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ABSTRACT

Using a case study approach, this study focused on teachers’ linguistic
insecurity. The purpose of this study was to investigate the influences of Thai EFL
teachers’ linguistic insecurity on their teaching performance. The data were obtained
from classroom observation and semi-structured interviews. Using a purposive
sampling, the participants were two Thai EFL teachers who were in-service teachers
at a public secondary school in the northeastern part of Thailand. The study was
conducted in the second semester of the 2020 academic year. Data were analyzed by
using content analysis to identify themes. The results of the study indicated that the
participants perceived that linguistic insecurity influenced their teaching performance
in three aspects: lack of confidence about English knowledge, poor performance in
English language teaching, and negative self-concept toward their English language
ability. The discussion of findings, pedagogical implications, and recommendations
for further investigations were also discussed.

Keyword : Linguistic Insecurity, Teaching Performance, Thai EFL teachers



ACKNOWLEDGEMENTS

The completion of this study is one of the great events which | feel ever so
proud of. It should be attributed not only to my hard work in the past two years, but also
to the help and care I have got from a number of people. | would like to express my
heartfelt gratitude to those great people.

First of all, | would like to express my sincere gratitude and appreciation to my
thesis advisor, Dr. Pilanut Phusawisot for her guidance, understanding, and importantly
her invaluable advice during my graduate studies. With her rich experience in research
and great wisdom, she has helped me to complete this study step by step. Without her
willing and generous help, | would have never succeeded in the completion of this
study.

Certainly, my heartfelt gratitude goes to my parents, Supagit and Ing-on Jantri,
for their unconditional love, support, and concern about my well-being as | sought my
achievement. They are my largest motivation on my way to the completion of the study.
| also would like to thank my sisters, Pawicha and Rawisara Jantri, for their emotional
support and for always being there for me. Next, | owe my love and gratitude to my
beloved boyfriend, Wayupong Molipun, for his love, patience, understanding, and
support during my study. Without their love and support, this study would not have been
possible.

I would like to express my special thanks to my friends who have been
supporting and encouraging me during my study. | truly and completely appreciate them
for everything they have done. It is really heartwarming to me. Special thanks go to
Tawanshine Penthisarn for her warm friendship, consistent encouragement and sincere
help in the past two years.

Last but not least, my sincere thanks go to all participants in this study for their
devoted time and their willingness to provided me valuable information on their
teaching experiences. Without their help and cooperation, this study would not have

been possible.

Palatee Jantri



TABLE OF CONTENTS

ABSTRACT .ttt itttk ab et bee s s e e s Ron e e e ab R bt e e beesrbeesbeeanbeenteeaneee e D
ACKNOWLEDGEMENTS ...t et E
TABLE OF CONTENTS . ...t F
CHAPTER | INTRODUCTION.....coiiiiiiiie ikt 1
1.1 Background Of the STUAY ........cccceiieiiiiiiieeeeeeee it bt 1
1.2 PUrp0Ses Of the StUY .........cciiiiie i 4
1.3 SCOPE OF the STUAY ....c.veieieieecie et 4
1.4 Significance Of the STUAY ......cc.ooeiiiiiii et e 4
1.5 DefiNItIoN OF TEIMS ..ottt e 4
1.6 Structure OF thiS TRESIS ......ciiiiiiiieeiie e 5
CHAPTER Il LITERATURE REVIEW ....ocoiii s 6
2.1 LINQUISTIC INSECUTILY ir.vvevierieie ettt ettt sttt ne e e e 6
2.1.1 Definition of LINQUIStIC INSECUTILY ......ceiviiiiiiieieie e 6

2.1.2 Sources of LingUIStiC INSECUITLY ........ccvviriiieiee s 7

2.1.3 Types of LingUIStiC INSECUTITY .........ccvveieiiecieeie e ste e sie s 8

2.1.4 Most Common Effects of Linguistic InSeCurity ..........ccceeovveveiiveivciincnnnnn, 9

2.1.5 Linguistic Insecurity of Non-native English-speaking Teachers.............. 10

2.2 SPeaking SKill.... ..ot e nneen s 11
2.3 Teacher Teaching PerfOrMANCE ...cocvvviiveeeiiiieesussiiannesereeeseesseeeesseesseeseessainns 13
2.4 PreVioUS STUAIES. ........o.viiiiiinne e iastiitesenseneeseeiessessese st ante s abesbenn e et e e anenes 14
2.5 Summary of Chapter Tl ..ottt 16
CHAPTER Il METHODOLOGY ...oiiiiiiiiiieiessiisiee et ssaeesies e 18
3.1 Participants and SELHING .........coceieriierereseeeee s 18
3.2 ReSEarch INSIIUMENES..........ciiiieiiiee s 20

3.2.1 ClasSro0m ODSEIVALIONS.........cee et et e e e e e e e e 20



3.2.2 Semi-Structured INTEIVIBW ..........ccooiiiiiiieieiee s 20

3.3 Data ColleCtion ProCeAUIE.........cccoiiiiiiiiieieee s 21
3.4 Data ANAIYSIS .....eivveiveeeie s eiteeie e sreesbinse e teeeessee e esaessaesteeeesseesteeee e e naeenaenrae e 21
3.6 Ethical Consideration.......cio. itttk 22
3.6 Summary of Chapter T ...........oooiiie i 22
CHAPTER IV RESULTS AND DISCUSSION........coiiiiie it 23
4.1 RESLAICN RESUILS .....cuviiiieiiise st 23
4.2 CONCIUSTON ...ttt b et b ettt 33
CHAPTER V CONCLUSION AND RECOMMENDATIONS ....c..cooiiiiiiiiiiieiiene 34
5.1 CONCIUSION ... bbbttt bbb 34
5.2 LIMiItations Of the STUY ..ot s 35
5.3 Pedagogical IMpPlCAtIONS......c..ccoeiiiiiicce e e e 36
5.4 Recommendations for FUrther Study...........cccooevveieiciies e 37
REFERENGCES ... ..ttt bbb na e neas 39
APPENDIX A et a ettt ettt b e R bR bbb s 50
APPENDIX B ..ottt ettt b e ettt 54
APPENDIX € ettt aib e b e ne e re e nnne e 57
APPENDIX D ...t ittt et £ e e e bbb et e nne e nneeneas 59

BIOGRAPHY ..ottt s et 61



CHAPTER |
INTRODUCTION

This chapter includes the background of the study, purposes of the study, research

question, scope of the study, the significance of the study, and the definition of terms.

1.1 Background of the Study

Due to the growing number of English language users all over the world, English has
become the medium of communication used by many people from different parts of
the world. This has led to a steady increase in the number of English language
teachers and learners. Moreover, the proportion of non-native English speakers to
natives has been steadily increasing with the rapid expansion of the use of English
language as a lingua franca (Arva & Medgyes, 2000; Crystal, 2003; Graddol, 1999),
and non-native speakers have become the majority of English language teachers
globally (Canagarajah, 2005; Moussu & Llurda, 2008). Indeed, in the field of English
language teaching (ELT), an increasing number of teachers are not native speakers of
English (Muam, 2002); Braine (2010) mentioned that 80% of the English teachers
worldwide are non-native speakers of the language. This trend has encouraged
researchers to approach issues associated with non-native English-speaking teachers
(Selvi, 2014).

Despite the increasing number of non-native English-speaking teachers, there is still a
global bias against non-native English speakers, especially in ELT. In addition, some
non-native speakers of a language face challenges in terms of socio-cultural and racial
socioeconomic differences, including feelings of anxiety, self-consciousness, and lack
of confidence. These factors can impact non-native speakers’ self-perception, and a
negative self-perception causes linguistic insecurity. In the case of language teachers,
lack of self-confidence and linguistic insecurity can hinder the process of teaching and

learning.

Many scholars in different contexts have reviewed the term “linguistic insecurity”.
Linguistic insecurity was first mentioned in 1972 by an American linguist, William
Labov. Labov defined linguistic insecurity as the speaker’s confidence in the

perceived correctness of their use of a language. Later, Bucci and Baxter (1984)



described linguistic insecurity as the speaker’s negative self-perception concerning
their speech variety. This might occur when the speaker compares the characteristics
of their speech, in terms of phonetic and syntactic characteristics, with the expected
“accurate” form of the spoken language. Thus, the concept of correctness and
inferiority have been identified as the core elements of linguistic insecurity. Baron
(1976) also described linguistic insecurity as the feeling of many non-native English
speakers who recognize their errors. More recently, Meyerhoff (2006) stated that
linguistic insecurity is the feeling that speakers have with their language variety as
being inferior or inadequate. Finally, Hall, Smith, and Wicaksono (2011) explained
the concept of linguistic insecurity as the speaker’s belief that their lack of language
variety in terms of speech and writing makes them somehow inferior. Therefore,
despite some differences in the core elements of linguistic insecurity, most scholars
agree that the term “linguistic insecurity’” represents the concept of negative self-
perceptions of an individual’s language and their use of the language. In other words,
linguistic insecurity is situational anxiety, and self-consciousness felt when using
one’s language. This is different from foreign language anxiety, where the fuel of the

anxiety is the acquisition of the language.

