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Abstract
Approaches to second language pedagogy have evolved from their earlier iterations. Methods that once focused purely on the translation of a document from its original language into the student’s own have been replaced by communicative approaches that require students to produce the language (ACTFL, 2014b). To that end, world language teachers must create an environment in which the second language is used as much as possible (ACTFL, 2014b). Creating the environments necessary for the acquisition of language (Aljohani, 2017) depends on teachers’ beliefs about themselves (Cooke & Faez, 2019) and the pedagogical approaches they find valuable (Brown, 2009). 
Through the lens of social cognitive theory (Bandura, 1991) and with a particular focus on self-efficacy (Bandura, 1977), this qualitative, phenomenological inquiry (Moustakas, 1994b) investigated world language teachers’ unique perceptions of efficacy. The study sought to elucidate the life world of five in-service world language teachers of varying backgrounds and experiences through surveys and one-to-one interviews, toward a better understanding of their perceptions of efficacy in communicative classroom spaces.
The findings revealed four themes and nine sub-themes across the shared phenomenon of world language teacher efficacy. Data revealed that second language teachers see themselves as effective because of their content knowledge, pedagogical approaches, and their ability to create student-centered and intentionally communicative spaces. However, teachers also experienced negative influences on their perceptions of efficacy due to professional limitations or because of the anxiety that they experienced when they compared themselves to their professional peers. 
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Chapter 1
Introduction
Top-down initiatives placed on world language teachers in communicative classrooms (ACTFL, 2014b; Byrnes et al., 2012; Glisan et al., 2013; Pearson et al., 2006; Rosenbusch, 2005; Yoffe, 1997) remind them that they are meant to be the second language role models for their students. However, if world language teachers, as linguistic role models and facilitators, are not proficient speakers of the language they teach (Glisan et al., 2013; Hinton, 2003; Pearson et al., 2006; Sullivan, 2011), it may be more challenging for them to reach the goals of their own professional organization. Moreover, given a teacher’s reported or supposed lack of oral proficiency (Elder, 2001; Hinton, 2003), they may even be considered, or perceive themselves to be, ineffective in the classroom (Faez & Karas, 2017; Medgyes, 1992; Sabokrouh, 2013). 
The American Council on the Teaching of Foreign Languages (ACTFL) –the authority on professional standards and expectations for world language teachers in the U.S. –centered its efforts on reframing second language teaching. ACTFL revised both its communicative proficiency expectations for teachers and world language classroom standards (ACTFL, 2014a; Byrnes et al., 2012) realizing that former, prescriptive, grammar-based approaches to pedagogy were not beneficial to increasing students’ oral proficiency (Aleksandrzak, 2011; Chang, 2011; Richards & Rodgers, 2014). Given the shift of approach from one which focused on teaching students the mechanics of language (Chang, 2011; Ilhan & Findikoglu, 2016; Natsir & Sanjaya, 2014; Richards & Rodgers, 2014) to one more socially-based and dialogic (Brown, 2007; Clementi & Terrill, 2017; Johnson, 2006; Pratt et al., 2021; Reagan, 1999; Xamaní, 2015) meant an advancement for students’ acquisition of a second language (Chang, 2011; Ilhan & Findikoglu, 2016; Natsir & Sanjaya, 2014; Richards & Rodgers, 2014). However, even teachers who can embrace the benefits to students within a more modern approach to language acquisition were not left unaffected by a change in professional expectations and the subsequent shifts in pedagogy (Chang, 2011; Dörnyei, 2009; Gilakjani & Sabouri, 2017; Liviero, 2017; Pratt et al., 2021; Zulfikar, 2019).
	Studies of teachers’ reported views of self-efficacy within the general education context are numerous and have examined varying factors which contribute to teachers’ beliefs regarding necessary content knowledge and approaches to effective pedagogy (Fives, 2004; Tschannen-Moran & Hoy, 2001; Vieluf et al., 2013). However, there is a lack of similar research about world language teachers’ perceptions of their efficacy, particularly in what are meant to be intentionally communicative spaces. There is still less research regarding second language teachers’ perceptions of their efficacy in meeting professional expectations for the use of second language in the classroom. This qualitative study sought to elucidate the unique lived experiences of in-service second language teachers by asking the research question: “How do world language teachers perceive their efficacy in the modern, communicative classroom?” To understand professional expectations for world language teachers today, it is critical to understand the evolution of approaches to second language classroom pedagogy. The next sections of this chapter provide a backdrop to situate participants’ life worlds.
Background and Context
A thread of discourse accidentally woven into the fabric of America during its early founding would prove to confuse the new country about the value of language and its teaching (Heath, 1977; Marshall, 1986; Preston, 2020; Spolsky, 2011). As settlers came to the new world, they brought their cultures and languages with them. The government of this early America lacked a national language policy; that was not accidental. Marshall (1986) insists that it “was not an oversight of our Founding Fathers but a planned political strategy, carefully thought through” (p. 8) that prevented the adoption and institution of a formal language policy. Heath (1977) explains that the success of the early colonies depended on the ability of various groups to communicate with others and in various languages, insisting that “maximum flexibility in language use” (p. 270) was critical to colonial development and stability.
