not indoctrination s e Les ol B b,
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24 that that they would give a lecture (.) no ¥ospele dle g gl
25 it was more of (.) it includes discussion discussion L3 355 sl oS0
26 the student is not passive there has to be something G ssb 48 3V passive o !
27 he/she should be active C active 55 Y
28 he/she should participate Bl e
29 he/she should give his/her opinion R j: \,-v
30 the critical thinking was totally wiped from us L e

31 we didn't have () C)..J bae 0,0 ;)Kcrmcal thinking )
32 that you have a space to say your opinion Al L
33 or that you listen to students' opinions bl st Jlg 48 oK
34 or that you change a way of thinking Mo T prend Sl |
35 the teacher is always right 5 s (Se 2l
36 after | returned no (.) it was different 3 de sn kb 3kuy)
37 | tried to be closer to the students oY oy Lo iy
38 the formal relationship (.) no. Sl 31 o1 gl
39 it became way less almost disappeared Y s 2ol a3
40 I was (.) | tried to be more like a friend than a teacher T

41 | treat them like if there were my colleagues 5 sl i
42 that they are adults b
43 and they know their goals when they come to the lecture il Gl on 8T oy b 5T 31 Syl 28
44 | don't like giving them things & Oy Joe i oalelel
45 and indoctrinate them and leave, no 2 5 Mol i ol g e 5 SR o)
46 | give and take with them 5ol gl
47 | tried to break the boundaries YAl il oLl el ale Gl
48 between the teacher and the students - Mo Ll T
49 but | was shocked ((laughter)) I P ’L{%T jf

50 Itis difficult, really really difficult Al s 3N o S e

x50 50 oo ) (S22) 11Cania) oy

Yasmine here narrates a story of a change in perspective about her teaching
practice. This narrative is structured into three stages. These stages were indexed by
referring to time; 'before’ (line 8) to refer to her previous beliefs, 'when' (line 16) to
mark her experience in the SA context, and 'after' (line 36) to refer to her experience
post-SA study. Unlike the previous narrative that Yasmine provided, she didn't
engage in constructing other characters; instead, her narrative centres around her

own beliefs/practices now against her beliefs/practices back then.

At the start of this extract (lines 3-7), Yasmine provides a narrative orientation
by describing how she felt about returning to work after her SA experience. She
expressed her excitement about returning to teaching. Yasmine's statement

negatively evaluates her past teaching experiences by framing them as 'mistakes’'.

In lines 8-12, Yasmine recounts her previous beliefs. These beliefs centre on
the student-teacher distance; she describes it as 'more formality and respect' (line
12). The description fits one aspect of the long-held teacher-centred approach in the
Saudi Arabian context (A. Alshahrani, 2016), that of power distance between teachers
and students. In this approach, the teachers maintain a formal image by keeping

distance between them and the students.
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In lines 13-15, Yasmine exits this narrative recap of her previous beliefs to
justify why she adapted this in her teaching 'because all my life | was taught this way"'
(line 13). Yasmine's rationale resonates with Lortie’'s notion of apprenticeship of
observation (Lortie, 1975). Yasmine didn't refer to her BA teacher training to explain
this, but she refers to 'all of her life'; k12 education and university education.

In lines 16-25, Yasmine shifts to talk about the SA experience in 'When | went
there' (line 16). Yasmine didn’t specify which part of her SA experience, either a pre-
sessional English language course or MA programme, she is reflecting on, which
suggests a projection of her view of the experience in general. The reflection is
focused on the tutors. Yasmine didn't mention the content of the courses but rather

how the tutors approached the students.

Yasmine's reflections on her SA experience clearly align with Lortie's notion of
the AoO. Her focus on 'how' the tutors/lecturers taught (‘I saw how' (line 16), 'how it
was' (line 17)) rather than the content itself reveals a deep engagement with their
pedagogical approaches. This observational focus allows her to contrast the teaching
styles and classroom dynamics she encountered in the SA context with those familiar
to her from her experiences as a student and instructor in Saudi Arabia. This contrast,
gained through the lens of Lortie's apprenticeship, likely provides Yasmine with a
broadened perspective on pedagogical practices, one that could inform and
potentially transform her own teaching now that she's navigating a familiar context

with fresh insights.

Further, Yasmine presents two contrasting models of teaching through
indexing the words: formal versus informal (line 19), teacher as stranger versus
teacher as a friend (line 22), indoctrination versus discussion (lines 23-25), and
student as passive learners versus active learners (lines 26-27). Interestingly, while
constructing these contrasting models, Yasmine code-switches, specifically using the
English terms 'passive’ and 'active' to describe student roles. This choice of language
suggests that these concepts of 'passive’ and 'active' learning, often central to
Western pedagogical approaches, hold a particular weight or authority for Yasmine.
This was indexed through the consecutive emphasis in the following lines:

Excerpt (1)

26 the studentis not passive passive go
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27 hel/she should be active active 5 o3
28 hel/she should participate e gm
29 hel/she should give his/her opinion Al Jon ¥

Yasmine's discursive construction of a strict divide between the ‘traditional’ and
the 'new' models resembles the Emirati student teachers' responses in Clarke
(2008)’s study. However, in Clarke's study, the student-teacher construction was
attributed to the programme’'s aim: to move from the teacher-centred model in the
Emirati context to the student-centred model. For Yasmine, the construction of the
divide could be motivated by two possible reasons. First, it could be a result of what
she learned in the MA programme that stirred her to reflect on the local model.
Second, it could be triggered by the disparities between the Saudi local education and
the SA context, which might helped Yasmine observe the differences. The reference
to the differences might be because she experienced its influence from the student's
perspective, as a language learner in the pre-sessional English language courses and
as a student-teacher in the TESOL MA programme.

In line 30, Yasmine raises the issue of critical thinking. For Yasmine, the
teacher-centred model didn't cultivate critical thinking for her as a student as it limited
the space for expressing opinions. It also didn't equip her as a teacher to open this
space for her students. Yasmine's narrative here echoes circulating educational
discourse among educators in the Saudi Arabian context, which highlights the lack of
critical thinking among students and the need for innovative approaches to promote
this skill (Alkathiri, 2020; Almulla, 2018; Elyas & Al-Ghamdi, 2018; Omar, 2018). The
discourse of critical thinking has become increasingly dominant in Saudi Arabian
education, culminating in the recent establishment of Critical Thinking as a formal

subject within the public school curriculum (B. Alharbi, 2022).

Yasmine, in her effort to explain the issue of critical thinking, uses the pronoun
'us' in 'wiped from us' (line 30). Yasmine's reference to 'us' here gives a sense of
collectivity to the issue of the lack of critical thinking among those who were brought
up in the same education system. Also, the pronoun 'us’ evokes the peculiarity of the
issue in the Saudi context as opposed to ‘them' in the SA context. It denotes the view
of SA education as promoting critical thinking and local education as obstructing

/impeding it. Yasmine's construction continues with 'we' (line 31), followed by a shift
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to a series of the generic 'yous'. The shift to a series of generic you might be a
persuasive strategy to engage the listener into seeing it from her perspective. Also, it
could have a generalizable effect; that is, this experience is not particular to her, but

it extends to those who are in similar circumstances (Van De Mieroop, 2021).

Excerpt (2)
31 we didn't have (.) 5l bae oKL
32 that you have a space to say your opinion bl odgis Jl2 48 oS
33 orthat you listen to students' opinions M o cprans Sl )
34 orthat you change a way of thinking S g Sl
35 the teacher is always right 3 Je 5 ki skuw)

In this section, Yasmine reflects on her past experiences as a student and as
EFL instructor. As a student, in ‘we didn’t have’ (line 31) and ‘you have a space to say
your opinion’. As a EFL instructor, ‘you listen’ and ‘you change’ (lines 33 &34). This
construction further creates a contrast between her experience and understanding

before and after the SA education.

In lines 36-50, Yasemin focuses on herself. The narrative describes her efforts
to apply her new beliefs to practice. These efforts respond to the earlier narrative of
experience as a learner and language instructor. That is, Yasmine's efforts to 'fix the
mistakes' in her practice were informed by her own experiences as a student and as
an instructor in the same context. Yasmine constructs her effort to promote critical
thinking skills by mitigating the barriers between her and her students and opting for

a discussion approach instead of a lecturing style.

In this section, the narrative construction shifts from explaining her past
experience to her actions now as a language instructor/lecturer at the university.
Yasmine's agentic efforts to apply her new beliefs are indexed in a series of action

verbs (I tried) illustrated in excerpt 8.2.3:

Excerpt (3)
37 Itried to be closer to the students SN R (RE(RCT AN
40 Itried to be more like a friend than a teacher ol Gl oo 8T dy ob 5T G gt 28
47 |tried to break the boundaries ST e
49 but | was shocked ((laughter)) Gl
50 Itis difficult, really really difficult 0 g0 08 o 5
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Yasmine’s efforts seem to focus on alleviating the authoritative power of the
teacher and building a closer relationship with the students. The repetition of ‘I tried’
(lines 37/40/47) imply that she didn’t succeed then was followed by the repetition of
'really really' (line 50) to stress the difficulty of applying her new beliefs in practice.

In summary, the local context, throughout Yasmine’s learning and teaching
career, had one dominant model of teaching, i.e. teacher-centred model. Thus, it was
logical for her to inhabit this kind of model in her early career. However, during her
SA experience, the pre-sessional language courses and the MA programme,
Yasmine was exposed to a different teaching model, which is at the other end of the
spectrum from what she knew and practised. Experiencing the positive influence of
this model on her as a student in the SA context enabled her to embrace it in the local
context, despite the difficulties.

The shift in roles from a teacher in the local context to a student in the SA
context seem to have brought about a change in Yasmine’'s teaching beliefs.
Wernicke (2010) remarks that students in SA focus on content knowledge, while
teachers engage with SA experience 'with the view of later transforming this into
learning opportunities for their students' (Wernicke, 2010, p. 14). The same could be
the case for Yasmine. Yasmine was an English language instructor at her local
university before her SA sojourn. This shift in roles from being a language instructor
to a language learner triggered reflection on her practice in the local context. As seen
in this narrative, Yasmine's observation moved beyond the content of the SA course
to compare the delivery of the courses against her own experience. Similar to
Yasmine's reflections are the participants' reflections in Dressler and Kawalilak
(2022)’s study. Although the conditions of this study differ in contexts, the participants,
Andrea and Matthew, who undertook a language course, reflected 'upon strategies
that they observed, resources that they encountered, and the disposition of teachers’
(Dressler & Kawalilak, 2022, p. 106).

While Yasmine projects a strong orientation toward a student-centred
approach, the last section of the narrative suggests difficulties in applying them in
practice. The following extract is a continuous part of the narrative in which she

explains the sources of the challenges in her local university.

Extract 8.2.2 (Yasmine 3 interview)
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1  Budur How is it difficult? § g e IS
2  Yasmine ltis difficult because of students' acceptance e
3 yeah true we try to change the traditional teaching traditional Jl & S 5 22
4 but still, the student has this idea teaching

5 'no | will remain passive all the time' passive Jbo1 b1 Y" 415 Sb sz LI Y
6 before (.) almost two weeks ago " es b
7 I had a Reading class L el U8 U1 5 o
8 the student is _suppos_ed to speak, explain and answer all the time o) n reading 3 s o6
9 there was no interaction i s s i Uy e I

10 half of the time passed while | was trying to pull words from them = J;w s gL
11 | give them time to discuss between them o o ol G e 5, C T

12 to solve questions together A S A
13 no (.) everyone is working alone sl ::
14 and if she talks to the one beside her PE O35 e = e

15 she would speak off-topic 48 o e o U’B o5
16 we don't have group work W sy S
17 and these things still () g 6 B e Jge B lo
18 we don't have it group work Jl b bus Lo 0o

b o3g2ge g0 ol s3a it

This short narrative extract is generated in response to my inquiry into her
closing line in the previous extract. Yasmine addressed the question and responded,
It is difficult because of students' acceptance’ (line 2). Her response foregrounds the

students as the main challenge influencing her current teaching practice.

In lines 3-4, Yasmine's statement 'yeah true' (line 3) constitutes the move from
traditional teaching to the student-centred approach as the normal course of action.
The constitution of the move could be a result of educational discourses that permeate
all levels of education and call for a change to improve the education status quo.
Further, Yasmine's usage of the pronoun 'we' in 'we try to change' (line 3) could be
expanding the effort to change beyond the interlocutor to include all teachers in the
context who are assumed to embrace the shift from the traditional teacher-centered
approach to a more student-centered approach at a theoretical level. This was
followed by 'but’ (line 4) to negate the possibility of it at the practice level because of
students' acceptance. Yasmine uses constructed dialogue 'no | will remain passive
all the time' (line 5) to project her interpretation of students' resistance to participate
in the class activities. This framing constructs students' resistance as a hindrance in

attaining her intended teaching practice.

To illustrate her point, Yasmine narrates a recent instance in one Reading
class that she is teaching. The reference to the time 'two weeks ago' (line 6) at the
start of her narrative might give more credibility to her account since it's closer to her
status at the time of the interview. It also moves her account from generalities to

specifics. Yasmine sets the expectations for this class, in which the students are
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expected to 'speak, explain and answer all the time' (line 8). However, the students

were not responsive despite her efforts to give them time.

Yasmine wraps up this narrative with a repetition of 'we don't have' (lines 17 &
18). The first refers to group work activities, and the second refers to all classroom
activities requiring student engagement/interaction. Yasmine's usage of the pronoun
'we' here might refer to her local university context. For Yasmine, the activities that
require students to be active in the classroom, such as group work, are not common
in the local context; therefore, the students will not respond to her efforts because it

is out of their role expectations, i.e. 'passive' role.

The following extract is about Yasmine's defining the spaces where she can
apply her desired teaching practice within her local university context. The extract is
generated by my inquiry on the level of the students she is teaching at the time of the
interview. As mentioned earlier, Yasmine is a lecturer in the English Language
department. In addition to teaching English major students, Yasmine teaches general
English courses for preparatory year students (pre-major first-year students) and

English as an elective course for students in other departments.