Several studies have been conducted in the field of linguistic insecurity in different
contexts (Labav, 1966; Owens & Baker, 1984; Daftari, 2016). For example, in the
social context, Labov (1966) assessed the linguistic insecurity of the lower middle
class in 1960s New York City. It was found that lower-middle-class members were
more likely to experience linguistic insecurity. Some significant causes of this
linguistic insecurity were a broad range of stylistic variations, fluctuation in given
stylistic contexts, conscious attempts at correctness, and negative attitudes towards
their native speech pattern. In a gender context, Owens and Baker (1984) used the
CILI (Canadian Index of Linguistic Insecurity) and ILI (Index of Linguistic
Insecurity) to assess the ‘linguistic insecurity of male and female participants. The
findings showed that women’s linguistic insecurity was higher than that of men in ILI

and the CILI.

In an educational context, Daftari and Travil (2017) examine non-native English-

speaking teachers’ linguistic insecurity and investigate its influence on learners’



productive skills by using SPSS software. The results indicated that Turkish EFL
teachers experienced a low level of linguistic insecurity in their classrooms. Lee et al.
(2017) researched by focusing on non-native English-speaking teachers’ anxieties and
insecurities. They examine non-native English-speaking teachers’ self-perceived
English proficiency levels, anxieties, or insecurities due to the participants’
perceptions of communicative limitations and their strategies to reduce those anxieties
or inferiority feelings. The results reveal that the participants possessed positive self-
perceptions about themselves. They also perceived their strengths and weaknesses as
non-native English-speaking teachers and believed that they could teach English as
efficiently as native English-speaking teachers. In another study, Foo and Tan (2018)
researched by focusing on the two concepts which have never been discussed in
conjunction: the relationship between linguistic insecurity and linguistic ownership.
This paper set a condition to test for the presence of linguistic insecurity and the
exercise of linguistic ownership in 287 Singaporeans through a survey examining
their use of English and their perceptions of other speakers in the Singapore English-
speaking community and Singapore English itself. The results reveal that
Singaporeans are linguistically insecure yet exercise full ownership of the English

language.

However, there is still a gap in the research on non-native English-speaking teachers’
linguistic insecurity that derives from English language teaching (ELT). Several
studies have been conducted on linguistic insecurity in countries where English is
used as a first or second language. However, these studies have largely employed
quantitative methods. Very little research has been carried out on linguistic insecurity
experienced by English as a foreign language (EFL) teachers and how this linguistic
insecurity: influences their teaching performance. Moreover, in the Thai context,
qualitative research is rarely used to study linguistic. insecurity. Thus, the present
study adopted a case study approach to investigate Thai EFL teachers’ linguistic
insecurity and how linguistic insecurity influences their language performance. The
present study fills an important gap in the current literature by focusing on non-native

English-speaking teachers’ insecurities.



1.2 Purposes of the Study
The present study focused on teachers’ linguistic insecurity. Specifically, it aimed to
investigate the influence of Thai EFL teachers’ linguistic insecurity on their teaching
performance. The following research question is formulated to guide the study:
- How does the Thai EFL participants’ perceived linguistic insecurity
influence their teaching performances?
1.3 Scope of the Study
The present study focused on Thai EFL teachers’ linguistic insecurity and its
influence on their teaching performance. The participants of this study were two Thai
EFL teachers who teach at a public secondary school in the northeastern part of
Thailand. The duration of the study was three months, and the participants were
selected via purposive sampling. In addition, a case study approach was used to
collect data, including classroom observation and semi-structured interviews, to

acquire in-depth information related to teachers’ linguistic insecurity.

1.4 Significance of the Study

This study was intended to provide a clear description of linguistic insecurity.
Moreover, this research contributed more understanding and knowledge about
linguistic insecurity in the Thai EFL context. It was also intended to shed light on how
linguistic insecurity influence teachers’ teaching performance. Another contribution
of this study is that the present study’s findings can serve as a guideline for future
efforts aimed at developing teachers’ skills, especially in Thai EFL teachers' context

to increase their self-confidence in their English language teaching.

1.5 Definition of Terms
1.5.1 Linguistic insecurity refers to the feelings of self-consciousness, lack of
confidence, sense of unease, and discomfort experienced by Thai EFL teachers

when-using the English language in class.

1.5.2 Teaching performance refers.to the process of Thai EFL teachers’ actions in
the English class. In this present study, teaching performance focuses on how
teachers produce and convey specific language points such as vocabulary

used, grammar used, and pronunciation when speaking.



1.6 Structure of this Thesis

This present study includes five chapters:

Chapter | - Introduction: This chapter provides the background of the study, purposes
of the study, research question, scope of the study, the significance of the study, and

the definition of terms.

Chapter Il - Literature Review: This chapter presents research studies relevant to the

research and reviews the literature about linguistic insecurity in the ELT context.

Chapter 111 - Methodology: This chapter consists of the presentation of research
methodology and how to conduct this research to find results answering research
question as identified in the purpose of the study. The chapter comprises topics as
follows: participants and setting, research instruments, data collection procedure, data

analysis, and ethical considerations.

Chapter IV - Results and Discussion: This chapter contains a detailed presentation and
discussion of the results of this study. The findings are presented and discussed
concerning the aim of the study, which was to investigate Thai EFL teachers’
perceptions toward their linguistic insecurity and the effect of Thai EFL teachers’

linguistic insecurity on their teaching performance.

Chapter V - Conclusion and Recommendations: Results are interpreted in light of the
research question and discussed in conjunction with other literature. Limitations of

interpretation and implications for further research are also presented in this chapter.



CHAPTER I
LITERATURE REVIEW

The present study focuses on teachers’ linguistic insecurity in the Thai EFL context.
The review of related literature aims to give a brief discussion on what is related to
the focuses of this study. In this chapter, the researcher gathers literature reviews
related to linguistic insecurity for various aspects to give a clear explanation and
understand teachers’ linguistic insecurity. This chapter comprises the topic of

linguistic insecurity, teacher teaching performance, and previous researches.

2.1 Linguistic Insecurity

The main focus of the present research is to investigate the influences of linguistic
insecurity on Thai EFL teachers’ teaching performance. Therefore, the following
section reviews the study conducted in linguistic insecurity, including definitions,

sources, types, and common effects.

Linguistic insecurity can be described as a sense of unease, discomfort, or anxiety
experienced when using or attempting to use one’s first language or second language
due to various environmental, perceptional, interpersonal, organizational, cultural, and
social factors. In other words, linguistic insecurity refers to feelings of anxiety, self-
consciousness, or lack of confidence in the speaker’s language use. This anxiety
comes from a speaker’s belief that their use of language does not meet the standard of

the native language.

2.1.1 Definition of Linguistic Insecurity

Linguistic insecurity is defined in various terms. The term linguistic insecurity was
first clearly presented by linguist William Labov in his 1972 paper on the social
stratification of the pronunciation of /r/.-Labov (1972) describes linguistic insecurity
as demonstrated by members of the lower middle class in their wider range of stylistic
variation in speech, their fluctuation within a given stylistic context, their constant
striving for correctness, and their strongly negative attitudes toward their native
speech pattern. Then, Bucci and Baxter (1984) describe linguistic insecurity as the
speakers’ negative self-perception concerning the speech variety. It might happen

when the speakers compare their phonetic and syntactic characteristics of speech with



an expected accurate form of the spoken language. This feeling of insecurity tends to
be linked to a perception that one’s accent, choice of words, and grammar fail to align
with standardized language norms, leading to the fear of being discredited and
deprived of identity as members of the community or society in which these norms
circulate (Bretegnier & Ledegen, 2002). In other words, linguistic insecurity is based
on the perception of a lack of correctness regarding one’s speech rather than any
objective deficiencies in a particular language variety. Francard (1993) explains
linguistic insecurity as the linguistic awareness of speakers about the distance
between their idiolect (or sociolect) and a language they recognize as legitimate
because it belongs to the ruling class or the other communities.

As mentioned above, it can be concluded that the term “linguistic insecurity”
describes as the speakers’ negative self-perception concerning the speech variety.
Moreover, in the present study, linguistic insecurity also refers to the feeling of not
being good enough, having inadequate language skills, and lacking confidence that

Thai EFL teachers have experienced.