Early Settlers and Nativism
	Marshall (1986) explains that officials in the new world encouraged its earliest settlers to retain their languages and cultures upon arrival. They believed those qualities to be “more conducive to the democratic spirit of the early republic than those which argued for linguistic unity imposed from the top down” (p. 11). Heath (1977) further clarifies that families were able to both retain their first home languages and/or adopt new ones because local documents, policy, and laws were written and accessible in multiple languages. Marshall (1986) also shares that schools offered and taught languages that were relevant to students’ cultural and geographical locations, further enriching the linguistic fabric of an early nation:  
Dutch was spoken widely in New York, Swedish in Delaware, German in Pennsylvania, French in New England and in the Mississippi watershed, including New Orleans, and Spanish in Florida and the Southwest. Add the language diversity provided by the native [sic] Americans and the slaves imported from Africa and the Caribbean, and the polyglot picture of colonial America emerges. (p. 9) 
In our nation’s youth, access to and support of multiple languages was critical and supported but that early encouragement of and respect for multilingualism would not last. 
From the mid-1600s into the mid-20th century, waves of diverse immigrants continued to arrive at American shores. Researchers explain that, upon arrival, some immigrants, along with their languages, were favored over others (Heath, 1977; Marshall, 1986; Spolsky, 2011). Older generations of earlier immigrants and their descendants, who had appropriated English as their own, regularly marginalized newcomers who were often non-White, non-Anglo-Saxon, and non-Protestant due to their lack of English proficiency. Those earliest generations of immigrants were now American, and they considered themselves to be “native” speakers of English (Heath, 1977; Hodgson, 2014; Marshall, 1986; Preston, 2020; Shohamy, 2006). Thus, the view of and preference for linguistic nativism began in the U.S. (Chapman & Routledge, 2009; Hartmaier, 2021; Hodgson, 2014; Reagan, 2022; Rivers & Brecht, 2018). Local and state governments instituted and enforced English only expectations to limit and even end the economic and political advancement of non-English speakers (Heath, 1977; Marshall, 1986; Preston, 2020). 
War Psychology and Xenophobia 
	Throughout early American history, immigrants’ use of their first languages was embraced and encouraged for a time (Spolsky, 2011). However, another fear-based factor would eventually influence views of language and language teaching in the U.S.; “war psychology” was on the rise (Heath, 1977; Marshall, 1986; Preston, 2020; Spolsky, 2011). From the Civil War through the 21st century, at times when America was engaged in battle either on domestic or foreign ground, politicians with a view toward national security focused on the nation’s defense (Heath, 1977; Marshall, 1986; Rivers & Brecht, 2018; Spolsky, 2011). The xenophobia which was once reserved for the new marginalized immigrants and peoples of the First Nations was now more pervasive, affected outwardly and more broadly toward any threat against the nation’s safety. Even languages once embraced by an early nation were villainized through war psychology. Spolsky (2011) explains that during the First World War, the American government, “driven by anti-German sentiment” (p. 1), forced a ban on German books, film, and music. German language programs once offered, respected, and supported in public schools were terminated (Reagan, 2022; Spolsky, 2011). Bilingualism became viewed as unnecessary, unpatriotic (Heath, 1977; Marshall, 1986; Preston, 2020; Spolsky, 2011), and even as a marker of inferior intelligence (Spolsky, 2011, p. 2). 
	Any perceived threat against the nation’s security was a powerful motivator influencing language policies in the United States. Politicians and defense analysts surmised that to gain intelligence toward the defeat of a perceived enemy, it was critical to understand and speak its language (Spolsky, 2011). Whether it was more intentional language training for the troops of World War II, hoping to advance efforts against the Chinese and Soviets in the space race, or launching a counterattack on terrorism after 9/11, the American response to intentional second language learning has long been reactionary (Reagan, 2022; Spolsky, 2011). Through the efforts of the U.S. Department of Defense and its Defense Language Institute, accessing foreign languages became a factor in the safeguarding of a nation (Heath, 1977; Marshall, 1986; Richards & Rodgers, 2014; Spolsky, 2011). This shift in acceptance of language instruction, from monolingual to militant, had a direct impact on approaches to pedagogy in the second language classroom (Girard, 1947; Heath, 1977; Marshall, 1986; Reagan, 2022; Richards & Rodgers, 2014).