Extract 8.2.3 (Yasmine - 3'9 interview)

1 Budur Are these major students or general courses students? S Y 5 pasdl DL Yoda 25
2  Yasmine For the major student | (.) see G2 bl paasdl el
3 | focus more on major students Sy 3 GU e 557 oo ST pmasdl e S50
4 more than the general courses ones Pl syl
5 of course the main focus is the major students G el s Sl G e
6 not that | want to be done with this course Gl aalll e Ve ks Glts e
7 ((re_ferrlng to elective/general courses)) o Gyl 81 5 J81 Aslict
8 their numbers are less and | can do S G control st a3 g v
9 | mean there is more control in the class Al b 8 ey gl KB L5 e
10 I can control the time EERTIN e
11 and | give everything that | planned to do e 0 ol e iu» o ;5&%
12 but for the general English courses their numbers are larger : 5088 -

13 and the girls they don't like English S 2 s e 3l “i
14 you are talking to them in something that they dislike . = r“’& e N
15 would | impose things on them and they don't like the subject? e “’u‘““}‘-’"’"?"*“‘ e 2
16 | feel that it would be very exhausting G5 e s S e s 31 g
17 I try (.) | try to deal with the major and the elective the same 165 et 51 31 ot
18 | try to smile always gl 532l Khaw 4l 11 G o o
19 | don't make them feel that NSy formal. 51 e ST & Lo friendly )
20 'I'm going to give you a lecture and leave' S0 g 035250
21 to be more friendly than formal and the like S ol 3 Slaslind 31 i1 G e
22 I'm there for everyone s3la Lz, discussion J) , group work )
23 but to apply the teaching strategies 5 0 G Gl ps 0¥ jmasal) 3 labl sl
24 the group work and discussion and the like aldll pls¥t o Sllall 3 asCell 2l
25 | do that with the major students 3 et 5 M aad S
26 because they have the linguistic competence to discuss GVl Slins LL 2,
27 the problem in the elective courses' students s e Q4L discussion s gt u
28 those who are majored in Islamic studies and Arabic ) (2 Loe
29 their English is weak Aol 1 5) s 4
30 to do a discussion with them in English is impossible ((laughter)) ) !
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31 it is through the acceptance and the response Moo g K, ple sl slge ool (S

32 these things | measure on the students' level s Yoo lomad i) i 13)
33 for example when | teach an elective course o5 @) s already
34 for a girl who is majored in Engineering for example S st o Jo ) b 5
35 she already has a good English otf Bl £ 131
36 if she has a good level ol by 00 20 st o)
37 | would give her what is suitable for her level B I gl Byl gl s g 3 18
38 If her level is low | try to lower it to her level o D
39 and | give to the level of her ability e s 15 e Lol

In extract 8.2.3, Yasmine narrates the factors that influence her decisions in
her teaching practice. These factors could be classified into two interrelated factors:
socio-cultural and situational factors. The socio-cultural factor is the students’
acceptance/resistance to activities that require them to move from ‘passive’ to ‘active’
learners. This could be the case for the general English courses and English as an
elective course for students from other majors. These students take all other courses
in a traditional/lecture style. Yasmine attributes the students' resistance to her efforts
to the status of English language courses to non-major students. She says ‘they
consider it an intruding course to their major' [Yasmine - 1%t interview]. It is an
additional course to fulfil the requirement of their degree, therefore, demanding the
students to engage in unaccustomed activities is regarded as imposing (line 15).
Further, any attempts on her part would be 'exhausting' (line 16) since the students
would resist due to their low regard for the English language courses compared to

their major courses.

The factors are the class size, time constraints, and students' English language
proficiency, which are associated with the type of courses she teaches. That is, in
general, in English courses and elective courses, the class sizes are larger than for
major students and thus uncontrollable. This was earlier emphasized in Yasmine's

first interview 'the larger the class size the more I'm restricted in resources s s\ \K

J Bl <l 8ol [Yasmine - 1st interview]. The time constraints limit the space for

conducting teaching activities that the students are unfamiliar with. This is especially
the case since Yasmine has already experienced resistance to these activities, as
exemplified in the reading class (extract 8.2.2). She expressed earlier that for general
course students, she meets each section twice a week for four hours in total. This
puts her under pressure to follow the syllabus timeline, and any new attempts to

innovate in the classes would risk not meeting the course deadlines.
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The students' resistance is further supported by existing structures and
expectations. The following an example from Yasmine 4™ interview in which she

explains this:

Extract 8.2.4 (Yasmine - 4" interview)

1  Yasmine | mean you try o sl
2 yog work helilrd" f fore ) rst ol Sl el
3 and you pull all of your efforts for something - s 1L e L .
4 then either the girls would resist el 2 s g o 0 2l ol J’% o
5 they don't want anything they are unfamiliar with 055 7 e ol b 6 1 (s ikl ol
6 or they'll raise a complaint s
7 if, for example, you said the exam is external Reading Y , Writing
8 Writing and Reading OIS ety ras b d Lo &

9 naturally you wouldn't bring something from the book el wj M - M‘jwé
10 there were this group of girls Sl o g d
11 they would directly complain to the vice dean A Sess b Je
12 and the vice dean would raise a letter sy gy G,
13 Or she would say 'go back, give them something from ’@a#},qh{é},ﬁjs ¥,
14 the book' . i s as as
15 there are there are things that restrict you o0

At the start of the extract, Yasmine projects her frustration with responses that
she receives on her effort to improve ‘I mean you try / you work hard / and you pull all
of your efforts’ (lines 1-3). This is constructed through the repetition of the generic
‘you’ which could serve interactional function of implicating the listener in problem that
she is talking about. Furthermore, the consecutive use of the pronoun 'you' evokes a
‘shared epistemic space’ with the listener (Heritage, 2012). By highlighting her
relentless effort, she subtly seeks to build empathy and establish an ‘us versus them’

dynamic that underscores her subsequent frustrations.

In this extract, the existing structure, exemplified in the vice dean’s response
to students’ complaints, does not support Yasmine's attempts for change. The change
that Yasmine attempted was not a drastic change; to the contrary, it was part of
teaching language skills, i.e., writing and reading. However, the students are used to
memorization. Yasmine’s decision to bring the exam from external materials other
than the assigned course book is strongly resisted by the students. The students’
resistance is further supported by the university authority, in this narrative, the vice

dean.

The construction of the vice dean in a constructed dialogue, 'go back, give
them something from the book' (line 13) heightened the authority of the vice dean
over Yasmine and overrides the decisions she made in her courses. This was

followed by a repetition of 'there are there are 4 4" to imply further situations similar
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to her example that restrict Yasmine's decisions over her courses. In the second
interview, Yasmine mentioned a similar situation that happened to her colleague when
she attempted to bring a new material to the course. The colleague was given a

warning letter from the administration due to students’ complaint.

Another reflected factor (extract 8.2.3: lines 28-30) is the disparities in students'
language proficiency across different courses. For Yasmine, these disparities dictate
the type of activities she can implement in her classes. The discussion is not a
possible activity with students of low English language proficiency. The students with

low English language proficiency are typically non-major students.

On a general level, Yasmine maintains her beliefs regarding the student-
teacher relationship with all of her students: to be friendly and smile. This is
constructed to maintain a caring teacher attitude. Yasmine describes her teaching
practice as responsive to the situation. That is, Yasmine defines her approach as
evaluating students' ‘acceptance and the response’ (line 31) and 'students’ level' (line
32).

8.2.6 Summary

This analysis examines Yasmine's narrative of teaching practice, focusing on
how she constructs her past educational experiences in relation to her current role as
an EFL instructor at her local university. Yasmine draws a clear contrast between her
early experiences as a student and EFL instructor in Saudi Arabia and her subsequent
experiences as a language learner and MA student in the SA context. She positions
the SA context as a transformative period, one that led her to embrace a more
student-centred approach to teaching in contrast to the traditional teacher-centred

methods prevalent in her prior experience.

This shift in belief, sparked by her SA experiences, is evident in Yasmine's
emphasis on reconsidering the teacher-student relationship, advocating for more
active student roles, and prioritising the cultivation of critical thinking skills. These
pedagogical values are rooted in her own reflections on her experiences as a student
in Saudi Arabia and solidified through her exposure to different approaches in the SA

context.
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Despite her strong convictions about student-centred pedagogy, Yasmine
expresses difficulties in consistently applying these beliefs in her current teaching
practice. She identifies a confluence of socio-cultural, situational, and institutional
factors that constrain her ability to fully implement her desired approach. This tension
between belief and practice highlights the complexities of navigating pedagogical

change within a specific educational context.

Unlike other participants in this study, Yasmine works in a university setting
where the English language programme faculty teach a wide range of students and
courses, from academic English for majors to general English for preparatory year
students and electives for non-majors. This lack of departmental division, combined
with the demands of teaching students with diverse English proficiency levels and
class sizes, necessitates constant adaptation in her teaching methods.

Yasmine's narratives are imbued with a sense of injustice and discouragement,
stemming from a perceived disconnect between her university's expectations and the
support provided for meaningful change. Having been encouraged to pursue further
education in the SA context with the expectation that she would contribute to
improving educational quality, Yasmine feels frustrated by the institutional barriers
she encounters. This frustration is compounded by the broader societal discourse in
Saudi Arabia, which emphasises educational reform and positions graduates of
international programmes, like Yasmine, as agents of change. However, Yasmine
finds that the existing structures within her university act as a constraining force,

limiting her ability to implement the pedagogical approaches she values.

8.3 Danah

The following narrative is from Danah’s 15t interview. The focus was on her BA
experience. | asked her about the teaching practicum in her BA studies which
generated a lengthy narrative, of which the following extract is a part. Danah is now
working at a large university in the western part of Saudi Arabia. She is a language
instructor in the university English language institute, which provides English

language courses for preparatory year students.
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Extract 8.3.1 (Danah 1t interview)

Danah

our education period

I mean (.) for example when | graduated

the four years that | studied here

I mean my bachelor's degree

the year that | went to the US | felt it was totally different
| felt that all what I've studied before had nothing to do with the
years l've studied in US

totally different

different in the content, the delivery, the assessment
even at a personal level, you know

Because |, personally

it was more of a pressure pressure pressure ((referring to her BA
studies))

'now | have an exam | have to achieve an A’

and | would go to this lecturer and that place

but what did | gain?

how | analyzed?

did I do reflection or not?

| wrote the paper

did | add an opinion or not?

did | search or not?

At the same time I'm trying for my students

that my experience would be beneficial for the students
and for that (.) not to praise myself

but | feel my classes are different

the girls, | feel, they feel more comfortable

I mean, | don't pick on details like

'if you want to sit wearing your Abaya fine,

if you want to take off take it off'

| mean it is not that

‘| don't care | would disregard you and disregard your feelings
but you sit with comfort'

the girls really sit with comfort

for using for example cell phones

| would let them use it but in an exciting way

for example (.) sometimes we play Kahoot or Tablet
or we would make a hashtag on Twitter

and all of them participate

| didn't leave a feeling of

‘oh I'm in a lecture and | have to turn off my cell phone'
Ileftitasitis (.) like we were in the US

really | felt these things

these details made a difference with the girls

*((text)) transcriber comments
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This narrative extract is broadly divided into two parts; Danah's BA experience

implicated with SA experience and reflections on her teaching practice. More

precisely, this narrative construction highlights the perceived links between Danah's

early experiences as a student and how she now draws on these experiences in her

teaching practice.

At the start of the narrative, Danah refers to her BA education as 'our education

period' (line 1). Like Yasmine, Danah used the pronoun 'our' to refer to her early

education, more precisely, her BA education. Her description reflects the reality of the

status of education in Saudi Arabia at that time. Further, this reality is construed as a
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collective in the sense that she directly refers to me due to her knowledge of my
background from an earlier conversation. This direct reference highlights a key
feature of 'acquaintance interviews' (Garton & Copland, 2010), demonstrating the
participant's confidence in my ability to recognize the context. Further, it assumes that
all BA students in this context shared similar experiences at the time of their BA study.
The reference to 'our' implies a difference from the 'theirs’, which might refer to the
current status of students in the local context. It generates a contrast between the old

and the new education in terms of students' experience.

In lines 2-10, Danah narrates her BA experience to explain the difference
between this and her SA experience in the US. The emphasis on the difference is
repeated three times (lines 6 & 9 & 10). Danah frames these differences to the

‘content, the delivery, the assessment even at a personal level' (lines 10-11).

In lines 14-21, Danah's construction of her BA experience projects contrasts
between her BA study and her SA experience. She evaluates her BA experience as
‘pressure’ (line 12). The pressure was as a result of her focus on attaining high scores.
To illustrate her perspective, Danah consecutively constructs two discursive
strategies. First, the repetition of the word 'pressure’ augments the intensity of the
experience. The second is the construction of internal constructed dialogue in 'now |
have an exam | have to achieve an A' (line 14) to elaborate on the experience by
engaging the listener to view the experience at that time from her perspective. These
constructions were followed by her efforts to attain high scores through 'and | would
go to this lecturer and that place’ (line 15). The use of the pronouns of 'this’ and 'that'
with no specific references imbues a sense of the constancy of her focus throughout
her BA studies.

The implied contrast between her experiences is evident in lines (17-22) when
Danah interjects her narrative about her BA experience with a series of rhetorical

qguestions to herself.

Excerpt (1)

17 how | analysed? e ke
18 did | do reflection or not? YY , reflection s bl
19 | wrote the paper paper Jl =S b
20 did | add an opinion or not? $Y 5y e
21 did | research or not? TYY, e
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The constructed questions offer an implicit critique of her BA experience,
suggesting that her focus on high grades may have limited her deeper learning.
However, they simultaneously frame her SA experience positively, which she
explicitly connects to her current teaching practice (line 41). This phrasing could
reveal her teaching philosophy, which emphasizes student analysis, reflection,
opinion formation, and research. This is underlined in the line 'my experience would

be beneficial for the students' (line 23).

In lines 22-43, Danah explains how her previous experiences are brought to
her practice. Danah projects her classes as 'different' from other instructors. The
difference is built around classroom management. The construction of her classroom
rules is based on unspoken classroom rules in the Saudi context. The first rule is that
students should take off their 'Abaya’ (a long loose garment) in the classrooms. The
Abaya is typically worn in gender-mixed spaces such as streets, malls, hospitals etc.
University campuses are female-only spaces; therefore, it is expected that students
take off their Abaya within female-only spaces. This expectation extends to
instructors’ own guidelines in which they ask students to take it off inside the
classroom. Danah establishes her difference from other instructors in not adhering to
the expectations and leaving it to the students to decide. This was emphasized by a
constructed dialogue of herself 'if you want to sit wearing your Abaya fine, if you want
to take off take it off' (lines 28-29), which contributes to the construction of her as
different from the other instructors. Danah immediately follows her description of a
relaxed classroom atmosphere with a constructed dialogue: 'l mean it is not that |
don't care | would disregard you and disregard your feelings but you sit with comfort'
(lines 30-32). This seemingly contradictory statement highlights her attempt at
impression management. By explicitly stating, ‘it is not that | don't care,’ she directly
refutes a potential interpretation of her approach as neglecting student needs.
Instead, she positions her emphasis on comfort (‘you sit with comfort’) as entirely

compatible with, even driven by, her care for their well-being and learning experience.

The second assumption about classroom rules is that students are not allowed
to use their cell phones in the classroom. Danah presented her approach to using cell
phones as a means of innovation and integrating technology in her classes. In line
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(4), Danah uses constructed dialogue, 'oh I'm in a lecture and | have to turn off my
cell phone' to project her interpretation of the students' perspective on using cell
phones in their classes. This rhetorical device enables her to frame her approach as

correct and projects an understanding of students' feelings towards classroom rules.