2.1.2 Sources of Linguistic Insecurity

The research in linguistic insecurity was conducted, focusing on the causes and
manifestations of this phenomenon. However, the fact is that linguistic insecurity
remains a complex and multiform reality, making it difficult to assess this
phenomenon. Linguistic insecurity has situationally provoked the feeling of
inadequacy regarding personal performance in specific contexts rather than a fixed
attribute of an individual. This insecurity can lead to stylistic and phonetic shifts away
from an affected speaker’s default speech variety; these shifts may be performed
consciously on the speaker’s part or unconsciously by putting an effort to conform to

the context-appropriate style of speech (Bucci and Baxter, 1984).

Linguistic insecurity-is related to the perception of speech styles in any community,
and according to Labov (1966), it may vary based on socioeconomic class and gender.
It is also especially pertinent in multilingual societies. Baron (1976), a linguist and
cultural historian, stated that there are two possible sources of linguistic insecurity: (1)
the notion of more or less prestigious dialects and (2) the exaggerated idea of

correctness in a language. It might be additionally suggested that this American



linguistic insecurity comes historically from a third source, a feeling of cultural
inferiority (or insecurity). A particular case is a belief that somehow American
English is worse or less proper than British English. Indeed, one can frequently hear
comments made by Americans indicating that they regard British English as a

superior form of English.

Although the term linguistic insecurity might be perceived as somewhat inadequate to
refer to a procedure of evaluation of linguistic prestige, it would be justified by the
consequences it had among speakers. Thus, hypercorrection, doubt, nervousness, self-
correction, erroneous perception of one’s speech pattern, or an essential fluctuation
between different speech styles have been associating with insecure individuals’

language usage (Labov, 2006).

2.1.3 Types of Linguistic Insecurity

In the 1990s, the studies on linguistic insecurity were expanded to multilingual
environments, and the initial intralinguistic perspective became an interlinguistic one,
including language contact situations (Bretegnier, Calvet, de Robillard, 1996). As a
result, there was a proposal to include the notion of linguistic insecurity, consisting of
the status of languages in contact, or the relations between languages and individual
and group identities, within the social and language dynamics of language contact
situations (Calvet 1999; 2006).

Calvet explained three different types of linguistic insecurity, which can appear

separately or together:

1) the formal or Labovian insecurity, resulting from speakers’ perception of
the distance between their native language uses and those they consider most

prestigious;

2) the statutory insecurity, the consequence of speakers’ negative evaluation of
the status of the language they use, compared to that of another language or

variety; and

3) identity insecurity occurs when speakers use a language or a linguistic
variety differently from that used by the community, identify themselves
within, and are members of (Calvet 2006, 133-45).



As one can observe, the first type of linguistic insecurity (formal insecurity) is an
intralinguistic phenomenon between social varieties within the same language. In
contrast, statutory or identity linguistic insecurity is an interlinguistic phenomenon

between clearly differentiated languages or linguistic varieties perceived by speakers.

2.1.4 Most Common Effects of Linguistic Insecurity

Linguistic insecurity can have a negative impact on the individual speaker’s
confidence or comfort in using the language. For example, it can lead to a feeling that
using the language may inconvenience others or that the individual’s use of the
language is not consistent with established norms and principles. Another negative
impact of linguistic insecurity is that it can discourage the use of a language, which
can lead to an erosion of capacities, a loss of confidence in one’s mastery of the
language, and even a loss of one’s sense of freedom to use it. While research has
shown linguistic insecurity impacting teachers’ instructional practices and decisions
to access certain kinds of professional development (e.g., Wernicke, 2017), it also
reproduces traditional monolingual models of language learning. It uses, notably for

students who may themselves be aspiring to become English teachers in the future.
Hypercorrection

Linguistic insecurity leads to hypercorrection, for the insecure speaker has not
internalized his newly acquired norms and has no automatically applied rule to let him
know where to stop in his correction. In sociolinguistics, hypercorrection refers to the
non-standard use of language that results from the over-application of a perceived rule
of language-usage prescription (Winford, 1978). In other words, hypercorrection is
the speakers’ attempt to precise some non-standard forms by revising on other forms
for which the rules they are using do not apply. Linguistic hypercorrection can occur
when a real or imagined grammatical rule is applied in an inappropriate context so

that an attempt to be corrected leads to an incorrect result.

According to Jespersen and Menner(1937), it does not occur when a speaker follows
“a natural speech instinct”. Moreover, hypercorrection can be found in many
languages and wherever multiple languages are in contact. A common instance of
hypercorrection in English introduces by Lynch (2008) is that the use of the personal

pronouns “you and I” as a correction of “me and you” in situations in which the
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accusative personal pronoun “me” is more appropriate. Although, the use of “you and
I” is assumed as the more grammatically proper form in the mind of many English
speakers, that rule becomes over-applied when a speaker wants to compensate for
perceived linguistic deficiencies. For example, since students have often been warned
against using “me” as a subject, some use “I” whenever the first-person singular is
needed, even though it might be the object of the verb, as presented in the sentence
“David allowed my husband and I to use his desk.” A speaker may avoid linguistic
insecurity and perceived stigmatization by projecting a more educated or formal

identity and emulating what is recognized as a more prestigious speech variety.
Shifting Registers

Another effect related to linguistic insecurity is shifting registers. A register is defined
as a variety of languages used for a particular purpose or in a particular
communicative situation. For example, when the setting of speaking is official or in
public, an English speaker may be more likely to follow prescriptive norms for formal
usage than in a casual setting: for example, by pronouncing words ending with -ing
with a velar nasal instead of an alveolar nasal (e.g., “walking”, not “walkin”).
Additionally, they instead choose words that are considered more formal (such as
father vs. dad or child vs. kid) and refrain from using words considered non-standard,

such as ain’t.

A register shift cannot always be accounted for by documenting the individual
phonological differences in speech from one’s default speech variety to the newly
registered speech variety. Instead, it may include a difference in the overall “tenor” of
speech and how a speaker is distinguished from his/her interlocutors who are more
experienced in interacting in that register. Furthermore, having to navigate in a
linguistic register-markedly different from one’s speech variety can be a catalyst for
hypercorrection and other behavioral effects of linguistic insecurity that can further
contribute to a sense of communicative inadequacy if the speaker feels he is not

convincingly interacting in that linguistic register (Huspek, 1986).

2.1.5 Linguistic Insecurity of Non-native English-speaking Teachers
Linguistic insecurity is often associated with one’s pronunciation, accent, choice of

words, and grammar. In non-native teachers, this feeling of insecurity tends to happen
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when teaching grammar, vocabulary, and pronunciation. Individuals may have
preferences about teaching particular skills or components. Still, non-native teachers
feel insecure when teaching special skills or elements if they feel linguistically
insecure about that part. The emphasis on native-speaking teachers’ correctness,
whatever its source, seems to affect arousing feelings of linguistic insecurity among
non-native speaking teachers. For non-native teachers of English, it means their
acceptance of the negative stereotyping of their English by the native-speaking
community, regardless of the kind of English spoken between its native speakers, is

not appropriate to most non-native speaking communities (Jenkins, 2004).

According to Gagliardi and Maley (2010), almost 98% of Italian foreign language
teachers are native Italian speakers who often describe their linguistic insecurity in the
foreign language they teach as a significant professional weakness affecting their
professional identity development. As non-natives, they experience the uneasiness of
teaching a language associating with a culture that is rarely exposed to by them. It is
not only the case with Italian foreign language teachers, but also with teachers in
other countries. Most of the foreign language teachers in each country seem to be
native speakers of that country, and the feeling of linguistic insecurity is familiar to all
non-native teachers of foreign languages. Medgyes (1992) points out that non-native
English-speaking teachers usually feel insecure about using language under their
responsibility to teach. Due to this feeling, they are inclined to adopt two kinds of
attitudes: pessimistic or aggressive. Both feelings are limit and can disturb the
teaching process. To investigate the feeling of linguistic insecurity was the

researcher’s initial motivation to conduct this present study.

2.2 Speaking Skill

Speaking is-one of the language skills in everyday life used for communication. It is
defined as an interactive process of constructing meaning that involves producing,
receiving, and processing information. Its form and meaning are dependent on the
context in which it occurs, the participants, and the purposes of speaking (Burns &
Joyce, 1997). Speaking is a productive oral skill usually performed by two or more
people. Fulcher (2003, p. 23) defines speaking as “the verbal use of language to

communicate with others.” The information can be shared using verbal and non-
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verbal communication in various contexts in which it occurs based on the participants
themselves, the collective experiences, the physical environment, and the purpose for
speaking. As Chaney (2002) states, speaking is a process of interaction between two
or more people by developing and sharing ideas through verbal and non-verbal

symbols in various contexts.