Interpretive Second Language Pedagogy 
In the U.S., the earliest iterations of intentional second language pedagogy were critical and evaluative. Studying a new language meant examining the foreign, generally classical, language (Greek or Latin), for its structure in comparison to that of the students’ own (Chang, 2011; Larsen-Freeman, 2000; Savignon, 2007). This interpretive approach to classroom language learning was initially called the Classical Method due to its application to Greek and Latin but would later be known as the Grammar-Translation Method (GTM) (Richards & Rodgers, 2014). Common activities in GTM classrooms required interpreting or translating sentences or passages from a student's first language into the second or vice versa, while analyzing syntax and vocabulary through an ancient text. The focus therein was never on students’ interpersonal language proficiency (Chang, 2011; Ilhan & Findikoglu, 2016; Natsir & Sanjaya, 2014). Language learners from GTM classrooms were not likely to become speakers of their second language, as they were rarely taught the communicative value of a productive approach to language acquisition (Ilhan & Findikoglu, 2016). Moreover, studying Latin was generally used as a tool to advance the understanding of another subject such as English, philosophy, or history (Chang, 2011; Natsir & Sanjaya, 2014; Richards & Rodgers, 2014).
Productive Second Language Pedagogy
	In part, due to globalization and advancements in technology that bridge geographical gaps, approaches to second language learning have shifted toward intentional, communication-based methods (Abbott, 2013; ACTFL, 2014b; Chang, 2011; Harper, 2011; Richards & Rodgers, 2014). In modern classrooms, this socio-cultural, communicative approach to second language instruction (Chapman & Routledge, 2009; Cheatham et al., 2013) focuses on all three modes of language learning: interpretive, interpersonal, and productive whereas older methods focused on interpretive skills alone (ACTFL, 2014a; Liskin-Gasparro, 2003; Pratt, 2018). This shift in pedagogy requires that students be more engaged in a constructivist, communication-based environment (Amineh & Asl, 2015; Kaufman, 2004; McLeod, 2020). This modern focus on communication-based spaces also expects second language teachers to be linguistically proficient, particularly in their speaking skills (ACTFL, 2014a; Elder, 2001; Kissau & Algozzine, 2017; Vold, 2017). 
Effective Second Language Teachers
	There is debate about what being an effective world language teacher is meant to be in a contemporary, communicative classroom (Faez & Karas, 2017; Flowerday & Schraw, 2000; Pratt et al., 2021; Sulis et al., 2022; Swanson, 2012; Swanson & Huff, 2010). For a teacher to be an effective classroom language leader, there is an expectation that the teacher be a proficient user/communicator of that second language (ACTFL, 2014a; Glisan et al., 2013; Kissau et al., 2022; Kissau & Algozzine, 2017; Vold, 2017). However, there are factors that can affect a teacher's level of proficiency (ACTFL, 2014a; Cooke & Faez, 2019; Kissau & Algozzine, 2017; Pratt et al., 2021). Some teachers, having learned the second language through the grammar-translation method years prior to entering the classroom, feel more comfortable teaching the way they learned and, therefore, struggle to model oral use of the target language with their students (Crookes, 1997; Oleson & Hora, 2014). Others, who may feel quite confident in their speaking skills may speak the language freely but neglect any intentional focus on helping students understand the structure of the second language (Fazal et al., 2016; Ilhan & Findikoglu, 2016; Lo, 2015; Tsagari & Giannikas, 2020). Still, there are others who are self-conscious about their abilities to speak at a proficient level, limiting the amount of target language used in the classroom due to their perceptions of ineffectiveness (Horwitz, 1996; Merç, 2015; Young, 1986). 
Professional Expectations
	Based on professional standards set by ACTFL, (ACTFL, 2014a; Chambless, 2012; Pearson et al., 2006; Sullivan, 2011), world language teachers are expected to use the target language 90% or more of the time in the classroom. However, that expectation is met with some trepidation if not anxiety (Al-Shboul et al., 2013; Zhang & Zhong, 2012; Zheng, 2008). Brown (2007) explains that whereas trait anxiety tends to live in the natural character tendencies of an individual, state anxiety arises given a specific circumstance or act. It is this state anxiety which has been reported as having affected world language teachers’ beliefs regarding their own efficacy, particularly while using the target language in the classroom (Al-Shboul et al., 2013; Brown, 2007; Cubukcu, 2008; Horwitz, 1996; Merç, 2015; Young, 1986; Zhang & Zhong, 2012; Zheng, 2008). 
Problem Statement
Based on data reported by the Directorate-General of the European Commission (2022), many nations apart from the U.S. recognize the value of second language study and begin introducing their students to new languages at a younger age (Grandovska & Gheorghiu, 2016). Devlin (2018) indicates that some of these same nations, once having begun intentional language acquisition strategies in the early grades, continue to offer language courses to students throughout their secondary experiences, often by national mandate. However, in the U.S., world language education researchers and advocates are aware of an ever-present battle they must wage to justify the importance of world language programming in a nation where that content area is often misunderstood, undervalued, and/or viewed as unnecessary (Harper, 2011; Reagan, 2022; Shohamy, 2006, Snow, 2017, Spolsky, 2011). Negative perceptions about the importance and impact of world language programs have played a part in perpetuating unfavorable educational commentary (Reagan, 2022; Snow, 2017). With the number of language programs in the U.S. on the decline (Johnson, 2020; Stein-Smith, 2019), a better understanding of the factors which may contribute to teachers’ perceptions of efficacy is critical. 