Danah positions herself as someone who challenges traditional classroom
rules, prioritizing student comfort as a means to foster motivation and engagement.
She believes that this approach, leading to a more relaxed and 'exciting' (line 35)
environment where 'all of them participate’ (line 38), ultimately creates a more positive

classroom atmosphere in her view.

In lines 41-43, Danah professes that her approach is similar to what she
experienced in her SA studies in the US 'like we were in the US'. Her reference of 'we'
here might be due to her knowledge of my experience in the US. It also presumes the
commonality of experiences with those who study abroad. That is, all SA graduates
experienced similar classroom ‘comfort' in their abroad studies. It also frames it as a
common-sense way of managing the classroom since 'we' experience it as students

in the SA context.

The following extract is from Danah's fourth interview. It is important to note
that throughout the interviews, Danah evaluates her classroom practice as free from
problems. Her work context and teaching practice were constructed in a positive light.
In response, | posed a question about the system in the university in regard to English

language teaching, which generated a lengthy extract.

Extract 8.3.2 (Danah 4™ interview)

1 Danah We have two levels one and two two jone il bue L)
2 It is unified ((referring to the exams)) It is unified
3 which is confusing as well e 5l e u 1
4 are all the instructors are doing what we need to do ofet s S Which s
5 Covering all the SLOs? all the instructors are doing what we need to Ja
6 because even the questions it is not us who write them do
7 the men section do covering all the SLOs ,
8 there is one main instructor in charge of the assessment ot 1 bl o ¥l o
9 he is the one who write the exams ) A N
10 so you don't write them el U 535
11 and you don't know about the others W J) 52 assessment JI 3 Jypme Sl 5
12 those who are teaching the same course sl in s W desudl o (g5 e 5 ldad f ol O
13 you don't know how they progressed and so on s Sy s S o s b
14 each one would bring their own worksheet s o worksheet oz » 5
15 each one would bring their own exercise d T
16 each one would show them a movie nuie o exercise vt ooy
17 each one would do this and that (S FOSTIIEIN F I L PUSTRIIN )
18 it is hard for the students It is hard for the students
19 it is not fair
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20 they are being evaluated on your own perspective It is not fair
2o\ i perspective I e el (.g:‘“ e
*SLOs: Student Learning Objectives

In this part, Danah talks about the unified exams across all sections of English
language courses. These sections are levels one and two, which means that the
students are pre-major preparatory year students. Danah is criticizing the unified
exam system in her university. This starts with the question, 'are all the instructors are
doing what we need to do covering all the SLOs?' (lines 4-5). Danah explained earlier
in the interview that the system is guided by SLOs (Student Learning Objectives),
which means that instructors have freedom in the courses as long as they cover the
SLO guidelines. The question here is intended to cast doubt on the possibility that
teachers are covering similar aspects in their classes. It further projects Danah's
disagreement with this system. In lines 6-9, Danah's statement, 'it is not us who writes
them' (line 6) highlights her distance from the decision-making process around

student assessment, suggesting a sense of frustration.

In lines 10-13, Danah summarises the issue of unified exams. The problem is
distance from the decision-making process in the contents of the exams and the
ambiguity of the other instructors' practice and progress. In her effort to explain this,
Danah constructs a rhythmic pattern that starts with generic 'you' as in 'you don't write'
(lines 10) 'you don't know' (line 11) and 'you don't know' (line 13). The framing of the
statement with generic 'you' might create ‘shared epistemic space’ in which speaker
and listener have a common understanding of a situation (Heritage, 2012). Danah
further explains the ambiguity about other instructors’ teaching activities and progress
in rhythmic patterns to amplify this issue. Danah's construction of the influence of the
unified exams on the education process is projected from the perspective of the
students. That is, she did not mention how this system influenced her teaching
practice, nor does she reflect on making efforts to work against this system. The focus
on students' perspectives might also contribute to projecting a caring teacher attitude

by placing the students at the centre of the educational process.
8.3.3 Summary

Danah constructs her teaching practice by drawing on her experience of
studying abroad in the US. She aims to create a classroom environment that

resembles the ‘comfort’ she experienced during her time abroad, believing that this
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leads to better student motivation and engagement. Danah presents herself as
different from other instructors by subverting traditional classroom rules, such as not
requiring students to remove their Abaya or allowing cell phone use in class. Her
teaching philosophy emphasizes student-centred learning, which focuses on

promoting analysis, reflection, opinion formation, and research.

Throughout the narrative extracts, Danah projects a caring teacher attitude,
considering her students' feelings and perspectives in her approach to classroom
management. However, she also expresses frustration with the unified exam system
in her university, as she feels disconnected from the decision-making process
regarding exam content and highlights the ambiguity surrounding other instructors'
teaching activities and progress. In general, Danah's construction of her teaching
practice is influenced by her study abroad experience, which she uses to create an
engaging and comfortable learning environment, even though within the constraints

of the institutional system.

8.4 Layla

As stated in Chapter 4, Layla has a BA in English language and literature and
an MA in TESOL from the UK, where she also undertook a CELTA course. Layla is
now working as an EFL instructor at a large university in the western part of Saudi
Arabia. Similar to Danah, Layla’s university is a well-established urban university. The
university has an English language institute that provides foundation English
language courses for university programmes such as Medicine and Engineering. In
this extract, Layla reflects on what she learned from her educational experiences.
More precisely, she is reflecting on the influence of the SA experience on her teaching
practice. The extract is generated by my direct inquiry about her experiences and

teaching practice now.

Extract 8.4.1 (Layla 2"% interview)

Budur Is there anything that you took from your educational experiences to your practice
now?
Layla let me tell you something
my BA was the longest
and four years but | didn't learn as | learned from my MA to be honest
Maybe because | was young
or | didn't focus on my studies that much
I honestly don't know what's the problem
but I learned from my master
10 and I'm applying some of the teaching methods
11 some of them were part of the theories we studied
12 others were my teachers' attitudes in the classroom

©CoOo~NOOA~WNE
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13 kind of affected me

14 also | liked the British kind of teaching style

15 they don't use a lot of technology

16 they give you the information

17 and you understand everything only with papers
18 if I, one day, | went to the class

19 and my computer or the projector broke

20 and it didn't work

21 I'm going to be stuck without anything to be used
22 but they taught me if the computer broke

23 you can deliver your class successfully

24 and it could be even more fun

25 with worksheets

26 with games

27 with changing the chairs

28 Many many other ideas

29 and | like this thing about them

30 but the course that | learned from the most were Turkish and Spanish language
31 because actually there was language learning
32 because the same methods

33 and the same teaching style now I'm using with my students
34 because they were teaching me a language

35 and now I'm teaching my students a language
36 at the end it is the same thing

The start of Layla's narrative was framed as a contrast between her BA
experience and MA experience abroad. The comparison could be due to my question
format, which triggered the construction of educational experiences in comparison.
Layla focuses on highlighting the contrast between SA and BA, with SA having a
much stronger influence. Like Yasmine and Danah, the BA experience is presented
as not contributing to her practice. However, the rationale for not benefiting from it
differs. For Layla, it was attributed not to the BA education itself but to other possible
reasons, such as being young and not focusing on her studies. The focus of her

narrative then shifted to explain what she learned from her MA studies.

In lines 9-13, Layla recalls what she learned from her MA studies. The learning
emerges as a result of MA programme's content in ‘teaching methods' (line 10) /
'theories' (line 11) and her observation of the programme's instructors in 'my teachers'
attitudes' (line 12). The reference to teachers' attitudes is connected to how these
attitudes influenced her as a student 'kind of affected me' (line 13). Layla’s reference
to the teacher’'s attitude is similar to Yasmine's observation. The contrasting
differences between her experiences as a student in the local context might trigger
the observation of the unfamiliar in the SA context. This observation is greater when
EFL instructors shift to students in the SA context.

In lines 14-17, Layla provides an example of what she learned from the SA

experience. She explains her preference for what she referred to as the 'British

165



teaching style' (line 14), which is constructed as not relying on technology. Here,
Layla's narrative construction is responding indirectly to circulating discourses in the
Saudi context around the need to integrate technology in education. This is clear
throughout the participants' narratives. For example, in Yasmine's narrative (extract
5: line 7), she discusses integrating technology as part of her teaching duties of
preparation and innovation. Another example from Danah's narrative (extract 3; lines
34-37) is about students' use of cell phones in the classroom as an 'exciting' way of
teaching. In this extract, Layla is subverting these discourses by foregrounding her
preference for the 'British' way as opposed to the 'Saudi' way of teaching. This is

evident in the following lines:

Excerpt (1)

18 if I, one day, | went to the class

19 and my computer or the projector broke

20 and it didn't work

21 I'm going to be stuck without anything to be used

Here Layla interrupts her own narrative with a possible scenario to illustrate
her point. The example problematizes the idea of over-reliance on technology in
teaching. The shift to providing examples and the construction of this shift with 'if

statement might be a way to persuade the listener of the rationality of her perspective.

In lines 24 - 29, Layla's alignment with the British teaching approach is
emphasized when she adds, 'it could be even more fun' (line 24). This starts a
persuasive account that responds to the assumption that technology in the classroom
is fun for students. This was followed by explaining how it could be fun to construct a
list (excerpt 8.4.2). The repetition of the words 'with, many' in the list creates a
rhythmic effect which implies, contrary to expectations, that the list is long (Tannen,
2007).

Excerpt (2)

25 with worksheets

26 with games

27 with changing the chairs
28 many many other ideas
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Layla construction in this section establishes her knowledge of various
teaching activities that she learned from her SA experience. The persuasive account
of the value of this approach illustrates her teaching belief, which is presented as a

counter-discourse to technology integration in teaching practice in the Saudi context.

In lines 29-36, Layla shift to explains the course that she benefited the most
from her MA studies. As part of her master's programme, Layla had to enrol in a
course to learn languages other than English and reflect on her experience learning
these languages. Layla enrolled in Turkish and Spanish courses. In this part of the
extract, Layla draws a link between her experience as a language learner in the MA
programme and her teaching practice now. She relates the idea that her being a
language learner enabled her to adapt what she learnt in her teaching practice now.
The reflection is based on her observing the 'methods' and 'teaching style’ (line 32).
Although it differs in narrative construction, Layla's observation is similar to Yasmine's
(extract 1) observation of the instructors in the pre-sessional English and MA
programmes. This reflection might result from a shift from the role of an EFL instructor
in the local context to that of a language learner in the SA context. This shift might
trigger noticing beyond the course content to include how the courses are delivered,

which is evident across the participants' narrative.

In the following extract 8.4.2, Layla is reflecting on her teaching practice at her
university. It is important to mention that Layla works at the same institution as Danah.

This extract projects a different perspective on the same structure.

Extract 8.4.2 (Layla 3 interview)

1 Budur Do you recall taking anything from your master studies to your current teaching practice?
2 Layla well actually | was shocked that during my master

3 it was different from the way it was going on in my university

4 because we had many theories that the university kind of didn't have time to hear
5 they said that we appreciate all the knowledge that you have

6 that's why we are giving you a symposium at the end of each year

7 you can present your paper

8 you can do a workshop

9 even during teaching

10 you can do a workshop if you have the knowledge

11 a certificate that you can do for other colleague

12 but when it comes to teaching (.)

13 actually my masters didn't help me much

14 not because the masters wasn't as good

15 but because we had kind of fixed system

16 maybe at the beginning of modules

17 | used to do worksheets and games and stuff

18 but | felt so depressed

19 so it was kind of depressing for me as a teacher
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20 to do only worksheets and games in the class

21 because everything is fixed

22 I know my student

23 I know their level of learning

24 | know their needs

25 However | couldn't help them

26 I just explain the curriculum three times four times until they get the idea
27 so mainly | know the way it's going in the university

28 so | used to take the grammar rules

29 explain it to the students

30 you know when we go to a private tutor how she explains the lessons
31 it seems so traditional

32 and you feel it is not a modern way

33 and on the long run it will not benefit the students

34 this is the way it was going

35 I mean the girls were keen to get A+

36 so that they can go to Medicine or Law school

37 | helped them that way

In the previous extract, Layla made links between what she learned from her
educational experiences, more precisely, the SA context. In this extract, Layla
narrates her expectations after she finished her MA and the reality in her working
context. The construction of this narrative could be divided into two ideas: first, the
exclusion from the educational decisions and second, the influence of this system on

her teaching practice.

In line 2-12, Layla expresses her shock when she returned to work. The 'shock’
implies an expectation that Layla had prior to commencing work. This expectation is
that since she has the knowledge in the form of an academic degree, her voice will
have value in the decision-making process. However, when she returned, her
expectations were not met. Layla's explains that she and other EFL instructors
implicated in ‘we' (line 3) had suggestions ‘theories' that were not welcomed by the
administration. Layla presents the administration’s response in the form of a dialogue
which might be a way to summarize their perspectives on the spaces in which
instructors can voice their suggestions. It also establishes the authoritative power of
the administration by setting the spaces through which the instructors' voices are
valued. These spaces are an annual symposium for presenting a paper or doing
workshops for their local college or other colleges (lines 6-11). Layla' construction
further works towards elucidating the exclusion/positioning of the instructors away

from the decision-making processes i.e. 'but when it comes to teaching' (line 12).

In lines13-16, Layla interjects her narrative with an appraisal of the value of her
MA studies to her teaching practices. The MA experience is framed as having no

value in practice due to the ‘fixed system' (line 15) at the university. Layla's
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descriptions of the system as 'fixed' entails confining and limited room for change.
The ‘'fixed system' influence is projected in two ways; being unresponsive to
instructors' voices on the educational processes and the summative assessment
practices in the form of unified exams that dictates her teaching practice which she
mentioned later in lines (26-37).

In lines 17-21, Layla constructs the system as a source of demotivation to
innovate in her classroom, evidenced by the contrast between her early attempts ‘I
used to do worksheets and games and stuff’ (line 17) and her work now ‘I just explain
the curriculum three times four times until they get the idea’ (line 26). The demotivation
is projected in two ways. First, in her inability to fulfil her desired teacher self in 'so
depressed’ & 'depressing for me as a teacher' (line 18-19). Second, her inability to
help her students ‘I couldn't help them’ (Line 25). The latter is presented using a three-
part construction (Jefferson, 1988) that start the repetition of 'l know' (excerpt 8.4.3).
This construction functions at several levels. First, it emphasizes Layla's views on
summative assessment practices. Second, it subtly evaluates the system as
neglecting students' needs. Third, it creates a sense that her knowledge and expertise

are being undervalued in her work.