Brown (2007) states that the ability to speak focuses on two things, namely: the
language form and function. The form of language will focus on how to use language
that matches the pattern, structure, vocabulary, and language elements. Then, the
language function will focus on how to use language elements and purpose. Similarly,
Hammer (2001) states that the ability to speak fluently assumes not only the features
of knowledge (e.g., speech, expressive, lexical and grammatical as well as language
negation) but also skills for processing information (e.g., language processing,
interacting with information processing and others). In addition, speaking can also be
defined as a productive skill. It is the ability to communicate and express their ideas,

thoughts, feelings, and needs in order to make sense.

Speaking in a foreign language can be influenced by psychological aspects that are:
anxiety and self-confidence. When the learners have high feelings of anxiety, worry,
fear, and less confidence in a foreign language class, they may have difficulty
increasing their ability and acquiring language. Tsiplakides (2009) stated that
speaking anxiety is a common phenomenon in learning English as a foreign language.
English learners are more anxious in speaking foreign language because they have no
ability and less practice in speaking English in class. In this study, speaking is defined
operationally as Thai EFL teachers’ ability to express themselves orally, coherently,
fluently, and appropriately in EFL context to serve interactional purposed concerns on
grammar, vocabulary, and pronunciation where participants can express and use the
right words in the correct sequence of utterance and produce clear pronunciation. In

other words, they are required to show mastery of the following sub competence:
Linguistic competence: This includes the following skills:
- Using intelligible pronunciation.

- Following grammatical rules accurately.
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- Using relevant, adequate, and appropriate range of vocabulary.

2.3 Teacher Teaching Performance

Teacher teaching performance is another factor focused on in this present study. It
refers to teachers’ actions in the class regarding how teachers produce and convey
specific language points such as vocabulary used, grammar used, and pronunciation
when speaking. Since the assessment of teacher teaching performance is measurable
by looking at teacher’s competencies. Thus, this section was also gathering the
literature review of teacher’s competencies instead. Competencies focus on what and
how the teachers must do to engage in the essential elements of teaching. It is also a
combination of knowledge, ability, and experience that perfectly allows individuals to
perform a task. The ability of a person to show a system that is related to the function
in achieving performance goals is also known as competencies (Boyatzis, 1982). The
term competence is often called a group of related knowledge skills and attitudes that
affect one’s duties, are closely related to job performance, and are measured

according to certain standards.

Based on Iceberg Competency Model (Spencer & Spencer, 1993), the elements of
competency are knowledge, skills, attitudes, personalities, and values. The three main
things that need to be considered in determining the learning outcomes to be achieved
by students are knowledge (cognitive), skills (psychomotor domain), and attitude
(affective domain). The components contained in an assessment of competence are
knowledge, attitudes, and skills (Carraciao & Englander, 2004). Iceberg’s model said
knowledge and skills developed and more easily identified than personality attitude,
which is difficult to be identified, modified, and molded (Mestry, & Grobler, 2004).
However, the attitude of personality is the most important factor and should be taken
into account before determining the level of competence of a teacher than having the
knowledge and skills needed in options education. In this study, Iceberg’s model was
employed as the element of teachers’ competency in order to assess teacher teaching
performance. Therefore, it can be concluded that teacher competence in teaching
practice is a combination of knowledge, skills, and attitudes in effectively carrying out

the practice of teaching practice.
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2.4 Previous Studies

The research was conducted to review any connections with linguistic insecurity
which have been accomplished in the past. As a result, a number of research studies
have been carried out in foreign countries concerning linguistics insecurity in various

contexts. The range of past research studies’ years is between 1966 to 2019.

Labov (1966) performed a linguistic survey in 1960s New York City. He interpreted
the linguistic insecurity of the lower middle class. The finding suggested that the
lower-middle-class members have the most significant tendency toward linguistic
insecurity. He also summarises the evidence that some significant causes of linguistic
insecurity involve a broad range of stylistic variations, fluctuation in given stylistic
contexts, conscious attempting for: correctness, and negative attitude towards their

native speech pattern.

Owens and Baker’s (1984) researched 80 participants; 42 were female participants.
They used the CILI (Canadian Index of Linguistic Insecurity) and ILI (Index of
Linguistic Insecurity) test to complete the research. After the test, the finding
indicates that women’s linguistically insecure tend to be higher than men in both the
ILI and the CILI These findings are consistent with Labov’s original New York study
and lead to Owens and Baker’s conclusion that women display more linguistic

insecurity than men.

Another research study concerning linguistic insecurity done by Martinez & Petrucci
(2004) on “linguistic insecurity among heritage language learners” looks at linguistic
insecurity among heritage language students at the University of Texas. The purpose
of the study was to identify different levels of linguistic insecurity among 145
students  categorized as developmental and non-developmental learners enrolled in
Spanish for Heritage Learners 113. To measure the linguistic -insecurity of the
students in the Spanish for Heritage Learners | courses, the researcher constructed a
multi-part questionnaire. The findings indicated that the developmental learners were
more confident in both their speaking and writing skills in Spanish than the non-
developmental learners. However, this study is further limited in the explicit

collection of linguistic self-confidence data.
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Gagliardi and Maley (2010), almost 98% of Italian foreign language teachers are
native Italian speakers who often describe their linguistic insecurity in the foreign
language they teach as the significant professional weakness affecting their
professional identity development. As non-natives, they experience the uneasiness of
teaching a language associating with a culture that is rarely exposed to by them. It is
not only the case with Italian foreign language teachers, but also with teachers in

other countries.

To explore more about linguistic insecurity, Cho (2015) examines the socially
constructed nature of significant linguistic insecurity with regard to the English
language in Korean society as informed by neoliberalism. It explores how linguistic
insecurity and linguistic perfectionism build upon each other. Participants are
English-Korean translators and interpreters who spent extended periods of their youth
abroad in English immersion contexts. The findings reveal that in contrast to the
commonly held beliefs that returnees are competent and confident speakers of
English, they suffer from anxieties related to unrealistically high “native-like”

expectations of their English back home.

In terms of education, Daftari (2016) examined the linguistic insecurity of non-native
English-speaking teachers (NNESTs) and investigated its influence on learners’
productive skills. The participants were eighteen teachers from different countries,
primarily Asian, and they all work in a language institute in Ankara, Turkey. The
learners who participated in this work were 300 intermediate, upper-intermediate and
advanced English learners. The data related to teachers’ linguistic insecurity were
gathered by questionnaires, semi-structured interviews, and proficiency tests. The
findings illustrated some aspects of linguistic insecurity of Turkish EFL teachers and
its possible sources. The result also revealed that there is no significant relationship
between gender and linguistic insecurity. In other words, experienced teachers feel
less linguistic insecurity than' novice non-native English-speaking teachers.
Furthermore, in the case of learners’ productive skills, no significant relationship was
found between non-native English-speaking teachers’ linguistic insecurity and the

learners’ writing and speaking scores.
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Lee et al. I. (2017) conducted the research by focusing on non-native English-
speaking teachers’ anxieties and insecurities. They examine non-native English-
speaking teachers’ self-perceived English proficiency levels, anxieties, or insecurities
due to the participants’ perceptions of communicative limitations and the strategies
they use to reduce those anxieties or inferiority feelings. The results reveal that the
participants possessed positive self-perceptions about themselves. They also
perceived their strengths and weaknesses as non-native English-speaking teachers and
believed that they could teach English as efficiently as native English-speaking

teachers.

In another research study done by Tan (2019) was conducted the research by focusing
on the two concepts which have never been discussed in conjunction: the relationship
between linguistic insecurity and linguistic ownership. This paper set a condition to
test for the presence of linguistic insecurity and the exercise of linguistic ownership in
287 Singaporeans through a survey examining their use of English and their
perceptions of other speakers in the Singapore English-speaking community and
Singapore English itself. The results reveal that Singaporeans are linguistically

insecure yet exercise full ownership of the English language.

Based on the previous studies presented above, there are a number of research study
conducted in any connections with linguistic insecurity: for example, linguistic
insecurity in the social context, in the education context, and in gender context. The
findings of each previous study indicated different results, like in gender context;

women display more linguistic insecurity than men.

2.5 Summary of Chapter 11

Linguistic insecurity is the anxiety of speakers who usually feel that their use of
language does not conform to standard English principles. 1t can be described as a
sense of unease, discomfort, or anxiety experienced when using or attempting to use
one’s first language or a second language due to various environmental, perceptional,
interpersonal, organizational, cultural, and social factors. In the present study,
linguistic insecurity also refers to not being good enough, having inadequate language
skills, and lacking confidence experienced by Thai EFL teachers. This chapter

provides an insight into linguistic insecurity including, definitions, sources, types, and
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common effects. Linguistic insecurity can hurt the individual speaker’s confidence or
comfort in using the language. Another negative impact of linguistic insecurity is that
it can discourage the use of a language, which can lead to an erosion of capacities, a
loss of confidence in one’s mastery of the language, and even a loss of one’s sense of
freedom to use it. Previous studies related to linguistic insecurity in foreign countries
are also reviewed in this chapter. The previous studies presented in this chapter
conducting in various contexts, including social context, gender context, and

educational context.
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CHAPTER I
METHODOLOGY

The present study aimed to explore Thai EFL teachers’ linguistic insecurity and its
influence on teachers’ teaching performances. A case study approach was used to gain
a deeper understanding of Thai EFL teachers’ linguistic insecurity in the Thai EFL
context. It starts with a detailed description of the participants and the setting. This
chapter also presents the method used during this study’s conduct, including research
instruments, data collection procedure, and data analysis. Finally, ethical

considerations are discussed.