Although world language teachers may feel encouraged and supported by their like-minded and professional peers, they can also feel misunderstood and undervalued by a community of stakeholders who have come away from their own individual language learning experiences having failed to achieve any perceived level of second language proficiency (Burke, 2013; Hartman, 2022). Collectively, world language teachers have heard innumerable tales of woe shared by various groups who report having spent a requisite amount of time in a second language classroom in the U.S. only to retain nothing, be non-communicative in that language upon completion, and deem the whole experience useless (Reagan, 2022; Snow, 2017). These all-too-common occurrences beg many questions. Do these complaints come from dissatisfied learners who were once students in classrooms led by teachers who preferred, or were pedagogically trained, to use a grammar-based approach over a more communicative one (Chang, 2011; Dos Santos, 2020; Fazal et al., 2016)? Were their teachers not themselves linguistically confident (Cubukcu, 2008; Merç, 2015; Wyatt, 2018; Zhang & Zhong, 2012) or proficient (Hinton, 2003; Medgyes, 1992) in the second language of their classroom? Were the professional expectations of the school, county, district, or state less rigorous than they are currently intended to be or as compared to those of other nations (Grandovska & Gheorghiu, 2016; Heath, 1977; Preston, 2020; Spolsky, 2011)? There are a multitude of questions about language learning and teaching experiences that researchers could pose to stakeholders to understand what “effective” may mean to them (De Costa & Norton, 2017). However, the goal of this research was to learn how efficacy (Bandura, 1998, 2009) is perceived, experienced, and defined by world language teachers themselves toward a better understanding of this shared phenomenon. 
Purpose of the Study and Research Question
	The purpose of this qualitative, phenomenological study (Moustakas, 2011; Vagle, 2018; van Manen, 1990) was to gain insight into modern world language teachers' perceptions of their efficacy given current professional expectations (ACTFL, 2014b, 2014a) which require these teachers to create a linguistically immersive and orally communicative language experience for their students. Research indicates that, apart from normal challenges faced in the classroom, some world language teachers report not feeling confident enough in their own language skills to be the speaker leader for their students (Dewaele & Leung, 2022; Horwitz, 1996; Young, 1986). Anxiety, associated with their perceptions of oral proficiency, precludes them from speaking the intended target language to meet professional standards (Al-Shboul et al., 2013; Cubukcu, 2008; Merç, 2015; Zhang & Zhong, 2012; Zheng, 2008).
Given the lack of consensus within the teaching profession about what constitutes second language teacher knowledge and pedagogical efficacy, current and critical research aimed at world language teacher education and support is scant. As Cooke and Faez (2019) underscore, “given the complexity of conceptualizing L2 [second language] teacher knowledge, it is not surprising that there is little agreement as to what L2 teachers need to know in order to be effective in the classroom” (p. 4). Thus, with the paucity of data regarding world language teachers’ perceptions of self-efficacy, the aim of this study was to narrow the chasm of understanding by posing the following research question: “How do world language teachers perceive their efficacy in the modern, communicative classroom?”
Through a phenomenological-interpretivist framework (Schwandt, 1994) using Bandura’s Social Cognitive Theory (1991) and the concept of self-efficacy (1977), I investigated the ways in which practicing world language teachers perceived and reflected on their efficacy in a communication-based classroom. I collected data from participants’ responses to a demographic survey and through verbal responses during semi-structured, one-to-one interviews. I presented participants with questions about their views of second language proficiency, use of the target language, classroom activities, and their views of student success (Creswell, 2013; Englander, 2012; van Manen, 1990). Once the data collection was complete, I transcribed, coded, and identified commonalities across their shared experiences to generate findings (Miles et al., 2014; Moustakas, 1994b; Saldaña, 2016; Shank, 2002). In the following chapters, I discuss my methodology, sampling, data collection, analysis, connections to previous research and my own positionality. 
Significance of the Study
Though researchers have been debating teacher efficacy for many years (Maclellan, 2016; Tschannen-Moran & Hoy, 2001; Wyatt, 2018), there is a lack of intentional focus on the phenomenon of teacher efficacy in the second language classroom, its impact on student success and teacher attrition, and the potential effect it may have on the profession. Given that in recent years over 650 collegiate language programs have dissolved (Johnson, 2020), hearing directly from world language teachers about the successes and/or struggles they face in the classroom may serve as a catalyst toward a broader and potentially deeper understanding of the needs of our world language programs across multiple levels of education. 