Excerpt 8.4.2 (1)

22 | know my student

23 | know their level of learning
24 | know their needs

25 However | couldn't help them

In lines 26-27, Layla defines her teaching practice in the light of the existing
structure. For Layla, dismissing her input in the system of the unified exams led her
to adopt a traditional teaching practice exemplified in 'l explain the curriculum three
times four times until they get the idea' (line 26). Layla states, 'l know the way it's
going in the university' (line 27) which indicates her awareness of the power structure

in her institution. This awareness led her to inhabit her current teaching practice.

In lines 28-37, Layla provides an example of her grammar teaching practice.
Layla describes her teaching practice as 'a private tutor'. The reference 'private tutor'
in the Saudi Arabian context is frequently associated with traditional teaching methods
that rely on memorization and repetition. In the first interview, Layla mentions the

same example to describe her first teaching experience. The reference of 'private
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tutor «=d 4. ,3" is used to imply outdated methods compared to 'modern way' of
teaching (line 32). Although Layla does not align with this approach, 'it will not benefit
the students' (line 33), she constructs it as adhering to students' needs to achieve

good grades for Medicine or Law school.

Layla’s explanation depicts her as being caught between her desire to teach
her students based on her knowledge of their needs and teaching them for the sake
of achieving high scores. It shows her alignment with what she learned in the SA
context while having to adapt to her prescribed teaching role. Further, the construction
in this narrative depicts the teacher as a saviour who wants to help students learn the

language and help them achieve their desired scores.

8.4.3 Summary

The analysis draws on Layla’s narrative of teaching practice. It highlighted the
links between her previous experiences and her teaching practice. Similar to Danah
and Yasmine, Layla draws on her SA educational experiences to inform her teaching
practice. Layla projects her belief about teaching with what she called the ‘British’
style of teaching, an approach that she learnt in her SA experience. Layla's
perspective is constructed in contrast to the local discourse on the need to integrate
technology in the classroom. She presents a persuasive argument that challenges
this perspective, highlighting her view that technology is not necessarily conducive to
effective learning. Another SA experience that was directly linked to her practice is
when she enrolled in a language learning course. Layla professes that she draws on
this experience by bringing the teaching methods and materials that the language
instructors used in that course. Like Yasmine, Layla’s reflection on the links between
her SA experience and practice is focused more on experiential learning (i.e the how

of the experience) rather than the programme content.

The second part of Layla’s narrative of practice is about her experience now at
her employing university. Layla’s expresses frustration about her current status in the
university due to the dismissal of her input to improve the educational process and
the summative assessment practice. Despite her effort to endorse SA learned
practices in her classroom, summative assessment practice is projected to define her
current practice as more traditional practice. For Layla, since the summative

assessment is an unfair practice, the way to be fair to her students is to teach them
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in traditional way so that they could achieve good grades that qualify them for

Medicine or Law school.

8.5 Conclusion

In this chapter, | provided analyses of three participants' narrative of teaching
practice. The analysis highlighted the constructed links that the participants draw
between their educational experiences and their teaching practice now. It is evident
in their narratives that their SA experiences somehow informed their teaching beliefs
and practices. Further, the analysis shed light on the obstacles that the participants
encountered in attempting to apply their desired practice. The following chapter is the

discussion chapter which will focus on answering the research questions.

171



CHAPTER 9: DISCUSSION

9.1 Introduction

In this study, | have explored Saudi EFL instructors’ narratives of experiences.
The aim of this chapter is to gather the threads of the analytic findings and highlight
the significance of the study in the field of language teacher education, more
precisely, professional learning and study abroad within the Saudi context. This
chapter is divided into two sections. The first section will address the participants’
career histories, more precisely, educational trajectories. It addresses Q1: How did
the participants construct the influences on their educational choices? Q2: How do
the participants construct their learning experiences? The second section is focused
on the participants’ practice now as EFL instructors in Saudi Arabia’s higher education
institutions. It addresses Q3: What are the experiences that informed the participants’
current practice? Q4: What are the enabling and constraining factors that affect the
achievement of desired teaching practices?

9.2. Q1 How did the participants construct the influences on their educational

choices?

The analyses reveal that the participants’ educational choices were ‘a process
as opposed to an act’ (Fernandez, McGregor, & Yuldashev, 2021, p. 892). It shed
light on the participants’ dialogue between their internal reasoning and external
structures. It reveals that their educational choices were not only influenced by a
complex set of factors but also informed by their own experiences and ambitions. In
the following, | highlight the themes that emerge as shaping the participants'

educational choices, either BA choice or decision to study abroad.
9.2.1 The influence of family

Family emerged as one prominent factor that influences the participants'
educational choices, chiming with several studies on Saudi students' educational
choices (Almoaibed, 2020; Yakaboski et al.,, 2016). In this study, family as an
influence appears in the participants' narratives in different ways: as a motivating
factor to pursue their desired pathways, as a hindering force, and sometimes as both
constraining and enabling. Participants often described their families’ past

experiences as shaping their own educational choices. Sometimes, these
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experiences served as a positive model, motivating them; other times, they acted as
a cautionary tale, leading them to different paths. This is seen in Yasmine’s and
Layla’s narratives of BA choice. Yasmine did not want to follow her sister’s path as a
maths teacher. In contrast, for Layla, the choice of English language programme was
motivated by her observing her family; her father and sisters were English programme
graduates. In addition, the absence of family as an exemplar was projected in some
cases as a deterring force from seeking overseas education. This appears in Rawan’s
narrative about her father's uncertainty due to the lack of past experiences on which
her family could base their decision.

Family voice is constructed in the participants' narratives differently and is often
used to elaborate agentive decisions. For example, in Danah’s narrative, the family
voice is constructed as a hindering force toward her desired major. Danah asserts her
individuality by not listening to her family's concerns; rather, her choices were
constructed as driven by her own desires and personal beliefs. For Rawan, the family
voice demonstrated through her father was projected as a support to her wishes to
seek overseas education by attempting to solve the financial issues and the Mehram's
condition. At the same time, his voice is a constraint when he was hesitant about the

idea of her studying abroad.
9.2.2 Mobility and socio-cultural norms

One of the themes that appears across participants' narratives is the issue of
mobility and socio-cultural norms influencing decisions about studying locally or
overseas. Historically, Saudi women have faced mobility restrictions due to legal
reasons, such as the ban on driving and restrictions on living alone. This is in addition
to the socio-cultural norms of Saudi society, where all family members, especially
females, are expected to live in the same household until marriage (Almoaibed, 2020).
These factors have restricted women's access to education (Baki, 2004), particularly
for those living in remote areas. However, recent years have witnessed significant
changes regarding women's mobility, as mentioned in Chapter 2, including lifting the

ban on women driving in 2017 and permitting adult women to live alone in 2020.

The issue of mobility, intertwined with socio-cultural norms, surfaces in the
participants' narratives. For example, Yasmine's desire to study in a field befitting her

capabilities as a top student was hindered by the structures that made it difficult to
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study outside her hometown. Similarly, while Rawan favoured two majors equally,
English Language and Jurisprudence of Inheritance, she abandoned the latter

because it was located outside her hometown.

Furthermore, the issue of mobility appears in their choices regarding studying
abroad, specifically concerning the Mehram condition for scholarships. As mentioned
in Chapter 2, until recently, Saudi government scholarship programmes, such as
KASP, required female scholarship recipients to fulfill the condition of having a
Mehram accompany them during their overseas studies. Rawan's case exemplifies
how the initial absence of a Mehram restricted her ability to study abroad. Layla also
encountered the Mehram issue when expressing her desire to study abroad to her
family. Although Layla was self-funded rather than on a government scholarship, thus
not subject to scholarship conditions, the need for a Mehram while traveling abroad

was then a socio-cultural norm and expectation for women studying overseas.

9.2.3 Job and professional development

The prospect of securing future employment, gaining English competency, and
advancing professionally emerge as salient motivations in the participants’ narratives
of educational choices. The perceived linkage between English proficiency and labor
market opportunities is well-established in the Saudi context (Algahtani, 2022;
Alrashidi & Phan, 2015). As noted in Chapter 2, the emphasis on English language
skills has increased since the introduction of Saudi Vision 2030 in 2016 (Khawaji,
2022), shaping discourses around the value of English competence. The participants
draw on similar discourses to justify their educational decisions. For example,
Yasmine chose English because others said it ‘has a future’, envisioning becoming
an English teacher and expanding job prospects. This demonstrates the projective
dimension of agency when considering career outcomes. Similarly, Layla referred to
the reputation of English literature graduates for desirable teaching positions as a
factor in selecting her major. The decision to study abroad was also linked to goals of
language proficiency and professional development for some participants. Rawan
believed immersing herself where English is spoken would finally make her fluent.
Similar responses were found in studies such as Marshall and Spracklin (2022) and
Macalister (2022) in which some teachers cite English language proficiency as a main

goal for studying abroad. For Layla, the decision was influenced by observing
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colleagues who had studied abroad. She sought to follow their pathway, pursuing an

MA and CELTA certificate abroad for career advancement.
9.2.4 Existing educational structures

The participants’ geographical locations in Saudi Arabia imposed varying
constraints and affordances on their educational options. Those situated in remote
areas and rural towns expressed more limited choices compared to peers in large
urban centres. For example, Yasmine’s options were confined by the few local
pathways available in her small town, leading to default choices. Rawan preferred
local options when majors were outside of her hometown. In contrast, Danah and
Layla's narratives demonstrate the expanded opportunities in urban areas with
diverse universities and programmes to choose from. Their metropolitan locations
afforded more flexibility and alternatives. On a broader level, all participants had
access to sponsored scholarships, whether through employer-funded options like
Yasmine, national government scholarships obtained by Rawan and Danah, or

Layla’s opportunity to secure funding after enrolling in her MA programme.

9.2.5 Forging their own path

This theme centres on participants demonstrating a strong sense of agency by
actively shaping their educational journeys, even when facing challenging
circumstances. While some patrticipants initially conformed to conventional pathways,
they later asserted their agency when opportunities arose that better aligned with their
aspirations and capabilities. For instance, initially limited by location and programme
availability, Yasmine settled for an English Language BA. However, when a new
engineering programme aligned with her skills emerged, she chose to stay in English,
believing it was the best path for her. This demonstrates her agency in shaping her
education. Other participants, like Danah, maintained a strong sense of agency
throughout their educational narratives. Although she acknowledged familial opinions
favouring university over college and part-time over full-time studies, Danah ultimately
made different choices. She asserted her individuality by forging her own path, driven
by her own desires and beliefs rather than conforming to pre-existing norms and
expectations. This proactive and self-directed approach to decision-making, however,
is not fully reflected in Emirbayer and Mische’s (1998) chordal triad of agency. While
the model acknowledges the past, present, and future in its conceptualisation of
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agency, it does not fully account for instances where individuals make choices
specifically to differentiate themselves from those who conform to established norms.
A similar observation was made in Brotherhood's (2023) study, where some
participants expressed distaste for existing norms and opted to pursue their own

unique pathways.

As seen in participants’ narratives of educational choices, their agentic
orientation responds to various factors, including personal beliefs, family
circumstances, mobility and socio-cultural norms, geographical location, institutional
policies, and circulating discourses. These factors are not stand-alone factors rather
they are intertwined and interact in complex ways that shape participants' identities
and decision-making. The integrated model of agency (Emirbayer & Mische, 1998;
Giddens, 1984) helped illuminate the dynamic interplay between individual agency
and social structures across time and contexts. The findings demonstrate how
participants, embedded within particular socio-cultural contexts, actively navigated
opportunities and constraints, drew upon past experiences, envisioned future

possibilities, and ultimately shaped their educational journeys in meaningful ways.

9.3. Q2: How do the participants construct their learning experiences?

The participants’ narratives showcase a diversity of perspectives in the
meanings they make from their educational journeys. However, some common
themes emerge in how they construct their learning experiences across the key

phases explored — their BA studies, early teaching, and overseas MA programmes.

9.3.1 The BA programme

A common challenge depicted across the participants’ narratives involves
struggling to adapt to new academic expectations and cultures in the transition from
high school to university. Yasmine, Rawan, and Layla voice feelings of lost
confidence, self-doubt, and linguistic barriers as novice students overwhelmed by
passive teaching methods. This sense of disconnect from the new academic
environment was intensified by perceptions of an unsupportive programme structure
lacking scaffolded preparation for student success. However, another shared theme
involves the participants showcasing agency even amidst difficulties. Yasmine and
Layla took the initiative to gradually improve their understanding over time through

personal study efforts. Despite limitations, they exert control over their learning
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journeys. Meanwhile, Danah and Rawan persist in their programmes with

determination against pressures.

A distinctive feature of Danah's narrative is her framing of the BA experience
as an empowering opportunity to surpass doubts and demonstrate her abilities
through outstanding achievement as a part-time student. In contrast, Rawan uniquely
focuses on ongoing linguistic struggles and lack of meaningful learning progress
throughout her studies, constructing a journey of self-doubt rather than
empowerment. Furthermore, Yasmine offers nuanced critiques of passive teaching
methods and lack of student patrticipation, while Layla provides reflective insights on
early teaching limitations recognized in hindsight. Layla also uniquely emphasizes the
absence of academic writing preparation in her BA as a gap revealed later during MA

study.

In sum, across these diverse accounts, common challenges exist in adapting
to university-level education from high school. However, each teacher crafts a unique
narrative identity in relation to her BA studies, ranging from empowerment to
disappointment. However, agency consistently emerges as participants shape
personal meanings from their trajectories through this transitional educational period

despite constraints.

9.3.2 Early teaching experience

A predominant shared challenge depicted in the accounts of Yasmine, Rawan,
and Layla in relation to their early teaching experiences involves feeling
underprepared and struggling to adapt as novice teachers who lack confidence in
their capabilities. All three admit facing difficulties managing students, classroom
dynamics, and instructional approaches in their first teaching roles beyond university.
Their narratives underscore entering the classroom as uncertain novices relying
heavily on mimicking others’ methods or seeking external validation rather than
implementing intentional pedagogical choices aligned with clear understandings of
guality teaching.

However, the teachers’ stories also reveal shared threads of resilience and
growth in reconstructing these formative experiences. Yasmine, Rawan, and Layla
frame their accounts from more assured professional personas, attaining critical

distance to evaluate past teaching limitations recognized in reflection. Their
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willingness to identify early shortcomings highlights the development of reflective

capacities that might aid ongoing improvement.

While common struggles exist, each teacher also conveys unique aspects of
her transitional teaching journey. Yasmine provides an in-depth perspective on the
challenges of adjusting to the heightened expectations of university instruction versus
teaching adults or schoolchildren. Meanwhile, Rawan uniquely focuses on an
emotional account of overcoming fragility and self-doubt during early teaching. Layla
offers a critique of over-relying on decontextualized grammar at the expense of
communicative teaching. She also provides an interesting narrative tension between
enacting contrasting strict versus relaxed teaching personas as she searches for her

style.

In sum, the teachers’ stories underscore the interplay between structural
constraints and individual agency in shaping the trajectory as they moved from being

students to becoming teachers.