3.1 Participants and Setting

Participants

The participants were two Thai EFL teachers who work as English teachers. These
two Thai EFL teachers are selected because they are likely to generate valuable data
for this research. In addition, both participants are in-service teachers with more than
five years of EFL teaching experience. All the English teachers from the selected
secondary school in northeastern Thailand were asked to answer the Index of
Linguistic Insecurity (ILI) questionnaires. In order to have a deeper understanding of
the teachers’ linguistic insecurity, two high-linguistic insecurity teachers were
selected as the participants according to their scores in the questionnaires. The two
Thai EFL teachers identify themselves as Thai EFL teachers who do not feel
confident when teaching, feel stressed when teaching vocabulary, grammatical, and

pronunciation sections, and believe they need to improve their English.

These two Thai EFL teachers (Teacher A and Teacher B) were the best fit to
participate in the study for three reasons: (1) the participants teach at the secondary
level, (2) the participants got high scores in the linguistic insecurity questionnaires,
and (3) their willingness-to _contribute to the research. In addition, the two teachers
were both qualified, with more than five years of EFL teaching experience. Therefore,
the participants were asked to voice their opinions about how Thai EFL teachers’
linguistic insecurity influences their teaching performances. Brief information of the

participants is provided in detail in the following sections.
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Teacher A: The first participant, “Teacher A”, is a female teacher. She has
over eight years of EFL teaching experience. Teacher A held Bachelor’s
degrees in English and Master’s degrees in Education. Now, she is teaching at
the upper-secondary level. Her main subjects are English for Communication

and English Listening and Speaking.

Teacher B: The second participant, “Teacher B”, is also a female teacher with
nine years of experience in teaching EFL. Teacher A held Bachelor’s degree
in Education. Teacher B is teaching for twelve years at a selected secondary
school in the northeastern part of Thailand. Her main subjects are General

English and English for Specific Purpose for the upper-secondary level.
Setting

The researcher used purposive sampling to select the school. The present study was
conducted in a secondary school in the northeastern part of Thailand. Qualitative
research was purposively conducted in natural settings in order to ensure that as little
as possible of the phenomenon to be studied is altered (Streubert & Carpenter, 1999).
This school is a well-known secondary school in the northeastern region of Thailand.
The school was founded 50 years ago. It is a large school with approximately 4,000
students as at the year 2020. There are various kinds of programs to foster students’
expertise. At the time of the study, there were 16 classrooms for the lower-secondary
level, including the Enrichment Science Classroom (ESC), English Program (EP), and
regular classrooms. The upper-secondary level consisted of 21 classrooms, including
the Enrichment Program of Science, Mathematics, Technology and Environment
(SMTE), Mathematics and Science program, Mathematics and English program, and
English and Chinese program. In the foreign language building, all classrooms are
equipped with various kinds of IT equipment: visualizer, LCD projector, microphone,

a PC with internet access, and free wi-fi.

The total number of teachers in this school is around 250. The study was conducted in
the foreign language department of this secondary school. There were 30 teachers in
foreign language departments teaching Chinese and English. Amongst the 24 English

teachers were asked to answer the index of linguistic insecurity questionnaire.
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3.2 Research Instruments
In order to address answers to the research question, the following two research
instruments were used: classroom observation and semi-structured interviews. These

instruments are described in detail in the following sections.

3.2.1 Classroom Observations

Classroom observations were used to investigate Thai EFL teachers’ perceptions of
their linguistic insecurity while teaching in a classroom. The observations were
carried out over four weeks. Each participant was observed three times. Field-note-
taking was used during the observations. Specifically, this field-note-taking included
notes about the teachers’ use of English in the classroom and how linguistic insecurity
influences teachers’ teaching performances. The duration of the recording for each
session was 50 minutes. After each teaching observation, the researcher conducted an
informal 5-10-minutes interview with the participants based on their classroom

activities in order to understand their linguistic insecurity.

3.2.2 Semi-structured Interview

After observing both the participants, the researcher conducted semi-structured
interviews. Semi-structured interviews were conducted with the two participants to
collect in-depth qualitative data. According to Cohen and Manion (1994), interviews
are a helpful tool to understand the factors governing behavior. Specifically, the semi-
structured interviews were used to gain additional data on the participants’
perceptions of their linguistic insecurity that were not reflected in the classroom
observations and journals. The interviews were tape-recorded and later analyzed by
the researcher. Both participants were separately interviewed by the researcher in the
Thai language. However, the researcher often  followed up the semi-structured
questions with questions such as, “Why?” and “Can you tell me more?” This was the
researcher’s way to get a deeper meaning and richer understanding of the participant’s
experiences. Interviews were transcribed within a couple of days of occurrence, after
which participants were able to review, verify and modify their comments. Finally,
the scripts were sent to both participants for member checking. Subsequently, the
transcripts were read twice by the researchers and categorized into themes. Each

theme was then supported by direct verbatim to provide an audit trail.



21

3.3 Data Collection Procedure

All of the data for the present study were collected during the 2020 academic year.
After obtaining permission from the public secondary school, the classroom
observations began. In classroom observation, the researcher observed the teachers’
use of English in their speaking classes. After classroom observations, semi-structured
interviews were conducted. The questions in the semi-structured interviews were
based on the issues identified during the classroom observation and were structured in
such a way as to understand the teachers’ linguistic insecurity better. The interviews
were conducted in Thai and lasted between 30 and 60 minutes. The interviews were
recorded - with the consent of the participants - and then transcribed into themes.

3.4 Data Analysis

After conducting the semi-structured interviews, the recorded interviews were
transcribed and then coded to understand the participants’ perspectives. Finally, the
transcripts were analyzed using content analysis. The coding procedure began with
careful reading of the data in order to identify recurring themes and sub-themes. After
coding and transcribing, the data were categorized into themes for further content

analysis.

The quality of qualitative research was established by trustworthiness. This study
maintained trustworthiness via -member checking. Johnson and Christensen (2008)
identify that research has to have the accuracy or credibility of data, findings, and
interpretation through some strategies. Thus, to ensure the trustworthiness of the
qualitative data, this study applied the triangulation method. As Cresswell (2008,
p-266) stated, “Qualitative data requires triangulating among different data sources to
enhance the study’s accuracy. Triangulation is the process of corroborating evidence
from ‘different . individuals (e.g., principal and a student), type of data (e.g.,
observation fields notes and interviews), or method of data collection (e.g., documents
and interview) in descriptions and themes in qualitative research.” To ensure the
trustworthiness and credibility of data collection and interpretation, the following
technique was used: member checking. This technique involved some participants in

the research helping to check the accuracy of the data and findings (Creswell, 2012).
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3.6 Ethical Consideration

Ethics is the discipline that deals with what is right and wrong within a moral
framework that is built on obligation and duty (Nation, 1997, p. 92). While
conducting this study, the researcher ensured informed consent from all participants.
They were also advised that they were under no obligation to answer any questions
they may not have felt comfortable with. Participants were given advanced notice
prior to the interview, a broad outline of the subject to be discussed, an indication of
the type of information required of the participant, the reasons why the research was
being carried out, and how the information they provided would be used. Before the
commencement of each interview, the participants were told of the length of time
involved in the interview, and sufficient time was allowed before and after the
interview for the participant to ask any questions relating to the research topic. All
participants signed a consent form stating that they were willing to participate in the
interview; confidentiality and anonymity were ensured throughout the process.