While researchers have agreed on a major factor that impedes teachers’ feeling effective in world language classrooms, anxiety when using the target language (Cubukcu, 2008; Horwitz, 1996; Merç, 2015; Yavuz, 2012; Young, 1986), evidence is scant regarding other factors which may affect perceptions of efficacy. Additionally, research is needed to better understand the professional expectations regarding the frequency of target language use in classroom spaces. Given the dearth of qualitative research focusing on world language teachers’ self-efficacy, the goal of this phenomenological-interpretivist study is to learn how teachers view their efficacy in classrooms where productive, communicative proficiency is the goal. 
Limitations
The purpose of this qualitative study was to better understand world language teachers’ perceptions of efficacy in modern, communicative classrooms. To facilitate the depth of understanding necessary to arrive at the essence of participants’ shared experiences, (Giorgi & Giorgi, 2003; Moustakas, 1994a; van Manen, 1990), I relied on a purposeful, criterion sample (Patton, 2015) from which to solicit participation. Due to the depth of understanding sought throughout the study, the number of participants was small, in keeping with phenomenological methods (Merriam & Tisdell, 2016; Seidman, 2019). Though five is an acceptable number of participants for a qualitative, phenomenological study (Ellis, 2016), it is too small a number with which to apply broad and sweeping determinations about world language teachers’ perceptions of efficacy (Noon, 2018). 
Definitions of Key Terms
Constructivism - an educational theory which posits that individuals create or construct their own knowledge based on their unique interactions and experiences with the world (Bodner, 1986; Keaton & Bodie, 2011; Schwandt, 1994). My study highlights how teachers construct their own views of efficacy through their interactions with students and peers, and their experiences in the modern and communicative world language teaching environment.
First language (L1) - an individual’s mother tongue; the first language children acquire in their homes and/or cultures before formal schooling begins. Given research findings that argue the important use of L1 in the world language classroom (Debreli, 2016; Tsagari & Giannikas, 2020; Yavuz, 2012), some studies oppose the need for the 90% or more initiative (LeLoup et al., 2003; Polio & Duff, 1994).
Heritage language - a term used to explain a language to which speakers have a “cultural or familial relationship” (CAL, 2022) without it being their primary language. Heritage speakers of Spanish, for example, are often the children of native speakers of Spanish.
Hermeneutic phenomenology – a qualitative approach to research “concerned with the life world or human experience as it is lived…with a goal of achieving a sense of understanding” (Laverty, 2003). 
Native language - a term used synonymously with first language, mother tongue or L1 to indicate the first and primary language a person uses to communicate with others (Debreli, 2016). Although ACTFL (2010a) still uses the terms native and non-native to distinguish between speakers, research indicates this usage is marginalizing (Hodgson, 2014; Holliday, 2017).
Oral proficiency - a person’s ability to speak a language on a perceptible level so that another proficient speaker of that language can understand the speaker’s intent and/or implied meaning. Current research examines teachers’ levels of oral proficiency and to what extent those levels affect student success and teachers’ ideas about their own pedagogical success (Ghasemboland & Hashim, 2013; Hinton, 2003; Medgyes, 1992; Pearson et al., 2006; Sabokrouh, 2013; Yilmaz, 2011).  
Phenomenology - a philosophical approach to research introduced by Edmund Husserl (2012) which focuses a study on the lived, related, and unique experiences of others toward an understanding or explanation of a particular phenomenon. My study uses phenomenological inquiry to understand the unique perceptions of world language teachers and their views of self-efficacy. 
Second Language Acquisition (SLA) - the study of the theories and processes through which a learner acquires a second language after their first. Research often involves educational and cognitive psychology, linguistics, and sociology (Brown, 2007). 
Self-efficacy - a component of Bandura’s (1991) Social Cognitive Theory by which an individual judges their ability to successfully complete a task or achieve a goal. My study uses four factors of self-efficacy to better understand ways in which world language teachers categorize and explain how their concepts of efficacy are formed. 
Social Cognitive Theory (SCT) - a theoretical framework introduced by Albert Bandura (1991) rooted in the transactional observation, modeling, and reproduction of behaviors. The theory outlines how an individual is shaped by and learns from interactions with and within their environments. My study involves specific factors of the SCT regarding teachers’ perceptions of success and efficacy. 
Target language - the language an individual has chosen to study which differs from their own first language (L1). The target language is also often referred to as one’s second language or L2. ACTFL intends that world language teachers should ensure classroom use of the target language 90% or more of the time (ACTFL, 2014a; Surface & Dierdorff, 2003). 
World language - a “form of communication essential to the culture of a community, with a system of sounds, letters, symbols, and/or signs recognized and utilized by humans” (ACTFL, 2017).
Organization of the Study
This study is organized into five chapters. In the first chapter, I provide background on the history of and approaches to second language teaching in the U.S. and explain two top-down initiatives that affect teachers’ approaches to and comfort with pedagogical design and implementation. Highlighting the limited amount of research that exists on the professional expectations of world language teachers and their sense of their own professional efficacy, I underscore both the purpose and the significance of the study. After I introduce my research question, I discuss limitations. Chapter 1 concludes with definitions of key terms to clarify terminology specific to my field and to the theories used as the framework for the study itself. 