9.3.3 SA education

The participants’ narratives highlight a common theme in the broader SA
literature, which is ‘transfer shock’ (lvins, Copenhaver, & Koclanes, 2017), which
refers to the confusion and disorientation that occurs when students move from one
educational culture to another. The participants encountered unfamiliar academic
environments and expectations when transitioning from Saudi to Western education
systems. Yasmine, Layla, Rawan, and Danah all construct narratives highlighting their
initial lack of preparation for the active, collaborative norms of UK/US institutes and
programmes. This required difficult adjustments, as evidenced by descriptions of
shock, discomfort, and self-doubt when confronted by unfamiliar pedagogical

approaches, academic writing, and research methodologies.

Another shared theme involves the teachers ultimately framing these
challenging transitions as valuable learning curves. By the end of their journeys, the
participants largely derive positive meaning from navigating difficulties in which they
perceived study abroad as an opportunity for profound personal and professional
growth. Their narratives reveal developing independence, confidence, knowledge,

and skills over time.
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While common experiences exist, each participant also offers unique insights
into her transitional journey. Yasmine provides an in-depth perspective on evolving
from passive learning norms to appreciating active, collaborative education. Layla
highlights that her MA lacked practical knowledge later gained from CELTA, while
Rawan focuses on becoming comfortable expressing herself in English. Furthermore,
Danah uniquely shares an impactful student empathy lesson from her practicum,
underscoring her emerging teacher identity. Meanwhile, only Yasmine examines
cultural factors, in which she highlights initial discomfort in adjusting to integrated

classrooms that contrast with Saudi norms.

9.4. Q3: What are the experiences that informed the participants' current

practice?

The participants’ narratives reflect the complexities of their journeys of learning
how to teach and highlight the various levels of influence that have informed their
teaching practices. As the participants narrate their journeys, they draw mostly on
their SA experiences to inform their teaching practice. It is clear from the constant
contrast between their pre-sojourn learning experiences and post-sojourn

realizations.

The participants’ accounts place their SA experiences as transformative
learning experiences. The participants’ narrative included articulation of their prior
beliefs about teachers’ and students’ roles and teaching methods. It also included a
description of their efforts in their classroom, efforts that they based on what they
learnt in the SA context. Further, the participants engaged in reconsidering their
teaching approach after trialling them in their classroom and provided rational
explanations for adopting certain teaching approaches (e.g., Yasmine and Layla). In
the following sub-sections, | will highlight aspects that the participants projected as

changing/informing their teaching beliefs and practices.

9.4.1 Instructors/students relationship

One of the aspects that the participants highlighted in their narrative is the re-
evaluation of student-teacher relations after their SA studies. In the Saudi culture,
individuals’ authority is associated with age and knowledge (Al-Johani, 2009) , in the
form of educational qualification. Instructors are given complete authority in the
classroom, as they are older and more knowledgeable than the students. The long-
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held classroom roles are that of instructors who deliver knowledge, and the students
are receivers who should not question or negotiate this knowledge (Elyas & Picard,
2010). This view of teachers’ authority is reflected in Yasmine’s narrative. When she
spoke about her experience as a learner and an EFL instructor, she described
teachers’ image as ‘formal’ (authoritative), ‘respect’ as an obligation of the learners,
and ‘always right’ as non-negotiable. Similar references were mentioned across the
participants’ narratives, especially when they spoke about either their BA experiences

or their early teaching practice.

Following their study abroad experiences, the participants made a conscious
effort to break down the barriers between themselves and their students and improve
the students' educational experience. The improvement is associated with being
comfortable in the classroom and thus creating a classroom environment where they
could achieve their teaching beliefs. This kind of environment, from the perspective
of the instructors (Yasmine & Danah) is necessary for the move from the traditional
approach to a more student-centred approach. Further, it would facilitate participation,
give confidence in expressing their opinions, and work with others in a group and thus
cultivate their critical thinking. Similar to the participants in Miller and Gkonou’s (2018)
study, caring became ‘part of their professional responsibility’ (Miller & Gkonou, 2018,

p. 55) due to their experience during their international sojourn.

9.4.2 Experiential learning over didactics

When the participants engaged in reflecting on their teaching practice, they
highlighted aspects that they learnt from the SA context as informing their practice.
The reflection emphasis is similar across participants despite the different SA
destinations that the participants went to and the different pre-sessional English
language courses and MA TESOL programmes that they completed. The highlighted
aspects seem to focus on the experiential facet of learning rather than the didactics
of the courses. That is, the participants’ narrative placed more emphasis on what they
observed rather than the content of the courses. The observation was in relation to
the teaching style, teacher-student relationship, students’ engagement, and
classroom management rules. In Yasmine’s case, the reflection was brought to the
fore by contrasting what she is used to at home and what she observed in the SA
courses. She reflected on the instructors noticing the instructors’ approach to the

students, in delivering the course content, and in encouraging discussion. For Danah,
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the reflection was implicated with her classroom management in giving students the
freedom to wear what they want and in integrating using their cell phones for
classroom activities instead of turning them off. These aspects were directly linked to
what she observed and experienced in the SA context. For Layla, she notes
instructors’ attitudes and the ‘British’ style of teaching, which became a preference for
her as a teaching approach. Also, she reflects on a course in her MA TESOL
programme in which she had to learn other languages. Layla notes that she derived
her teaching approach and materials from observing the instructors in the language

learning course.

The participants’ remarks on the experiential aspect of learning could be
explained through Lortie’s (1975) ‘apprenticeship of observation’ (AocO). The premise
of Lortie’s concept is that teachers’ perception of education and teaching is derived
from their own experiences when they were students. While this notion has been
frequently used to explain the lack of change in teachers’ practice (Mewborn &
Tyminski, 2006), | will be using it here to provide a possible explanation for the
participants' focus on experiential learning and SA context. Mewborn and Tyminski
(2006) state that Lortie’s term apprenticeship of observation ‘pertain[s] to the general
milieu of teaching, rather than to specific instances of teaching and learning’
(Mewborn & Tyminski, 2006, p. 31). This description of Lortie’s notion resembles the
level of observation in the participants’ narratives. The participants didn’t engage in
specifics of the experience rather, they referred to learnt aspects as a result of their
SA educational experience. The participants’ reflection depicts the SA experience as
a whole with few specific references to the sources of their observation either during
their MA TESOL programme or pre-sessional English language courses or, in the
case of Layla, CELTA course.

The participants’ early knowledge about teaching and learning is presented as
a result of their experience as a student in the education system and their BA teaching
education and practicum. This is clear in Yasmine’s narrative when she makes an
explicit reference to her early teaching experience as informed by her experience as
a learner in the Saudi education system. For all the participants, the reference to
positive change in their practice was framed after their SA experience. In local
educational settings, teachers and learners usually have comparable implicit and
deeply rooted beliefs about the significance of knowledge, the ways it is acquired, and
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the roles individuals assume during the learning process (Macalister, 2016).
Macalister (2013) postulates that in order to achieve change in teachers’ practice,
they should experience ‘dissonance between what is already known and has already
been experienced’ (Macalister, 2013, p. 314) or a ‘disorienting dilemma’ (Mezirow,
2000, p. 22). This dissonance could be achieved through the ‘encounter with the
difference’ (Ingersoll, Sears, Hirschkorn, Landine, & Kawtharani-Chami, 2019, p. 42)
which is a characteristic of study abroad. The contrast between the SA educational
context and the local might trigger the participants to highlight the experiential aspect
of the educational process. The SA context provides a transnational space in which
the participants’ observation moves beyond the course content. It offers an alternative
stage where they retake the learners’ seat and engage with different students’ and
teachers’ roles that they are not accustomed to in the local context. The reflection on
experiential learning could be due to their liking these aspects, especially if these
aspects had a positive impact on them. For example, Layla and Yasmine referred to
the instructors’ attitudes as an affective influence when they spoke about their

teaching practice.

Furthermore, it could be argued that the emphasis on experiential learning in
the SA experience might be due to the distance from the time of the experience, a
result of the research methodology adopted in this study. That is, the participants at
the time of the interviews were already immersed in their work in Saudi Arabia, and
the SA experience for them was two to three years’ ago. The temporal distance from
the experience might impede them from remembering educational intricacies and
lead them to focus more on the overall observation of the educational context.
However, this distance suggests that these experiences, although they happened a
while ago, had some notable influence on them as EFL instructors. Moreover, | argue
that the process of reflecting on their experiences, once removed from the immediacy
of their overseas contexts, allowed the participants to examine those experiences and
connect them to their local educational realities. By constructing narratives about their
time abroad, the instructors provide valuable insights into the long-term impact of

these experiences on their beliefs and practices.

9.4.3 The construction of the ‘other’

Part of the narrative methodology is to interrogate not only the ‘what’ of the
narrative but also the ‘how’ and ‘why’ of the narrative. That is, to extend the analysis
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beyond what the participants say about their experiences to question how the
narrative is presented and why it was presented in this way. Throughout the
interviews, the participants projected their SA experiences in a positive light. This
projection is maintained to be in a higher position than their other educational
experiences in the local context. That is, when the participants narrate their
experiences, they present the SA education as a reference for ideal practice. This
was accomplished by constructing a contrast between their experiences as
learners/instructors before and after their sojourn: the pre-sojourn as old/traditional
and the post-sojourn as new/adequate way of teaching. The participants’ construction
did not engage in critical evaluation of the new understandings; rather, the imported
knowledge was presented as informing their teaching beliefs/practices. The
contrasted aspects that the participants reflected on are in relation to education type,
student role, teacher role, and student-teacher relationship, for example. Yasmine
described the local context and herself with words such as ‘traditional’ (authoritarian),
‘passive’, and lacking critical thinking. On the other hand, she described the SA
context as informal (non-authoritarian), active, and promoting critical thinking. Further,
Danah draws on Western discourses to define students’ role as ‘reflect, write, search,
analyse’ when she spoke about her BA experience in Saudi Arabia. For Layla, she
referred to her preferred teaching style as the ‘British way’ when she spoke about her
teaching practice. These descriptions contribute to the construction of ‘Othering’
(Palfreyman, 2005). The term Othering refers to the ways in which the ‘discourse of
a particular group defines other groups in opposition to itself; an Us and Them view
that constructs an identity for the Other and, implicitly for the Self’ (Palfreyman, 2005,
p. 213). The ‘Othering’ could be an ‘internalized orientalism’ (Alahmed, 2020) in which
the EFL instructors hold downgraded perceptions of the local education culture and
an amplified perception of Western knowledge. This is clear in the participants’
descriptions of past selves (as learners/teachers) in the local Saudi context and in
their presentation of what they learnt from their SA experience. Further, the narrative
construction of the SA in a positive light is seen in their efforts to apply what they
learnt abroad in the local context. That is, when faced with difficulties in applying the
imported knowledge in their classrooms, the participants didn't necessarily question
the appropriateness of these approaches. Instead, they focused on criticizing the local

conditions that hindered the teaching practices they had learned in Saudi Arabia. This
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is especially seen in Yasmine’s narrative of teaching practice (chapter 7). This finding
is unlike Barnawi and Phan’s (2015) Saudi Western-trained participants who
demonstrated critical awareness of the appropriateness of what they learnt abroad in

their classroom.

The absence of a critical evaluation of their SA experiences could be due to
several reasons. It could be that the construction is installed by the dominant
discourses in the Saudi context. Palfreyman (2005) explains, ‘[t]he representation of
the Other may be used to interpret actions and phenomena in a way consistent with
a dominant discourse, rather than with what appear to be facts’ (Palfreyman, 2005, p.
214). The construction of the Other could be due to the knowledge forces from three
levels. The dominant discourses of the need of globalisation and internationalising at
the macro-Saudi context, the institutional initiatives to adopt to Western educational
standards (e.qg. the reference to international benchmarks and SA university rankings)
at the meso level, and the EFL instructors’ consumption of Western materials for
teaching and for learning to teach at the micro level. These interrelated levels might
have aided the view on the SA educational contexts as a source of the ‘truth’ (Kubota,

2001) for the EFL instructors, which is thus not questionable.

The dominant discourses on the value of study abroad education in the Saudi
context made it a form of ‘social cultural economic and symbolic capital’ (Barnawi &
Phan, 2015, p. 274). The participants’ construction of their SA experience in this way
might be an attempt to maintain their capital. This construction is evident in the
framing devices they employ and their attempts to position me, the researcher, as
sympathetic to their perspectives.

Several factors likely contribute to this tendency towards positive framing. The
financial and emotional investment in their SA degrees might aid the construction of
these experiences in a positive light. That is, constructing their experience in a bad
way might undermine their efforts and achievements. Moreover, the instructors’
occupation of their workload might leave little space for critically evaluating their
imported practice. That is, due to the workload and lack of time, the instructors would
not engage in ‘political activity’ of openly discussing the suitability of imported
knowledge in their local context (Kim, 2012). This is especially the case when their
employing universities are aligned (theoretically) and are pushing for Western forms
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of education. Another reason could be the ‘immediate payoff (Barnawi, 2018) after
completion of their SA qualification. This payoff is in the form of securing a permanent
job contract (Layla’s case) or being promoted in the employing institution (Yasmine’s

case), which might have facilitated such a perspective.

9.5. Q4: What are the enabling and constraining factors that affect the

achievement of desired teaching practices?

The Saudi MoE sets the overarching goals for Saudi national reform. One of
the main goals in the reform is to shift from the dominant traditional teacher-centred
to a more communicatively oriented student-centred approach to develop learners’
linguistic skills. Unlike public education institutions, Saudi HE institutions have the
autonomy to set their own guidelines to meet these goals. From the participants’
narratives, there are differences in universities’ procedures in regard to educational
practices. More precisely, the analysis of the three cases by Yasmine, Layla and
Danah revealed discrepancies in the circumstances between a well-established
urban university (Danah /Layla) and a newly established rural university (Yasmine) in
the Saudi context. Moreover, the issues that Yasmine reflected on were not present
in either Danah’s or Layla’s narrative, and vice versa. | will explore the constraints on

each teacher in the following sections.

9.5.1 Yasmine (Rural newly established university)

The constraining factors in Yasmine’s narrative that inhibited her from attaining
her desired teaching practice resemble many of the themes about the difficulties that
Saudi EFL teachers in public education face while attempting to implement Western
pedagogies such as communicative language teaching (CLT). Some of these issues
are teaching load, variability in English language competence, large classes,
workload, and students’ resistance to change (Abahussain, 2016; Al Asmari, 2015; A.
Alharbi, 2022). The literature on these issues seems to address them as standalone
factors in the context in which they occur. For Yasmine, these constraining factors are

interrelated and are institutionally driven.