3.6 Summary of Chapter 111

This study employed a qualitative approach, particularly a case study. A qualitative
approach was selected in order to give rich elaboration and an understanding of
phenomena. The case study was chosen for this study because this study was done on
a small scale and would not attempt to make any generalizations. This qualitative
study was conducted to explore teachers’ linguistic insecurity and how it affects their
teaching performance in the Thai EFL context. A case study approach was used to
gain an in-depth understanding of Thai EFL teachers’ linguistic insecurity. The data
for the current study were collected by using classroom observation and semi-
structured interviews. The data were analyzed using transcription and coding for
content analysis. This chapter also describes the procedures conducted in the study,

including participants, setting, research instruments, data procedure, and data analysis.
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CHAPTER IV
RESULTS AND DISCUSSION

This chapter provides results collected from the data collection. It draws upon the
main themes and presents the results that arose from classroom observation, the
researcher’s journal, semi-structured interviews, and subsequent data analysis. The
key themes that emerged following data analysis of Thai EFL teachers’ perceptions
toward linguistic insecurity were: limited vocabulary knowledge, lack of grammar
knowledge, and poor pronunciation. The findings also found themes related to the
effects of linguistic insecurity on teachers’ teaching performance-—namely, a lack of
confidence about English knowledge, poor performance in English language teaching,
and negative self-concept of their English ability. The primary research question

guided this study:

How does the Thai EFL participants’ perceived linguistic insecurity

influence their teaching performances?
4.1 Research Results

In order to elicit a more transparent understanding regarding the participants’
linguistic insecurity, classroom observation and semi-structured interviews were
conducted alongside recording in the researcher’s note-taking. In the semi-structured
interviews, the participants reported experiencing insecurities when using English in

classrooms as well as feelings of uneasiness and worry when using English in class.

Research Question: How does the Thai EFL participants’ perceived linguistic

insecurity influence their teaching performances?

The purpose of this research aims to investigate the influence of Thai EFL teachers’
linguistic insecurity on their teaching performances. In order to answer this research
question posed. in this study, classroom observation and semi-structured interviews
were conducted to investigate the influences of linguistic insecurity on Thai EFL
teachers’ teaching performance. During the semi-structured interviews and classroom
observation, the participants revealed the influences of linguistic insecurity that
obstruct their teaching performance. After the data were collected and analyzed to

identify the effects of linguistic insecurity contributing to Thai EFL teachers’ teaching
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performance, three primary themes were identified: 1) lack of confidence about
English knowledge, 2) poor performance of English language teaching, and 3)
negative self-concept. These emerging themes demonstrated the main influences of

linguistic insecurity on Thai EFL teachers’ teaching performance.
Lack of Confidence about English Knowledge

Lack of confidence about English knowledge when teaching and using English was
stated as the primary influence of linguistic insecurity, which affected teaching
performance. During the data collection process, the participants reported feeling
nervous and overwhelmed when communicating in English due to their lack of
confidence about English knowledge. They mentioned that this lack of confidence
obstructs their teaching performance. Both participants reported that they are not
confident in their language knowledge. The participants also stated that a lack of
confidence in their English knowledge is the leading cause of their decreased teaching
performance. This lack of self-confidence threatens the teachers with the belief that

they are not good English speakers.

To understand why both teachers lack of confidence in English knowledge, the data
were gained from two sources: classroom observations and semi-structured
interviews. Below are the sections from the interviews that support the themes of
anxiety or a sense of insecurity due to their lack of confidence about English

knowledge:
Teacher A
from the Semi-structured Interviews

“I was not confident, and I felt insecure. Especially in an advanced class, a
few students had high proficiency in speaking English. | felt so anxious and
nervous when | could not think of “appropriate words to answer their
unexpected questions, although I thought | had prepared for the class well.
The problem that I am facing, in particular, is that | know only a little
vocabulary. | do not have appropriate words to express my ideas. |
remembered well when | was going blank in front of my students because |

cannot answer my students’ questions in English. That situation left me
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confused and worried. Sometimes, | get very anxious when not prepared to
speak, and | feel nervous when | misuse a word. Actually, I know what | am
going to say, but I cannot think of the words. Due to linguistic insecurity, |
often like to use simple words to explain the lesson. Almost every time | teach
grammar sessions, | always had the feeling of linguistic insecurity before and
during the class. | am not sure about my grammar knowledge, even if | have
taught and learned grammar more than 100 times. | still was not confident
and felt insecure. | can remember a few and simple pieces of vocabulary. In
the last two weeks, in the English class of Grade 12, | had to teach them about
passive voice in the English class without thorough preparation due to my
personal situation. | was so nervous during the whole class. | skipped some
parts that | am unsure about and assigned my students to research and do the
presentation about this topic instead of teaching them. Moreover, when other
teachers observe my class, | feel very stressed. I am concerned that | will
pronounce or used some wrong words. As | teach at the secondary level, most
of the lessons are very difficult for me. Sometimes | think | have enough
training to deal with any teaching problem. In the class, | try to be confident
and not be overwhelmed, even though some students are more fluent in
speaking English than me. Recently, | just learned the correct pronunciation

i3]

of the words’ sword,’ ‘athlete,” and ‘error.’
from Classroom observation
Class 1

Teacher A started by asking some questions about the lesson of the last
session. Then, she tried to speak English -while giving instructions, asking
questions, explaining words’ meaning, and replying to students’ questions.
During Teacher A’s teaching, she assigned students to read the passage in the
textbook. Then, one student asked Teacher A to explain the meaning of the
word “statutory.” Teacher A looked at the textbook in her hand and said,
“Umm, I allow you to find the meaning from your dictionary application.”

However, she did not answer the student’s question.

Class 2
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During Teacher A’s teaching in this class, she used English to talk with her
students. Then, when she explained the instructions, Teacher A switched to
explanations in Thai. At first, Teacher A tried to explain in English, but she
stammered and used many hesitation words such as um, er, and uh. Finally,
before the time was up, Teacher A gave students the homework by saying,

“Today’s homework are found a short English passage in the online

newspapers then ulaiflunaulne.”

Class 3

Teacher A started introducing the lesson by saying, “Today, I will talk
about...” Then, during the teaching, Teacher A asked the whole class, “Have
you ever see about this topic?”’ After that, one of the students asked Teacher A
to explain the rule of third conditional, to which Teacher A replied to the
student, “It is your homework, you have to find the answer and tell me, next

class.”
Teacher B
from the Semi-structured Interviews

“I sometimes think that my English knowledge is not good enough. And that
may influence me, making me unconfident when | talk to my students. | felt like
this insecurity hampered my teaching performance to produce output
smoothly. When I teach grammar, | always assign my students to read about
the rule or concepts of the lesson before coming to class. It can ease my
feeling of anxiety. | tend to avoid teaching some difficult parts. It also reduces
words production. | often explain the lesson in short sentences because |
cannot think of the appropriate words. I am not sure if the words, sentences,
and pronunciation | used. in the class are correct. | did not feel confident
because I had a sense of linguistic insecurity in my mind. | also felt nervous
when | could not respond to my students’ questions immediately. I could not
give instructions clearly. Sometimes, while teaching, | have the feeling of
uncertainty about the correct expressions and grammar to use. | sometimes

could not give the right meaning immediately. | have to search on a dictionary
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application on my cellphone. I felt rather uncomfortable when I did not know
the meaning of a word in the textbook. Moreover, | often said some words of
hesitation like umm. | just felt that my English knowledge is not enough. I
preview the lesson before the class; otherwise, | get stressed in the classroom.
In the first year of teaching, | felt very self-conscious about speaking the
English language in front of students, especially in the special English class. |
was afraid that students would notice when I am mispronouncing or using the
wrong grammar. Moreover, | realize that | often use the wrong grammatical
structure. | think that | cannot speak with the grammar correctly. | often
produce sentences with wrong grammar. Sometimes, I mix up tenses. | end up
using the past tense when I should be using the future tense. Another situation
occurred when | teach about synonyms. | have prepared a list of vocabulary
items and their synonyms. Then, one of my students asks me a word that | am
not prepared to teach. At that moment, | felt nervous and do not know the
synonym of that word. I told my student that ‘umm, let me think about it.” I
have to search again on the Internet. Sometimes | am self-conscious when |

am not using the right word.”
from Classroom Observation
Class 2

In Teacher B’s teaching class, one student asked Teacher B, “how can we say

the sentence ligingni Tuntsneumilevoailszimalng in English?” At that time,

a

Teacher B picked her phone up and walked outside the class. Then, she

returned and gave the student an answer.

According to the findings, linguistic insecurity influences teachers’ lack of confidence

about English knowledge while teaching English. The finding presents a relatively

common experience of language teachers, where teachers do not successfully use

English in classroom communicative situations. The incomplete mastery of the target

language can be provoking and lead to communication apprehension (Gregersen and

Horwitz, 2002). Likewise, the lack of confidence in English knowledge can make

learners uncomfortable (Williams and Andrade, 2008). The lack of confidence also
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leaves teachers doubting their ability to succeed, making them hesitant to use English.
Murdoch states a similar opinion (2003, “a teacher’s confidence was most dependent

on his or her degree of language competence” (p. 258).

Moreover, Murray (2006) states that self-confidence is a firm belief. If a person is
convinced of something, he/she is not worried about the outcome, as he/she simply
takes it for granted that it will go well. Thus, self-confidence is a belief that someone
has in his/her ability to succeed in a task, based on whether he/she was able to do that

task in the past.