Chapter 2 focuses on the literature surrounding the two theories upon which my study is built. First, I discuss the metamorphosis of Constructivist Theory from its beginnings in behaviorism. Through the early research of Piaget (1957) and more fully through Vygotsky (1978), modern constructivist theory posits that knowledge is constructed in the mind of the individual based on interactions with and within their unique environments. With a bit of a nod to some contemporary overlap in behaviorist theory, I note that constructivists’ notions of experiential learning happen in response to environmental stimuli.
Second, I outline Bandura’s (1991) Social Cognitive Theory, the agentic perspective of self-efficacy and, more specifically, the four varied factors that further delineate how efficacy is determined. Though there is innumerable research about teachers’ interpretations of their own efficacy, I center my review on the limited studies related to teachers in the world language classroom. Selected research includes studies pertaining to teachers’ ideas of their oral proficiency in the target language (Eslami & Fatahi, 2008; Sabokrouh, 2013; Yilmaz, 2011), their efficacy regarding the frequency of use of the target language in classroom environments (Bateman, 2008; Bell & Borden, 2022; Debreli, 2016; Ghorbani, 2011), teachers’ and students’ anxiety about the use of the target language in the classroom (Brown, 2009; Cubukcu, 2008; Merç, 2015; Yavuz, 2012; Young, 1986), and second language teacher attrition (Burke & Ceo-DiFrancesco, 2022; Sulis et al., 2022; Swanson, 2012; Swanson & Huff, 2010).  
In Chapter 3, I present the methods and study procedures related to my choice of a qualitative approach to investigating my research question. First, I explain the rationale for my choice of a qualitative approach and phenomenology as my methodological preference. Next, I outline participant selection, recruitment, and data collection. Sections on data analysis consistent with phenomenological inquiry follow, as do sections on trustworthiness, ethics, and my positionality. Chapter 4 presents the findings of the study which elucidate the phenomenon of world language teacher efficacy through four identified themes and their nine accompanying sub-themes. These textural and structural descriptions provide the composite of the essence of their unique and shared experience. In Chapter 5, I summarize the findings, which indicate the ways in which world language teachers perceive themselves as effective or ineffective. I include comparisons of the findings with current research, discuss implications of the findings to current practice and offer recommendations for future research. 

Chapter 2
Review of the Literature
As my study focuses on the ways in which teachers view their efficacy in modern and communicative world language classrooms, I begin my literature review outlining the importance of constructivist theory (Amineh & Asl, 2015; Bada, 2015; Bodner, 1986; Fosnot & Perry, 1996) and the role it plays in helping teachers create the knowledge they draw upon to affect their pedagogical approaches (Bada, 2015). In line with constructivist thinking is Social-Cognitive theory (SCT) (Bandura, 1991) which underscores human agency-the ability an individual possesses to influence their own choices. This concept of human agency (Bandura, 1989) serves to highlight how one’s beliefs about their ability to impact their environment, learning, and overall choices may alter their perceptions of efficacy through four diverse sources of influence (Bandura, 1977). This manipulation of choice can play a special role in how a teacher views the extent to which they feel effective or ineffective in classroom situations.
Not only is it critical to understand constructivism and SCT as they apply to the second language classroom, but it is also important to highlight previous research reflecting world language teachers’ views of efficacy (Caprara et al., 2006; Chacón, 2005; Dicke et al., 2014; Fives, 2004; Pratt et al., 2021). A common tool used by researchers to gather views of classroom efficacy is the Teachers’ Sense of Self-Efficacy Scale (TSES) (Tschannen-Moran & Hoy, 2001). Researchers often rely on this tool to measure the nebulous phenomenon of self-efficacy. The TSES, since its earliest iteration in 2001, has been adapted for use in a multitude of content areas (DeChenne et al., 2012; Hoang, 2018; Karami et al., 2021). However, data gleaned from this type of tool lends itself to quantitative analysis which neglects teachers’ personal narratives about their unique experiences (Moustakas, 1994b; Vagle, 2018; van Manen, 2017). Given that my research pays particular attention to teachers’ use of the target language (Brown, 2009; Ghorbani, 2011; Hinton, 2003; Hodgson, 2014; Littlewood & Yu, 2011; Lo, 2015), and their perceptions of spoken language ability (Bateman, 2008; Bell & Borden, 2022; Debreli, 2016; Ghorbani, 2011; Tsagari & Giannikas, 2020), studies included in this review focus on perceptions in world language classrooms, highlight the anxiety associated with contemporary teaching expectations, and shed light on how those expectations may affect teacher attrition. 