Yasmine’s dual role of EFL instructor and academic lecturer resulted in
attending different sets of students, those who are majored in English language
programmes and those who are enrolled in other majors where English courses are

a prerequisite for their programme degree. In addition, Yasmine teaches preparatory

185



year students. The different sets of students come with different class size with non-
major and preparatory students the largest in numbers. This meant that Yasmine must
cater to the students’ differences in English language competence and the differences
in the courses’ language level. The variability in classes’ size, English language
proficiency, and course level limit the extent of activities that she can use in her
classes. An example that Yasmine remarks on is the difficulty of conducting activities
that involve discussion with students with low English language proficiency. Further,
the preparation for more student-centered classes takes longer than the traditional
approaches, which Yasmine can’t afford due to the limited class time and her

workload.

In addition, Yasmine reported students’ resistance to her efforts in the
classroom. The resistance took the form of not actively participating in group activities
or not engaging in classroom discussions. The existing literature commonly attributed
this issue to students’ lack of motivation (A. Alharbi, 2022). However, although lack of
motivation could be a possible explanation for this, it could also be due to the school
culture, which places certain expectations on the roles of students and instructors
(Wei, 2010). The HE education context is dominated by a lecture-style approach to
teaching; when students are in English language course, they expect it to be similar
to the other courses in which they are receivers of knowledge rather than active
participants. Another form of student resistance that is associated with the Saudi HE
institutional context is the complaint over changes in the exam format, which was
supported by the institution's administration. Although Yasmine has the duties of
assessing students’ performance in her courses, any attempt for changes in
assessment practices that do not resemble the mainstream assessment practices of
the institution was not endorsed by the administration. Yasmine’s narrative presents
the administration in her institution as maintaining the status quo rather than seeking
improvement. A similar theme emerged in Alhuwaydi's (2020) study, which found that
authoritarian leadership within a university setting constrained EFL instructors'

capacity for innovation in their teaching practices.

Yasmine’s narrative also highlights the absence of a community of practice in
her institution. This can be attributed to the small size of the university, which results
in a smaller number of faculty members in the same field. Further, the workload of
teaching multiple courses might create an individualistic teaching culture that leaves
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little space for collegial sharing. The absence of a community of practice in Yasmine’s
institution might play an extra constraining factor on her teaching practice as she had
to navigate the issues she encountered by herself. Moreover, the lack of a supportive
community of practice may reduce the likelihood of change, especially given the

reported authoritative administration in her institution.

9.5.2 Danah and Layla (Urban well-established university)

As mentioned earlier, Danah and Layla’s narrative did not include any of the
constraining factors that Yasmine reported in her institutional context. This might be
due to the well-established system in their university. However, Danah and Layla
reported that the institution’s summative assessment practices are also an issue. In
many Saudi HE institutions summative assessment practices are adopted due to
‘large numbers of EFL teachers, efficiency, practicality, and reliability require that
assessment be centrally managed’ (Troudi, Coombe, & Al-Hamly, 2009, p. 550). This
is the case for Danah’s and Layla’s institutions. As mentioned in Chapter 7, Danah
and Layla work in the same institution and hold the same work position, that is, EFL
instructor. Teaching EFL courses for pre-major students is the only work duty that
they refer to in their narrative. That is, unlike Yasmine, they didn’t mention any
administrative work; rather, most of their workday is occupied by teaching. When
Danah and Layla referred to the summative assessment practices, they both

constructed it in a negative light.

For Layla, the summative assessment practice was constructed as a source of
‘emotion labor’ (Benesch, 2020). Benesch (2020) explains that emotion labor could
happen when assessment practices ‘conflict with teachers’ training and/or beliefs’
(Benesch, 2020, p. 31). The emotion labor is signalled by her words such as
‘depressed’ and ‘depressing’ when she talked about the exclusion from the
assessment process decisions. Layla’s prior knowledge and training about students’
assessments are irrelevant under the summative assessment practice. This exclusion
might be interpreted by Layla as devaluing her expertise and thus demotivating her.
Further, the summative assessment practice put her at the intersection between
conducting her teaching practice in accordance with her training/beliefs or teach to
the test approach which is constructed as a fair route for her students. That is, her
teaching practice became focused on helping students achieve high scores in order

to enrol in their desired majors. Thus, her teaching practice, against her own belief,
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became product-focused rather than on the process of ensuring the students acquire

language skills.

Like Layla, Danah also grapples with the issue of fairness within summative
assessment practices. However, Danah's concerns focus more on the impact on
students rather than her own teaching. She worries that when instructors operate
independently, without knowledge of each other's progress, there's an increased risk
of inconsistencies. This could mean certain SLOs are underemphasized or completely
absent, potentially creating unfairness for students.

All the participants aligned their views with what they learned in their SA
sojourns; however, the application in practice is bounded by the institutional context.
Layla and Danah didn’t report any issues that are frequently reported in Saudi EFL
context when attempting to implement more Western approaches such CLT. This
suggests that their work institutions support the shift from teacher-centred to more
student-centred approaches. Further, the well-established urban institution meant
that it has a large community of practice. This was reflected in Layla’s narrative, which
refers to observing others with SA qualifications that encouraged her to seek overseas
education (MA TESOL/CELTA course) and in her reference to the annual symposium
for the EFL instructors. In Danah’s narrative, she referred to a discussion between
her colleagues on how to explain a certain grammatical rule for Arabic learners. These
references suggest that in Danah and Layla’s institution, they have a large community

of practice.

9.5 Summary

In this chapter, | have discussed the research questions and highlighted the
study findings around educational choices, learning experiences, and teachers’
teaching practices. The following chapter is the conclusion chapter. In this chapter, |
highlight the theoretical and methodological contributions of this study, examining its
implications for language teacher education within international education.
Furthermore, | acknowledge the study's limitations and outline possible directions for

future research in this field.
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CHAPTER 10 : CONCLUSION

10.1 Introduction

In a quest to better understand EFL instructors’ experiences, this study has
explored the narratives of Saudi female EFL instructors who pursued MA TESOL
abroad. The analysis chapters interrogated their educational choices, learning and
teaching experiences, and their narrative of teaching practices. In the previous
chapter (9), | have answered the research questions about how they constructed
educational choices, learning experiences and teaching practices. In this chapter, |
highlight the theoretical and methodological contributions. | also discuss the
limitations of this study and its implications for the Saudi HE context and the broader

research on EFL teachers’ education abroad.

10.2 Theoretical and methodological contributions

In this thesis, | have used an integrated model of agency (Emirbayer & Mische,
1998; Giddens, 1984). By employing a combined theoretical lens of Giddens' (1984)
structuration theory and Emirbayer and Mische's (1998) chordal triad of agency, this
study offered a nuanced approach to understanding how these instructors navigated
the complex interplay of structure and agency in their lives. This combined framework
allowed for a deeper understanding of how broader social structures, such as cultural
expectations and educational systems in Saudi Arabia, both enabled and constrained
the agency of these women while also highlighting how they actively drew on their
past experiences, future ambitions, and present evaluations to shape their own

trajectories.

The integrated model of agency was especially insightful in exploring the
instructors’ stories. As Biesta and Tedder (2007) explain, ‘stories allow for the
articulation and evaluation of one’s agentic orientations’ (Biesta & Tedder, 2007, p.
138). Indeed, in the participants' narratives, the act of storytelling itself becomes a site
where they grapple with their own agency, reflecting on past choices, justifying
present actions, and envisioning future possibilities. Moreover, as they narrate their
stories, they bring to the fore the voices, discourses, and assumptions that have
shaped their trajectories, locating themselves within a complex web of influences.

Through this process of narrativization, individuals not only make sense of their own
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agency but also illuminate the dynamic interplay between individual action and

existing structures.

While the integrated model of agency offers valuable insights into the
iterational and projective dimensions of agency, as revealed through participants'
narratives of past experiences and future aspirations, it acknowledges the limitations
of fully capturing the practical-evaluative dimension through retrospective narratives.
While the analysis of discursive strategies offered glimpses into how these instructors
retrospectively framed their past evaluations and adjustments, the study recognized
the limitations of fully capturing the dynamic, in-the-moment processes of practical-
evaluative dimension as they unfolded. In some instances in the analysis, it was
difficult to differentiate between whether their actions fall within the iteration dimension
or practical-evaluative dimension. This theoretical limitation could be tackled in future
research by employing longitudinal designs through tracking these processes over
time, offering more insights into how practical evaluation shapes agentic action in real

time.

This study moved beyond the analysis of narrative content to examine the
discursive construction of agency within these narratives. This is crucial because, as
Prior and Talmy (2021) note, ‘narratives are not freestanding stories or even
recollections of experiences; rather, they are fundamentally versioned and
occasioned constructions of experience’ (Prior & Talmy, 2021, p. 2). By attending to
the narrated and narrating events (Wortham & Reyes, 2015), and the strategic use of
discursive strategies like constructed dialogue, repetition, and pronominal usage, this
study shed light on how these instructors actively shaped their stories to make sense
of their experiences and present themselves as agentic/unagentic actors within their
specific social contexts. As they locate themselves as agentic/un-agentic or in
between in their narrative, they are exercising agency in their discursive choices and
how they present themselves to the interviewer and within the interview context. As
seen the analysis, attending both, the narrated and narrating events, contributed to
providing more insights into the meaning construction and thus understanding their
experiences. This approach provided valuable insights into the ways in which agency

is not simply asserted but carefully crafted and negotiated through language.
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One of the methodological contributions of this study lies in its use of multiple
narrative interviews (Riessman, 2008) with the same participants. This approach
provided participants with valuable opportunities for reflexivity and agency exploration
that extend beyond a single interview encounter. The recurring and open nature of
the interviews, | argue, enabled participants to not only share their experiences but to
actively reconstruct them. As they revisited their narratives across interviews, they
were able to refine, reinterpret, and potentially challenge their initial understandings.
This iterative process of narrating and reframing their experiences likely enabled
participants to gain a critical distance from the immediacy of their experiences,
explore the nuances of their agency within those moments, and evaluate how their
capacity for agency may have evolved. Moreover, this method created a space for
participants to reflect on their own learning processes as language instructors,
bringing to the surface often implicit assumptions about teaching and learning. In the
final interviews, all participants expressed that they appreciated having the space to
narrate their experiences in depth. One participant, Danah, described the interviews
as ‘therapeutic,” which highlights the potential personal value of reflection on

experience.

10.3 Implications of the study

This study carries implications for Saudi higher education institutions,
particularly regarding the support and utilisation of knowledge gained by EFL
instructors during their study abroad experiences. The Saudi government has
demonstrated a strong commitment to improving the education sector through various
initiatives, including substantial investments in professional development
programmes for EFL instructors, such as overseas scholarships. However, as
highlighted in this study and supported by previous research (Al-Seghayer, 2017a;
Moskovsky, 2018; Al-Samiri, 2020; Alhuwaydi, 2020), a gap often exists between
these national reform aspirations and the realities of HE institutional practices. To
bridge this gap, Saudi HE institutions must move beyond simply sending academics
abroad based on university rankings. Instead, they need to establish clear, strategic

objectives for overseas professional development programmes.

This study also highlights the need for preparation and support for EFL
instructors participating in overseas professional development programmes. Whilst

study abroad experiences are generally viewed positively, the shift in expectations
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and demands can come as a shock to some participants. To ensure a smoother
transition and maximise programme benefits, a range of supportive measures should
be implemented. Saudi HE institutions should establish comprehensive pre-departure
orientation programmes addressing academic culture, workload, cultural adjustment,
and support networks. Upon their return, instructors need structured support,
including mentoring, workshops, and knowledge-sharing opportunities, to effectively

integrate their newly acquired knowledge and skills into the Saudi HE context.

Given the autonomy Saudi HE institutions have in implementing Ministry of
Education policies and the national educational vision, a key strategy for success lies
in leveraging the expertise of returning instructors. These instructors gain valuable
experience abroad and can play a crucial role in shaping effective pedagogical
approaches within their institutions. This is particularly relevant as broader initiatives
align with the renewed perspectives on teaching that many returning instructors
demonstrate. These perspectives include the shift from teacher-centred approaches
to more student-centred methodologies, as highlighted in Chapter 8. It is, therefore,
vital that these institutions actively engage these returning instructors in the planning
and execution of educational goals and ensure their experiences and expertise inform
policy and practice. This collaborative approach can lead to more innovative and
contextually sensitive strategies for enhancing English language education in Saudi
Arabia.

One key implication relates to the need to foster a more critical engagement
with overseas education. While participants in this study expressed overwhelmingly
positive views of their experiences, it is crucial to encourage a more nuanced and
critical perspective on international education models. As Marshall and Spracklin
(2022) suggest, EFL professional development programmes should promote co-
teaching and knowledge exchange, positioning local teachers as active co-
constructors of knowledge rather than passive recipients of Western educational
practices. This can be achieved by incorporating diverse viewpoints and fostering
dialogue between participants from different backgrounds. Furthermore, instructors’
reflection on their experience is strongly encouraged to practice in the field of TESOL
(Farrell, 2018). To foster reflective practice, professional development programmes
should integrate structured opportunities for self-reflection throughout the

programme, encouraging instructors to examine their own beliefs and practices in
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light of their experiences. Moreover, providing resources and support for instructors
to continue engaging in critical reflection and professional development upon their

return to their home institutions is vital for long-term growth.

10.4 Limitations and future research

Like all research, my thesis is not without its limitations. My research was
conducted over multiple interviews to explore the past and current experiences of EFL
instructors who studied abroad. The first methodological limitation concerns the
sample size. Although the study follows a qualitative epistemology that is not
concerned with generalisation, having more participants would have provided more
insights into the ways EFL instructors define their choices and highlighted the aspects
of these experiences that formed and informed their teaching practices. In addition, it
would have expanded our understanding of how different Saudi HE institutional
settings influence instructors' teaching practices. Moreover, it would have shed light
on how EFL instructors appropriate their practices under broader institutional reforms
and policies. However, this was not possible in my research due to the analytical
framework, as seen in the analysis chapters (6, 7, & 8), which requires a detailed
analysis that would be more difficult to conduct with more than four participants due

to limitations of time and thesis word count.

It is important to acknowledge that the contextual constraints on instructors'
teaching practices, as discussed in Chapter 8, are specific to the institutions studied
and may not be representative of all Saudi HE institutions. The differing challenges
encountered by participants from the urban university compared to those from the
rural areas of the newly established university highlight the need for further research
exploring the range of obstacles EFL instructors face when attempting to align their

teaching with their evolving beliefs.

Another limitation concerns the participant criteria. The study focused solely
on female EFL instructors and excluded male instructors due to cultural and
institutional constraints. In the Saudi Arabian context, cultural norms and boundaries
between men and women limited the extent to which a female researcher could
engage in in-depth conversations with male participants. Research on EFL instructors
who studied abroad is limited, and to my knowledge, there are two current studies
within the Saudi context: Al-Samiri (2020) and Alhuwaydi (2020). Like the present
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study, both were conducted by female researchers with female participants. For future
research, the inclusion of male instructors' perspectives and experiences would
contribute to a more comprehensive understanding of Saudi EFL instructors'
experiences and potentially highlight gender differences, both locally and

internationally.