As the findings obtained from the study show, lack of confidence about English
knowledge occupies an important place in the reasons for linguistic insecurity—a
remarkable share, as both participants indicated that not being confident in their
English knowledge put them in a terrible situation. They spent much time searching
and preparing the lesson. Moreover, both participants also mentioned another
situation that they cannot express their ideas in English. A similar opinion is stated by
Bretegnier & Ledegen (2002) that this feeling of insecurity tends to be linked to a
perception that one’s accent, choice of words, and grammar fail to align with
standardized language norms, leading to the fear of being discredited and deprived of
identity as members of the community. Furthermaore, both participants mentioned that
lack of confidence in English knowledge made them believe that they could not teach
English as efficiently as native English-speaking teachers. From this mentioned, it is
opposed to the previous study conducted by Lee et al. . (2017) revealed that the
participants - possessed - positive self-perceptions about themselves. They also
perceived their strengths and weaknesses as non-native English-speaking teachers and

believed they could teach English as efficiently as native English-speaking teachers.
Poor Performance in English Language Teaching

During the semi-interviews, the participants mentioned that another influence of
linguistic insecurity was poor performance in their English language teaching. As
teachers, the participants are demanded to be a suitable model to provide knowledge
and give explicit instruction. However, the participants stated that linguistic insecurity
hampered their ability to teach. Furthermore, they stated that linguistic insecurity also

disturbed them most when speaking in front of students. It can therefore be said that
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poor performance in English language teaching is another theme that emerges from
the content analysis. Furthermore, the possibility of mispronouncing a word seems to
provoke anxiety in teachers as well. To support this claim, the data collected from the

research instruments are shown below:
Teacher A
from the Semi-structured Interviews

“Actually, my serious element in language teaching is pronunciation. I am
concerned about my accent. Some native teachers who work here told me that
| speak English with a Thai accent. When | am teaching, the feeling of
insecurity affects my pronunciation teaching regarding my poor
pronunciation. | was not confident to give my student an example to
pronounce the word. | often use the online dictionary to show my students how
to pronounce the words. One day, while teaching, I mispronounced the word
‘promise’ as ‘promau,’ and one student immediately corrected me by saying ‘I

28

think this word should be pronounced as “promis.”’ Then [ got so
embarrassed and insecure about my pronunciation. | cannot answer the
questions raised by students. Sometimes, | admit to my students honestly and
tell them that | will check after class and let them know in the next class.
Another situation that shows my poor performance in English language
teaching occurred while | was teaching grammar lessons for a special English
program. One student asked me to tell the class what is the difference between
and how to use ‘who’ and ‘whom’ correctly in the sentence. At that moment, |
am a bit insecure because | did not know the difference between ‘who’ and
‘whom.” Then [ told the class that I will print out and distribute the sheet of

this topic rule next time.
Teacher B
from the Semi-structured Interviews

“Due to my linguistic insecurity, I was not confident to show my students how
to pronounce each word. | am often concerned and worried about my accent

because some of my co-working teachers told me that | speak English with a
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Thai accent. When | made a mistake in pronunciation, some students were
picking me up by saying, ‘Teacher, could you please pronounce it again? I
think you are wrong in pronouncing that word.’ This situation increases the
sense of linguistic insecurity. | felt like I was being judged by my students and
worried about if my students looked down on me because of this situation. Last
semester, | can remember | tried to give my student the example of how to
pronounce the words ‘will’ in a short form: she’ll, I'll, We’ll, and so forth. 1
could not give a clear example, and then my students asked me to clarify the
correct pronunciation. It was a bit difficult to understand in terms of
intonations. Another situation to confirm my claim is when my students asked
me to give examples of the sentences regarding the grammar rule that | had
taught them. I was blank for a minute and said, ‘let me think.’ I prefer to use
other media to help me to explain the lesson in order to conceal my linguistic

insecurity.”

According to the interview excerpts above, all participants mentioned that they could
not perform the teaching well as expected due to their sense of linguistic insecurity.
Furthermore, the participants revealed that linguistic insecurity also obstructs their
English language teaching as they have to use other media such as an online
dictionary and YouTube to help them explain the lesson during the class. The
interview results yielded an interesting finding that teachers’ linguistic insecurity can
influence teaching performance as the participants are always concerned about
maintaining a correct and fluent accent. In this regard, this may be one of the first
studies investigating the effect of linguistic insecurity on EFL teachers’ teaching
performance, as the researcher could not find any similar studies in the literature
dealing with EFL teachers’ teaching experience. Apart from the effect of linguistic
insecurity leading to participants’ poor performance in English language teaching, the
interviews also revealed that the participants’ feelings of insecurity as well as other
anxieties, including fear of making mistakes and having a bad accent, can lead to

linguistic insecurity to develop into foreign language anxiety.
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Negative Self-concept

Negative self-concept toward the ability to use English language was another effect of
linguistic insecurity that led to more unsatisfactory teaching performance. During the
data collection process, the participants reported they have a negative self-concept
regarding their abilities to use English and their abilities in teaching English. The
participants also added that their negative self-concept has occurred since they noted
that they as a teacher have linguistic insecurity. As a result, it sometimes reduced their
teaching performance below their expectations. Additionally, the theme of negative

self-concept was clearly explained in the following interview excerpts:
Teacher A
from the Semi-structured Interviews

“I feel like my English skills are inadequate. I often compare myself with other
teachers. | think that other teachers have good English skills and perfect
teaching performance. The most serious concern is my thought that my
English teaching is insufficient as I cannot perform well in English teaching
class. I am incapable of giving clear instructions to my students by using
English only. I was concerned about my accent, my grammar knowledge, and
my vocabulary knowledge. | am even not able to give my students examples to
pronounce the word because | realize that my accent is so terrible, and it is
not even similar to the native accent. | prefer to use both Thai and English in
the teaching process, even if the course requires teachers to interact with
students in English only. |- do this because | do not trust my skills. Sometimes,
even if well-prepared for the in-detail lesson step by step, | am still not able to
perform an impressive lesson. In other words, | am incapable of making my

students understand the /esson. ”
Teacher B
from the Semi-structured Interviews

“I sometimes thought that my English teaching skills are not good enough. 1
am often awestruck when I realize that | forget to preview the lesson. | always

had the feeling of linguistic insecurity before and during the class. | honestly
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say that | am an unqualified English teacher. I am not sure about my skills,
even if | am familiar with each English lesson. | spent a lot of time preparing
each lesson. I am unable to teach without preparing the lesson. Last month,
one of my students asked me to check her self-introduction script for a
university interview, and | immediately told student to get the feedback the
next day. Even if it is a short and simple script, | cannot give feedback
instantly. I have to check it in-depth. Sometimes, | think that my English ability
is inadequate. It can be said that | cannot teach or use it without thorough

preparation.”

From what the participants say in the extracts above, although the interview excerpts
exposed that the participant of this study has a negative self-concept on the abilities to
use English and the abilities to teach English. The participants also mentioned that
their negative self-concept directly affects their teaching performance. This opinion is
consistent with the studies conducted by Tonelson (1981), Burns (1982), and
Tabassum (2014). These studies showed that teachers’ positive self-concept
contributes significantly toward their teaching performance as well as their students’
achievement in learning. Both participants also indicated uneasiness about their
abilities in teaching English led to decreased confidence in using English and

significant anxiety.

Both participants also indicated uneasiness about their abilities in teaching English led
to decreased confidence in using English and significant anxiety. A similar opinion is
stated by Wernicke (2017) that linguistic insecurity impacts teachers’ instructional
practices and decisions to access certain kKinds of professional development, and it
also reproduces traditional monolingual models of language learning and use, notably
for students who may themselves be aspiring to become English teachers in the future.
In addition, it is also similar to the opinion of Bucci-and Baxter (1984) that linguistic
insecurity 1s the speakers’ negative self-perception concerning the speech variety. For
example, it might happen when the speakers compare their phonetic and syntactic
characteristics of speech with characteristics of an expected accurate form of the

spoken language.
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4.2 Conclusion

This qualitative study examines teachers’ linguistic insecurity and how it affects their
teaching performance in a Thai EFL. A case study approach is used to gain an in-
depth understanding of Thai EFL teachers’ linguistic insecurity. In order to elicit a
more transparent understanding regarding the participants’ linguistic insecurity,
classroom observation and semi-structured interviews were conducted alongside the
use of the researcher’s note-taking. In addition, the findings found three themes
related to the influence of linguistic insecurity on their teaching performance: a lack
of confidence about English knowledge, poor performance in English language
teaching, and negative self-concept toward their English ability.
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CHAPTER V
CONCLUSION AND RECOMMENDATIONS

This chapter summarizes the findings from the previous chapter, which are presented
in the conclusion. The limitations of the study are also included. In addition, the
chapter also provides some suggestions for the readers related to the matter as well as
for further study in the field.