Constructivist Theory
In the 1920s, beginning with Piaget who studied infants and children as they progressed through four tell-tale stages of development (Piaget, 1957; McLeod, 2018), constructivist learning theory was beginning to go through a construction of its own. Not only did Piaget (1955) insist that children develop in subsequent stages, but he also underscored that they do so through interaction, in relation to and dependent upon their environment. Criticism of Piaget’s philosophy within the cognitive and/or educational community (Kaufman, 2004), stemmed from his focus on biological and psychological development and not on how learning was affected over time. 
Vygotsky, a contemporary of Piaget, was also working with the concept of interactional development (1978); his focus, however, was on how individuals learn. Broadening the notion of dependence on an environment for an individual to interact and develop, Vygotsky insisted on the importance of the socio-cultural setting as a basis on which learning takes place (Fosnot & Perry, 1996; McLeod, 2020). Unlike Piaget, who posited that development was requisite to learning, Vygotsky insisted that social learning, bolstered by social interaction and the use of language, could precede certain stages of rigidly defined development (1978).
In more contemporary studies, researchers solidify Vygotsky’s insistence that constructivism is a theory of learning and not one of pure cognitive development. Schwandt (1994) explains that constructivist theory respects the “pluralist and relativist” nature of socio-cultural experiential learning and how an individual’s version of reality is created. Reagan (1999) insists that constructivism offers a radically different and welcomed view of cognitive development than that offered by early behaviorists such as Pavlov, Watson, and Skinner. These behaviorists’ studies provided results which indicated that learning was the result of a “system of behavioral responses to physical stimuli” (Fosnot & Perry, 1996) and not one dependent on a social and interactional environment. The eventual recognition of and appreciation for the critical role of culture to one’s cognitive learning and psychological development results in Bandura’s (1977) Social Cognitive Theory. 
Social Cognitive Theory
Renowned researcher and psychologist Albert Bandura (1977) developed the Social Cognitive Theory (SCT) in response to research he conducted about how individuals learn. He explained that learning happens in the environments within which we live and interact; it is also affected by the varying and changeable aspects of that environment and the learner’s own cognition. Not to be confused with earlier iterations of Social Learning Theory (SLT) (McLeod, 2007, 2018; Skinner, 1957) introduced by investigators in the 1940s and beyond, Bandura determined that there was a critical component missing from theories about learning simply in a social environment. Realizing that participants could react differently and uniquely given similar contexts, Bandura introduced the concepts of human agency (1989), self-regulation (1991), and self-efficacy (2009) to better inform SLT. Given that the purpose of my study is to learn about the unique lived experiences of world language teachers to understand their sense of self-efficacy, it is critical that I highlight Bandura’s findings. Though my participants share commonalities, they have each responded differently to their unique teaching environments and are intimately affected by their individual experiences. Their singular experiences have had an impact on their perceptions and descriptions of efficacy and the choices they have made in the classroom (Laverty, 2003; Noon, 2018).
Human Agency
While Bandura (1989, 2000) had an appreciation for behaviorist models that offered insight into how humans learn, he determined that there was a level of influence that each learner brought to their own educational experience that the behaviorists did not address. Bandura could not overlook this factor of personal human agency and its precept that humans have the ability to influence their choices, decisions, and lives overall. He further argued that this agency played a critical role in shaping human behaviors and their own learning. Bandura insisted that SCT adopted “an agentic perspective in which individuals are producers of experiences and shapers of events” (Bandura, 2000, p. 75). He further highlighted that “the capacity to exercise control over nature and quality of one’s life is the essence of humanness (Bandura, 2001, pg. 1). This concept of agency becomes important to consider as it is applied to the pedagogical approach a teacher uses to support and encourage their students in the language learning classroom. 
As Bandura (1989) poignantly insists about self-efficacy, “among the mechanisms of personal agency, none is more central or pervasive than people's beliefs about their capabilities to exercise control over events that affect their lives” (p. 1175). To the extent that teachers believe they have control over the factors that influence their own ideas of efficacy, and thereby their pedagogical choices, is the extent to which they may be able to positively influence student success. Not only do teachers knowingly or unknowingly apply the concept of human agency to their pedagogical choices toward student gain, but they also exert its use toward their own views of their professional standing. The concept of human agency implies that teachers have the power to amend their outlook, approach, and overall circumstances. Given the ACTFL initiatives regarding teachers' levels of oral proficiency (ACTFL, 2014a; Glisan et al., 2013; Pearson et al., 2006), use of the target language in the classroom (Ghorbani, 2011; Kelleher, 2013; Tsagari & Giannikas, 2020; Yavuz, 2012), and the reported challenges related to both, arguing the application of human agency to advance a teacher's pedagogical efficacy toward student growth is important.    