While this study offers valuable insights into the experiences of EFL instructors
who have studied abroad, the retrospective nature of the data collection offers a
particular lens for understanding these experiences. As interviews were conducted
two to three years after participants completed their study abroad programmes, their
narratives allowed them to reflect on their journeys from a point of greater distance,
offering a more holistic evaluation of the impact of those experiences. For future
research, a longitudinal design, tracking participants' experiences before, during, and
after their educational sojourns, would shed light on the process of learning and
change. Such an approach could capture nuanced shifts in perspectives and

practices that a retrospective study might miss.

It is important to contemplate the potential impact of the study's bilingual
nature. While data were collected in Arabic to ensure participants could express
themselves authentically, the analysis was conducted in English, drawing upon
literature primarily based on English-language studies. It is possible that certain
nuances or culturally specific expressions, significant within the Saudi Arabian
context, may not fully translate into the analytical framework used. This highlights a
broader need for research methodologies that bridge linguistic and cultural
perspectives in EFL studies.

Finally, study abroad programmes receive significant investment from the
Saudi Arabian government, driven by the belief that such experiences accelerate
educational reform. While this study contributes to the understanding of the personal
and professional benefits Saudi EFL instructors gain from overseas education, it also
reveals that contextual constraints can hinder the implementation of these benefits
for some. Given the substantial financial commitment to overseas scholarships,
larger-scale research is needed. This research should investigate the extent to which
study abroad programmes align with and effectively contribute to national educational
reform objectives. Furthermore, there is a pressing need for research that examines
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how to best support EFL instructors returning to Saudi HE institutions, ensuring they
can effectively utilise their international experiences in local classrooms and

educational contexts.

10.5 Final remarks

This research, initially sparked by my own reflections as an EFL instructor,
sought to understand the impact of study abroad programmes on instructors like
myself. While | began with the assumption that this impact would be unequivocally
positive, the literature and, more importantly, the narratives of my participants,
revealed a far more complex picture. The influence of such programmes is not linear
but rather an intricate tapestry of personal growth, professional challenges, and

individual journeys.

By centring the voices of EFL instructors, this research underscores the value
of their lived experiences and the unique insights they offer. It is my sincere hope that
the findings presented here will contribute to meaningful discussions and informed
decisions regarding professional development initiatives within the Saudi MoE and

HE institutions.
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based universities.

| expect vou to share your English language teaching experiences and your study aboard
experiences. | need to interview you five times. That is, | will interview you once every two
to three weeks via online telecommunication programs (Skype or Zoom). The interviews
time will range from 30 minutes to one hour. All the interviews will be audio recorded,
transcribed, and extrocts will be translated into English.

You need to know that vour involvement is voluntarily and you do not have to take part
in it. If you say yes to participation now and along the way vou do not wish to continue,
you can withdraw at any time prior to the start of the data analysis and, if wou wish, all
the interviews we have dlready done will be deletad.

Note that | will keep your name confidential and | will use a pseudonym in my notes,
interview transcripts, and research. The raw daota you provide will not be shared with your
emplovers or anyone expect my supervisors. The information gained will be used for
research purposes undear a pseudonym.

The information obtained from the interviews will be used in my doctoral thesis. Findings
may be also published as academic papers and conference presentations. The data will be
kept in locked and secure facilities /or in password protected electronic form.

Please contact me via my contact details, so | can arrange for vour participation in this
studsy.

If wou have further concerns or questions on the way in which you have been
approached or treated during this study, vou should contact Fiona Copland at Stirling
University via email : fiona.coplond@stir.ac.uk or Dovid Bowker: david.bowker@stir.ac.uk

Budur Alharbi

E-mail: b.f.alharbit@stir.ac.uk

3517 Colin Bell Building, University of Stirling
Stirling UK, FK9 4LA
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Appendix 4. Informed consent

UNIVERSITY of [SE
STIRLING <

Thank you for agreeing to participate in this study. This consent form aims at to ensuring that you fully
understand your participation in this study and you are aware of your rights as a research participant.
Please read the following carefully and sign with your initials when appropriate.

Please
Initials

1. | have read and understood the information sheet and | have been given the
chance to ask questions about the study.

2. | know that my participation is voluntary, and | have right to withdraw any
time prior to the start of the data analysis without giving a reason, and
without any penalty. | should inform researcher via e-mail whether | am
happy if the researcher uses the data obtained up to that point.

3. lunderstand that | will be interviewed five times over the period of 16
weeks.

4. lunderstand that the all the interviews will be audio recorded.
5. | give permission to the researcher to have my audio recordings.

6. lunderstand that my answers could be quoted directly and published under
a pseudonym.

7. | understand that extracts from interviews will be used in the researchers’
doctoral thesis and in future publications.

8. lunderstanding that the raw data will not be shared with anyone beyond the
researcher and her supervisors.

9. lunderstand that all information | provide will be kept confidential.

10. Overall, | agree to take part in this study

Name of Participant: ... ... Signature: ...

Date: .

224



Appendix 5. Danah 1% interview

MiNi CV 258 5 ) elic s jhum o35 Jdaad (Saa 131 4l
S&mini CV Jw
My name is (Full name — Danah ) | graduated majoring in English language from K University
| worked in a private school for one semester or so ¢
| got admitted in the scholarship program
Then | went to the United States in 2009
And | stayed there until 2015
It took me a while to achieve the master degree
| extended for another year ¢ s language year J Cis sae J) dllia Cualad
| withdraw for a year ¢ 5
Al dnalad doaladl (e il g Gpany 5 daals (B Caman ) (g
It took me almost five to six years to get the masters
| graduated December 2015¢u
sAngall Gua  Jsh e cp
| stayed for a semester
As a language instructor
I got a job in R university as a lecturerceae:
| preceded from there s
18 517 516 &=
So yes three years
Sadeill i 5 A 5l AR 55 il Y0 (e btV 0 Lo Ala e e o3l ALEd) el i e g5 56l ol aayl 2 0
el (b g A 5l A5l (3
Lgoa) i€ Y L il U A 5ulai¥) Aall dpilly ek
Aalll Jale Cil€3 pha G o e Sy
gl Jadil 5 2 A ddlle CuilS ey Jila o et
dasgie sadala J 4l
It doesn’t make any sense
(Gibberish —imitating the sounds of English) J# <
(5 ladl Al BaclE 31 s
Sl @bl DA ) main thing J) s 138
very common , popular L& A 4l @l s
¥ ethnicities 5 JS diversity 48 glSe (8 e Lo any (e cpalll
French J' s 5 Spanish J ¢ sounds more popular 4l clal 4 ¢l <d e
dala S Gl (S A sraall b Uil il 3 (S
SLiY) & g acllaall 8 5 22V 3 Lgnass
e S AL e il A (Sad
sy Jé mainly S s
iyl i sa ) bk
gle gl e i il
Jaal i) J2o) Gl Gleanadll e jliaae Caika
e Vs ol Y s e
b Ul dala e ¥ 54d e e e 1S sk i) @l J g8l Lo Bpalall 5 pall
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Jall Ak 5 by default 1S s»

ot lail clas

o g o 5 Uy ) e pany e 9 8 (el e S Gl s

osha (5 gal CilS 5 aliiie grin g 5 orala rie S Al ae JaS) )38 La (g

fun e Lol a (M jaadi oS

Sl g e 5 Ol 5 sSa 55 s e om0 ke OIS

eus oy slail

Al 5 K Jid 4d L s theories 4 Le 4wl Aud jall 5 ) e

Slaadill 48 (5 ) S

v sz H Gma U e

Gl aals asdie IS 5 Y] Glaaddll 4d M S campus J) At Axdall s o il ailes Ji
a ) adled ) 7 s Al il

Us J U (o madd i Ul sl al cull

MY RS G 538 1 Le Aal) eyl 5 1S (5 5 Jame Gpant a3V 5 (eSS a5 () (Gl e ale 1 T I
no I’'m not gonna waste a whole year to do this i

Dbl Cajemy i dgutiie dad 5 ke el = )l ()

Al Anals (g (i Gl (i

Q) ag g ey HLY) ehida cilS 4l bl

4l 4 L e jt sounds more academic than a college Axels ol s Wl 3 s
Gyt S AN g 5 Aaaladl (pdad CaS" JaSU dadia il

Laliiall blElSa D K "

Mdie dlli 1 elialed

oligl Ul Ganadd AT 4jla i€ Y 4 <S8 Lo 4S 1

O sS Alula ) A

Cpaiia oling M8 Sy 43Y e glaall (gla @l J g8 5208 (3 Ul Lagha

i ol g1 e lralaldl (S Gy il (58 S ) maliall CaS 4l

translation ! 5 ¢ das ) (A 5 s e Oo G 5 sl AN Gy A 5 daalall Gaaa A O AN S
education J! & Slaiads 4l Lay 1S g;l\ 51X ‘4_5_\&\ K

per term sale 12 <l iK1 8 3 K4l s

Tguy2e Al LgalS elall 2 Aol ) Aluall e 75, LiSE

it was very heavy very intensive courses =

Jula¥) 8 core courses J) <uilS Lgie 8 Lk
educational iS4

Al 1 e 5 a5 G5k el e By ) o

s g W translation J! oz W phonetics J om b s @bl o e g A il G le 5 V) (e Adaglia o il jy cuil<a
literature

morphology s syntax s Slhsd Gm e Capa (s le Sz de 58 gaans 023U LS
Everything , a piece of everything

Amia o e Al all Al Cail<a
on top of that we were prepared educationally to be an educator s

Al ey g M
A2dli s jlaa Gy Glass Sag
Lo i) 8 A J ) iS5 aa gl agaale OIS Le ol iny

you practice il a ¥ dwial A3l anadd (A (aS gl L sad
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Jerall (peadind o 5Y 5 1S5 M Al Jass g 03 S5 05

13 JLAL intensive courses Jl basad connection e oS5

Auiia (i oS o gl Gl g Leiluliny T 0ala] 2

o el diie S U gk

LI 3 a0 ISy o glal € Ul ()

Cpasasall il aa | hang out 5 p sl chiéa Al )

during their office hours J_swi sl 5instructors I deal Jstal dadall & Bl Y1 (e o o)
I make the contact =

starting everthing from scratch &34 ¢ 2al 13a

and she withdrawdsls <uilS as 5 e 43l oas 5 U Y1 48 (IS Lo Gldiall 8 Ol

JVms IS e sl Jglal 5 181 Canda 5 Al e 31 5Y) o 5 Jid sl 50 by 5 J5¥1 a il Cualds
1S a5 Ll a5 L) S 5 teacher JS

I scored very high scoresdiaeall 5 Js¥1 s il (s Cuals

LS 53 aid) e gl (ada 5 D o i) (e Cuald

4l pa 4y a0 i€

4al e Cngy ) A0 A3l ey

ey s gl (bl axy Caagla

il gl 4 La o 5i) 48 jle 5 luii) Al il JeS) 21 5 alasil )l e

Ll o ada sl a3l dll (il il Cum ale

your scored As in most of the things s o=t 54 S Wara 5o e ¥ aaudl &8 A Gl e e ool Sl
Ll g Cpma i (1) 5 Aadaiie ol gy Ll HUail)

Lalatie gl (5 sl (S0 Gulad oo o5 IS 5 pmatl) 500 8l (B J 55 end (IS8

leS 5o Sall Cipad Q) il gat) ) clalisl g a1l Gal e agia

(el AUail) il g il

) i) LA il g AL Al AISH 8 il

G A 5 dlaall s field work J) cuse

Leia A Al A paall in a3 e Jsh e Wl

s U aal & bl A1 s yae i) 5 aadie directly e 552 sl A Lgtalis 43Y
Gty G malindl 8 | got admitted W cpaes

Gy ul TN

il U i€ Y (g 5alaid Al 1

Llai dpaddiae 5 5 Ul (e g 49 Sl () Gy (Y

ad ey

UadA 5 edled (SN 5 anadd o) AlAs il Sl ag e 05 Wl e 8l e alSiag g abad ) e o5 Ll oy el
(32 4 Wi sl ) feducation I G s adedl) (il danally

my PhD 4L o) s my masters o= it determined 43¥ Jisadla s

& paadill Ga alaial (5 Glée education J)

education as well J e oS8 siulall o) Gia Jputill glaS 4 i) o s OIS Gus) SIS oY
education & oS 4y At & ¢ s aamy (I 56 48 (aadid Cua L

education J <L ki 5 education Ji al ge 48 @il ) Jeadl education J) <ulé

based on art osS M sl e

sl g cultural studies & S &

field WOrk s e qu i 4 OIS G s S i gy b as) I (583

&A:.;.g_)ﬁj\n}g\ =
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€ leall oyl B oy a3 e (palSE (Saa 1)
ogla Cul€ &y il 1o
Dseeall Qa5 et a W Jlaall 3 Y s hadaa Y 5 odlind jual ad 5 ala jalls J Ly i Juagioas ol Ll b jle 31 8
sl o Ll Al Aladill (g3la (S5 -1
A8 gate aa o o i e L5 J ), S 5 ja
Se seasy going s dasie sy g dclaial o e aludl Jall daplay Ul a3y
48 4l8 o ya i) ) calas) ula oSl
observation or whatever s suasi 48 gxe (55 5 presentation 4 gxie osS Al asll
%) Lo JS1 380 L LUl ) Le L) s g S
Bady o K ye
stressed e_e o8 Lo I Cusy lgle jlaul e 5 581 IS o il (sMa i ) a5 e dilaeall (e
mentoring program where they join you with another instructorbiaic i< | il Lo 223 4 Al
dealing with everyone Y & main instructor J! <€ mentoring program dJ! L~k mentoring program J) cuals Ll
AN Y e &l el ) &
handle everythingz ! Ul s slall & ¥ a0 7)) 4S5 je 0 e S8
g sasall sy 0 e IS
Alax ) Aals e o sl o e (IS 4 e oK)
A5V gl sall 4als (4
reflective process d! (s> 1) 5 interview JI & shall Jm
where | have to remember my first days teaching =
Memorize how I'm gonna start everythinglels cuis
S danind 5 S) g e iy Jae) & pea Y1 S
e JAresources J) g coni )l ) gl e )l i ge <aad )
o 3¢ bl (1 activities (e L sue already U Al e seaal) as
Y e pall daala IS 0 a1 i S5 Wy
o 138
waiting to be observed s A< gl A U ¢ A
they are picking on you s ¢_s =l s« entering the class ) L .. il #15 o= 5
da e e M process J) Jall Ak Sy 4 o
Adlie 4 53 585 S e
S oSN Y 5 Sy g Y
ol JS die haa gada 5 a3Y 6l yal 4l 4dle Ul
discomfort dadi iy 4 gm y
Mild discomfort about this
which annoys me a little bit 4slall a (53l
annoyed because | don’t want this bl oY s«
| feel annoyed because it is overwhelming to meul 43
very very stressful lesa)
A 8 ol g Lia) AN el g 5l gl dgiliin B S o Lulil oy s Ul 53l e
volunteered work s A jiwews &3 during the masters
mandatory field work d! s ) G el cidal
institute J & 4els 100 Lu& Gleludl 0w 2xcWhere you achieve
volunteered hours as a tutor (.3 <lil gption ¢laie (paey 4