5.1 Conclusion

Based on the research findings discussed in the previous chapter, the researcher is
able to conclude that the present study attempted to propose the influences of
linguistic insecurity on teachers’ teaching performance. This present study provided
understandings of Thai EFL teachers’ linguistic insecurity through the perception of
the Thai EFL teachers in the northeastern part of Thailand. It is well-defined that
linguistic insecurity exists and is perceived by Thai EFL teachers. Therefore, the
purposes of the present research study were to investigate the influence of linguistic
insecurity on their teaching performance. The results from the data collection
procedure revealed three influences of linguistic insecurity on Thai EFL teachers’
teaching performance: lack of confidence about English knowledge, poor
performance in English language teaching, and negative self-concept toward their
English ability.

Linguistic insecurity has been found to have negative effects on the well-being of the
teachers as well as on the quality of instruction inside the foreign language classroom.
All research participants acknowledged that they feel insecure while speaking English
in class. The participants even expressed that they feel unprofessional when they
believe they cannot speak English well and maintained that they tryto skip situations
that show their incapability in English. The understanding of Thai EFL teachers’
linguistic insecurity gained from the present study can be used as a guideline to
decrease the feeling and the effects of linguistic insecurity on teachers’ teaching
performance when speaking. Language teachers must be aware of linguistic
insecurity’s existence. As presented in this study, the semi-structured interviews and

classroom observation provided valuable insights from Thai EFL teachers’
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perspectives based on their teaching experience and their use of English in authentic

communicative situations.
5.2 Limitations of the Study

The findings of the present study helped further our understanding of teacher
linguistic insecurity. However, there are limitations that this study encountered, and
which should be kept in mind when working with its findings and should also be
addressed in future research on linguistic insecurity and foreign language teaching

anxiety.

Although this study was fruitful in producing evidence about teacher linguistic
insecurity, several limitations must be noted. Firstly, the study included only two Thai
EFL teachers as participants. It is certainly possible that other teachers in the same or
different contexts could have different reactions. However, there were significant
similarities between the two Thai EFL teachers, and the comments reported in this
study will not be surprising to researchers and teacher educators familiar with the
literature on linguistic insecurity and foreign language anxiety. Furthermore, the
teachers were asked to voice their self-perceptions regarding speaking ability.
However, it is essential to bear in mind that as self-perceptions data may be biased,
such data have a limited validity.

This study was a case study, and the results were not intended to be generalized. This
study focused on Thai EFL teachers’ experiences of linguistic insecurity regarding
speaking anxiety. Indeed, the participants were selected from secondary schools in
northeastern Thailand. Future studies may wish to include a larger number of
participants in the same or different contexts. The effects of teacher language anxiety
on teaching specific language skills such as reading, writing, speaking, or listening
could also be examined. As elaborated upon in chapter four, in the present study, a
teacher’s diary could not-be utilized as a research tool; however, future studies may
opt to employ a teacher’s diary with anxious or insecure teachers to investigate the
effects teachers’ linguistic insecurity, or foreign language anxiety may have on

pedagogical performance and preferences.
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5.3 Pedagogical Implications

In this part, the researcher elaborates on the pedagogical implications of the research
based on their reflections. In the present study, lack of confidence in English
knowledge, poor performance in English language teaching, and negative self-concept
were the main influences of linguistic insecurity on Thai EFL teachers’ teaching
performance. These influences are related to teachers and teaching performance. Both
teachers in this study believe that linguistic insecurity might be one of the issues
which hinder teachers’ teaching progress in their classroom. It is consistent with the
opinion stated by Wernicke (2017) that linguistic insecurity can impact teachers’
instructional practices and decisions to access certain kinds of professional

development.

Firstly, the study has implications for EFL learners and EFL teachers who are learning
and teaching English as a foreign language as they should be aware of the feeling of
insecurity that may arise in language teaching performance. The present study’s
findings suggest that teachers need to be aware of the causes that lead to linguistic
insecurity. An exhaustive list of the influences of linguistic insecurity has been
presented in this study. Teachers should especially be aware of such influences,
namely lack of confidence about English knowledge, poor performance in English
language teaching, and negative self-concept. These kinds of influence of linguistic
insecurity are directly affecting teachers’ teaching performance, as mentioned in the

research studies conducted by Tonelson (1981), Burns (1982), and Tabassum (2014).

Secondly, teachers should consider creating an anxiety-free environment in the
classroom in order to improve teaching performance. As has been proven by this
study,.if not dealt with, linguistic insecurity could have a long-term negative impact
on both teaching and learning. They should be ready to acknowledge any feelings of
linguistic insecurity they might be experiencing. However, anxiety is a sensitive issue,
and many individuals might find it difficult to talk about it. This is especially the case
for in-service foreign language teachers, who might see it as a loss of face given. As
linguistic insecurity can have a negative impact on the individual speaker’s

confidence that it can discourage the use of a language, which can lead to an erosion
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of capacities, a loss of confidence in one’s mastery of the language, and even a loss of

one’s sense of freedom to use it. (Wernicke, 2017)

Finally, another pedagogical implication is professional development. It is an
important element of ongoing education and. support, especially among Thai EFL
teachers. Unfortunately, these professional development opportunities have tended to
be centered on pedagogical strategies that relegated teachers to an exclusive position
as language learners, rather than allowing for a combination of linguistic and cultural.
In order to facilitate these types of learning opportunities, an emerging emphasis is
being placed on offering extended workshops to in-service teachers that attend to
language development and effective interaction within professional contexts, in
conjunction with intercultural learning and decolonizing and inclusive teaching
practices that respond to new or redesigned school curricula. Linguistic insecurity also
reproduces traditional monolingual models of language learning and use, notably for
students who may be aspiring to become English teachers in the future. (Wernicke,
2017) Therefore, teacher training programs should also recognize the phenomenon of
linguistic insecurity and should ensure that they sensitize EFL learners and EFL

teachers to the potential ways it could impact them.
5.4 Recommendations for Further Study

The findings of this study were based on the data from only two Thai EFL teachers
from the selected secondary school in the northeastern part of Thailand. To confirm
the results, this research should be replicated with. more teachers at different
secondary schools and different educational levels in various academic disciplines.
This study focused on investigating the influences of Thai EFL teachers” linguistic
insecurity on teaching performance. Further research should also take account of other
aspects such as the influences of linguistic insecurity on English skills. In addition,
research on the effects of linguistic insecurity among Thai EFL teachers and strategies
to cope with linguistic insecurity would be interesting. Studies on Thai EFL teachers’
linguistic insecurity are needed to raise awareness and gain further insight into EFL
teachers’ linguistic insecurity. Moreover, in order to get a deeper understanding of

teachers’ linguistic insecurity and assess classroom issues and teaching realities that
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cannot be identified through direct research observation, teachers’ diaries should be

added as a research methodology.
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Index of Linguistic Insecurity Questionnaire

Dear Respondent,

| am conducting a research study in which I will be investigating Thai EFL
teachers’ perceptions toward their linguistic insecurity and the effect of linguistic
insecurity on Thai EFL teachers’ teaching performance. The information gathered
from this study will be used only for my studu and all the information will remain
anonymaous.

Thank you,
Palatee Jantri

Name (optional) TR . WSR— |

Gender : [ Male [ Female

Age PR

How long have you been teaching English? ...t

Which other languages do you use when teaching English (if any)? : ...

1. What is the qualifications do you hold?

2. In the last 2 years, have you attended any in-service training or workshop related to
your ELT?

LTYes, please SPeCHY..c.cocviiiiiinnne it becsriaiene

[I'No
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3. Please respond to the following questions by placing a check mark (V) in the
answer box that most closely matches your everyday. Note that each choice includes a

percentage.
A always (99%) B almost (87%) C usually (75%)
D half the time (50%) E sometimes (25%) F rarely (12%)
G never (1%). If you have no ideas, leave it blank.

Items A [ B C | D E F

| lose information when | listen to a conversation

1 between some native English speakers.

9 | feel uncomfortable when talking to a native English
speaker.
I spend less time than expected on speaking sections

3 | from textbook, because I feel I may lack enough
vocabulary to meet students” demand.

4 | feel stressed when teaching the pronunciation
sections.

5 | I feel difficulties in correcting students’ writing papers.

6 I think students lose trust in me when I can’t find
English equivalent of a word.
I believe that selecting an English nickname and

7 | pretending to be a native English teacher is a good idea
because students will trust in me better.

8 | feel more comfortable with junior students than
seniors.

9 I believe that | need more improvement with my
English.

10| I do not feel confident when I teach.

11 There is so much | do not know about grammar. | am
terrified that my students ask-me questions.

12 I would like to have more opportunities to improve my
linguistic competence.

13 | | appreciate attending teacher training courses.
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