| did both of them which they were fine Ul s
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Aipaald lia) A (55 @b o o) Cada g ohali 5 Min i ¢ 58 S L mentoring program J'Y 5 observation J
LA (Sea e oSae 35050 ) JG teacher J) 55 SSY) instructors J) team oS
peer feedback J ausll cullid (o yiiad Jiny 48 jall (s3la 8
(o) Buha o pa ulS 5 gla CilSE
how did | do of this activity ? U Jlul S Very beneficial
someone setting at the back of the class to find what is going on ¢« JSI acls 5 very supportive 1S g8
full mark S @l ks observation J) 2 U 5l a2 )
dlaall five out of five outstanding performance s &l
& Fs e e sl el LIBut still
its not professional 13 43 Jaxy Ul Lo sl 5l gl e, 138 2L 8 s
1S gpans e gla o
S e (S g2y s gl GO Galiy L
i 0 pa 0 e Y o Ll (e Cuglil gl
(s ) LS il o
()
Ll (s e s olanl a8 IS ) (8 Leteadiind U G il Calld (i) 0 S35 130
: during my masters or BA «
BAJ i
.. Laie Lo bial aled a3y Gl cullad BA 3 el 1o
s Gkl education J) peox WS L
1 511X agisendi 2 3Y 43 ) learning styles for the students Ji ) aaasll by i U gu ya MWis 5ilS L
gl 3 yme e S Y
&l gl Galay i Al 5 GllSal 5 Clalasiul daie (585 Y Gupall 3ok Gl J sy
5 Al Ailly a8l ) ey 5 a8
i 1S g Al (o Head s
Laie 352 50 OIS LHOW to develop an activity
Leasat 5 Lle Ludlins US W i) s LIS (530a
ki i€ gakila) jale gaie Ul g calia Ul 5l <3 L
PO KPRPREC TR PTG kP PREC A
involves the students more ! trends J e S0 Lala i€ oS
B Ut s 5 patd o Salalle o 81 s Ul a3y
4aliya L) 5 GDISI 3 audla 58I Ul ) caal Ul
they pick up the mostlyc= s its gonna be activities activities activities s W »_S&ll L) cadic)
restrictive and my hands are tide to follow this form Ul 43¥ Lk
moving on tasks 3~ 5 procedures swarm up activities J Ga 5 spasill Ga
summative assessment J o s Liead o 3¥ I task chain
giving students feedback = 5 > W assessment part J s
| followed this procedure ausill glie U
mainly student-centred kinda of learningiecxia) A < slu¥) Ladl 5 ol did it
3& Where | stand as a couch when they needed help
information concept that | present to students wasn’t totally new to them J' ¥ material J! We 43y
el cuopall s el Y 5 they assign a whole section to the trainees 4llS 48 4 oS L 4y
DLERY) agd (il ) Dl dna) pull Gl S
1X 51X ol 2l unit 5and 6 aed sl
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students J! v JS Aeadia (o8 Lo Slaglaall 2iilS
o5l 5 ade o8yl aa Gaw G JCAlL culs
activities J) 3 Ul s (I Jesl culS sl il

5 Sdl gs o 5a sThey picked up everything
DS Giselu
Lo 5 om0 3l 4d 0¥ s i) = ) Ty W il S
136 48 gl 1S 4 il
G gl Jsha (g aladl AIST A 5V 5 oan o2l gl Dlia Ay graa Y
il fASJJ Us ) Chlada lis
DS e 5Ly 5 Laladl 5 U, Wl [ater on s
only silsi' ¥ 5 English zone only <& I school JV 5 g3 study JI
It turned out to be an old fashion school and its ok to use the learners mother tongue to enhance their
knowledge
pic 2353 50 Sl multiple intelligence dV oe s 43Y
you use a word here and there ¥ s you shift from once a while sl esls 4als .a
0N Al G 5 aein o S differences Y s similarities J) gs2ss
ronlly Liie 03 g all AWK (pudi (g3l A cligll 80 Ul
) Al i Lo Al il —imitating students reaction) o democracy (k! s Jsii Lal L g
do you guys remember that word in Arabic ? we have it in Arabic too Js& <8l Jh
Democracy democracy ¢slsi aelS aeisli Jsh Jlad
IX 5y
the whole process of the field work? e b s 4 Ja | d jall 2l aladiud axe o I Sl cusall e oy 5850
VIV 5l s i) Ui W alal e Lo Ul ailedl 5 o 1o
Jsa s English teaching recently J) 5 &8 o ¢S
lllae 130 5 Aaly 3l Y

S shift J=s s »Within the last ten years
ulail o 1S3 L UHIY 5 | learned English and | have the second language s aaxie oS Ji
< gl sk (g )y 5l
0 il s2lS sagd Lo sagh delenl)
statistics J) I3 (e 5 lal pall JA e agils 3 L g Sl
DALl JS Wi slae e 5 42l ce Gy el 4w demotivation d) & sl A
e e O e JOA s
s G2 public education system JV g saseadl Qllall il Jiby

Zadall i foundation J) 4l gy 5 o s s SO a5 Jaws giall s (i SN ets say
A s Caas s Ma oY1 adally el ULl il Ui 5 L 1) (g3l Ol s i (538
A 12 &b
dils Sl S dlall (& S0 S () (A4 12 Guonadl o 2
o e 43s Leisadly s Grammar s 4 Cpasd 5 o 3 Gl Gl &
reported speech J oL if clause Jltenses JI
suaa 4ala 4 L every single time e o sun 5 o s2ald
SBe repetitive 41S 4dlias 4ad 48 Lo Jiny
Ll asla 48 o L 3 5 Aall e an 58 55 oIS (alai) oS gl 4l g3la
Chane 4958 IS dual an@ll Gl

anly G e el e S5 )
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aie Gl Wi, 5 U da sl s 8 I

OO 3 gl ol (sl A5 0 Ly y5 ) Ja

5agd Lo Y 5 il sagh ol s ga Aalll jue S 380 Lo a3y

Y Y 5 e wilS way of giving feedback J

Y Y effective oS agd adariin) A gl

Ledle anii o3 4d) Gos Lo sLid¥la S

VY 5oaas il eluldl 5oy By activities bl e il 43l Le S

Y daa il (5 seadind ¥ BV G geadind ¥ (S V) O geadind Y e il Jiall Lile 58 agil d e culturally <ilS clala 4 (1<
Al L3 () geading

e it's like I'm teaching kindergarten s e las s e & s sall (aunid

oublial e JUiS 5 Gubliza) e Jaasw I Gy sl 5 big letters s around colors 41 ¢ g sall IS
e thinking J) (8 (Stad eladl il L

~d interesting s 4ulic

1S5 5a) 2alae | 2alaall 6 (aany Lidlat) Lial e 5 )

totally sl il <

bachelor Ji 4 s ) s Lt 53 cpins ) e Cin 331 L Ul s

Lola adlida Lebnun 1S pal (A atul) L] Coa ) Al

ol Caling saaiall Y I 8 a4l 4t 50 Caa )y Al 4Ble Alle gy U S 53 g
e Luadd Ul (gl sise (8 Y il 48 5k 48 Y delivery JI 48k A Y gsiadl 4 Y
Gl A Jl G oY UL 5 o salally HLas) gaie Gualll Tt Jain Jada § gaia gall (S Lad (gl siase & Ul 43y
M Sl e g 5 43l o) giSall die g )1

Y'Y s reflection ysw U clla ¢ ol B caadiad (il Ul 8]

SYY 5 cin WY 5l culapaper I s Ul

adiieeducation J)ad o (pdi Lalai 4dlida 4 glaall i€ B

for my students ¢S 43 Jsls sacld i€ 2 gl b

paems DUl o3 44 53 555 Ll T 523 U U

adlite IS LIS Gun) Ul asdl b Lade 50 1S e

I aal s () gy agueal L)

(i (piaall (ol oala) @il el G ey Jualdll o 380 L Ul Jiny

elinadi (iaal ¥ 5 Sdaal | don’t care Ul se S

allia) y Cpadad o8

aigal s 0 sulag Dlad clilla

V) sl i agaladin Al

pnaan Ay jlay 81 sl ) ey agalal

Gl Y 5 @salS ol Llbal e

O5S M aelS 5 S s e Sl s Y

1S5 50l (8 Ll Lo g3 Jlad) dagday 4lid 3 5al5 Ji) o 5Y Ul g5 jumlae 8 U1 s Culs e
i) g i oila Jpalilll |

O (0 S e Ul (g ()55 385 Lo 8 Jglad 5 g 5l Jan Lella DS (350l (g ) 1S L il i
[P P B S KRG - RN

£LdY) G Dlad (o

responsibility ! (S 4als aasic o) gl Capad
"ol Gl Cld 5 ol allai Lal (4 a3y (ila 5 g g ey 28 LS Capuen ) o LSV
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"o pasal Ma e cile”
Ll L S Ll S 5 we tend to use s Lal
Lillga (g
et 08 53 La N ALl gl 5 i€l A2 ¢ 5 aa)
G855 g0 5g8 lghilaa
siegd " g g sall i S Ll i
candidates < sl L a8
self-assessmentsd! asgéa Lidie OIS Le 43Y
i e 138 o) gll (5 g B 5 Sluds b i)
s L s s G (A
Y Y 5 pre-interview J) & discussion 44
2l o 3L 8 L four years later Ly
Y.L el liie o cda) ol @)
| achieved the master degree 4330 (i <ok
A8 pall s Gy g 5
fead A S
13 mentoring system J & report J) 4ls ¢ 25 J )
co-teaching 4 .. ga cpudad ¥ smentor J) ge Gpadas Wl ) 43y
assistance tutor Skews o5&
g sl S Cpudas 51 il 4a procedures JI
S 39350 A lia mentor J owfeedback J) ¢pdali
reflective paper . yourself assessment 3 51 5 IS dafeedback J) cubaat (paxs 5
G ¢ gl Alie Sl 5 N g a4 CulS ) 5 V) g e Al il il ol g
A3 il aal 5 llE s mentor J) ae il 5 LSS S mean while ¢S s
results Ji gleS 5 43306 (il aa) 5 Al (gaie Ul Jsh Luad Ul
students d! g» 23 & A

student leveld! ¥ sStudents votes or students rating
od agill gl JUA (e Slquiz OV DA e ) g

Teacher BY sDo you like teacher A
s JlSstudents J) o students .. J s 0 Db
Bpall ol (pfiantie ae Aalll ailed 43Y S) Aida 4 il CuilS Glligh
Japanese Korean s s, (risa s pa Ul G
eein 5 & communication J) <és mean J) A Gl s b I palalsy)
A, Lo a1 ARl Alasind o) 4l a8l Lo fes il il ) saietransaltion J) culsa
I have to teach them in English ¥ level J e U Julld

Because they don’t understand any other language
Bl e e S o LA 138
DI Aada 4y il s
e Ol Y ) el g J6 Ui Livie Uial
and they don’t know it (e sl o1 e wed¥ Giladl QISH Cy jlaual U @llia
introducing the objectives e ¢ 5 Jsl ausill OIS J=illy o
they need to understand what is the objective? Why we are doing this ?4Y
Because you need to do this this and that

introducing the task and giving structure.le ¢ s
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confusion 48 [0SS (4 (i 1S (glaw (5 3S 3 (el iNStructions J)
135 Wl ) alanives o ateacher J) W
¢ Y Y sstudents did they pick whatever J! guwss
Y Y sDid they pick the task ?
achieving the task s W J3& (e cajel Ul ks
write an introductory paragraph about yourself including your likes dislikes J J# U i kle task JI i aguany
and preferences
Oiuadill ge et e objective JV ) e content JI
| like | dislike I love | prefer | adore
paragraph (& 4udi oo i s hald
informative information i< sy Anley)
‘My name is Su ling I am 20 years | study in California °
1] 1X)
instructions J pgd e ltall gl ¢ 138 cladll ilLS
task J) b e352 50 Slkey words J! agh e 4l 5l
delivering J) 8 4185 daie 5l using the terms & 4lSia dliie 43l iay 1368
they didn’t understand the words totally 43 4<is students Ji xie
adore or prefer or like or dislike>«They didn’t understand
So they didn’t pick it up
mentor J as (o s¥1 5 el Ll dluie 4, 48 Julls
yes s self-assessemnt s Al my responses ) S 5251
zea paragraph o5« two or three students who didn’t have the ability il did face
In the correct way
gatherings J! 5 meetings J & A LelS (g3 cileldia¥l sl pead g
reflectionsd) Lo Ul €I oy
e el J s Ll Linaia) sl o 55 JDIA G
right or wrong 4als 4 L teachers Ji Us) s¥ mistakes Jsi La ol Lule allad
things that you have to avoid next times gaps s experiences Jsiu (!
instructions J) using s (s2ic alli
terms s A Ao saie adl
Algn oy Jily 5 Jsla (S 48 IS (S apas Ul il Wl ) L] used terminology that
"Danah why not let them using the dictionary why abandon the dictionary"4bsluy J <l 2o J teacher J ix
Lilgs ladictionary J) ¢seadiog 1o agal Lo Ul (Gl o cp 5 i 5SE) Cads Ul Llad
they are using their phones and translation..s&¥ <l
e agdl U se Lia Al A3Y
oAl sl 5 (5 Al s Jiny
@3 LS e (58 ye e © dictionary et Lo (il (SwdlS 5 il 5 Jap agld Le (il I 588 6
dictionary J) alaiul ¢e 418 GuDISI oy a5 5 Leale Jlie Gadand 5 Lgm 55 oo 5 4alSl) s il (il
& personal experience Ji e e ddais 53l
" oh do you think it is effective"l
‘of course of course it's a language centred they should make use of their dictionary in each class’
dictionaryd) e J <8 Mad b
s ol 48 @S Gl e 4teriinl Le out Of Nno where 1S 4aals
Al aled s
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examples J) e o I 20 e
learning process J! s Ul e 385 cuS Ul

learning processd! (i palas (5 sl S
let’s do thisdb
extracting the objectives osla 13 clip J) sl movie Jl oe s movie e e saii ¥ s
extracting the theme of the unit ¥
activityd! e ¥ s exercise J e g cpam

IS e 78 (pam
there is a lack of examples—
lack of demonstration ¥

e a3 5a g il LS b g (A cLidYI e (53l

A 17 Y 54 18 Jud 18 (add Slee 058 S5 4Y &850 () Gle sdsa se S aalad Gl JBA i) agall
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