Self-Efficacy: Four Sources of Influence. Bandura (1977) intends that self-efficacy describes how an individual views and judges himself as being prepared for the successful completion of any given task at a given time. He also underscores the idea that these beliefs “influence whether people think pessimistically or optimistically, and in ways that are self-enhancing or self-hindering” (p. 10). He further articulates that self-efficacy is influenced by four key factors: mastery experiences-also referred to as performance accomplishments, vicarious learning, verbal persuasion, and physiological/emotional responses (Bandura, 1998, 2001; Black, 2015; Cooke & Faez, 2019; Tschannen-Moran & Hoy, 2001). To better understand how they perceive their own efficacy, my intention with this study was to engage teachers in reflecting about these factors as they pertained to their unique classroom experiences.
Performance Accomplishments. Bandura (1977) explains that when an individual experiences the successful completion of a task, they have experienced a performance accomplishment. He asserts that these accomplishments “provide the most influential source of efficacy information because it is based on experiences of personal mastery” (p. 126). In her study about the intricacies of teachers’ perceptions of self-efficacy, Black (2015) upholds Bandura’s belief that performance accomplishments have a significant impact on teachers’ views of their performance. She notes that perceptions of exceptional teaching performances give teachers the confidence to believe they can be successful in future teaching. Phan and Locke (2015) also explain that teachers can experience “cognitive mastery experiences” which they explain as the “mastery of content and skills related to instruction” (p. 77). Tschannen-Moran and Hoy (2007) also assert that mastery experiences can occur, through reflection, as teachers experience a “sense of satisfaction with one’s past teaching successes” (p. 945).
Thereby, through a teacher’s perception, upon the successful completion of a challenging task, their sense of capability and beliefs about the likelihood of future success are solidified. Comparatively, if that same teacher judges the situation as a failure or experiences unexpected and difficult challenges, perceptions of efficacy may be lowered (Phan & Locke, 2015; Tschannen-Moran & Hoy, 2001). Within the world language classroom, a positive performance accomplishment may be associated with a teacher’s ability to effectively execute a conversation with a native speaker of that same target language, or their ability to use and successfully explain advanced grammatical devices to students. A failed mastery experience may be the perceived inability to complete those same tasks. 
Vicarious Experiences. Bandura (1977) explains that vicarious experiences occur when an observer watches an individual attempting a task. The observer then decides about their own capabilities of completing that same task based on whether the individual observed was successful. He further asserts that because vicarious experiences depend on “inferences from social comparison, [it] is a less dependable source of information about one’s own capabilities” (p. 126). Phan and Locke (2015) explain that “the information gained from observing other teachers or from comparing previous and present teaching practices can enhance or weaken the development of positive teacher efficacy” (p. 74). Tschannen-Moran and Hoy (2007) clarify that:
The impact of the modeled performance on the observer’s efficacy beliefs depends on the 	degree to which the observer identifies with the model. When a model with whom the 	observer closely identifies performs well, the self-efficacy of the observer is enhanced. 	When the model differs in ways that seem salient to the observer, for example in terms of 	the level of experience, training, gender, or race, then even witnessing a very competent 	performance may not enhance the self-efficacy beliefs of the observer (p. 945). 
This source of influence may be particularly compelling for world language teachers who often work in isolation in smaller language programs or more rural areas in which they may be the singular teacher of a specific target language. Without opportunities to observe or collaborate with peers, a teacher who perceives their work as lacking, and without opportunities to gain efficacy through vicarious experiences, it is understandable to assume that this teacher may feel ineffective. Black (2015) cautions that vicarious experiences do not only occur while observing individuals attempting tasks, but they can also occur in a number of different ways saying, “The point of vantage ranges from images during teacher education, professional literature, conversations in the staffroom, media images, and directly observing teachers teach” (p. 80).
	In the world language classroom, a vicarious experience could involve a non-native speaking teacher who observes a native speaking teacher struggle to explain an idiomatic phrase outside its cultural context. The teacher observing this exchange may feel a stronger sense of efficacy if they believe they could do a better job. Likewise, the non-native speaking teacher may be intimidated by the native speaker’s facility in two different languages. As Bandura (2009) succinctly states, “efficacy beliefs bias the extent to which people attribute their successes and failures to personal capabilities or to external factors (p. 2) 
Verbal persuasion. Bandura (1977) defines verbal persuasion as “persuasive suggestion” (p. 126), explaining that individuals are encouraged to believe they can overcome a challenge by the ready and available words of others. He insists that without an authentic experience from which to generate feelings of efficacy, encounters with verbal persuasion tend to be weaker than those associated with performance accomplishments or vicarious experiences. In her research with teacher efficacy, Black (2015) defines verbal persuasion as “feedback in the form of encouragement or strategies to improve teaching” (p. 80). She explains that this type of feedback, if evaluative, high quality, and targeted, is likely to positively influence perceptions of self-efficacy. Tschannen-Moran and Hoy (2007) insist that verbal persuasion does not just occur between teachers. They explain that it “has to do with verbal interactions that a teacher receives about his or her performance and prospects for success from important others in the teaching context, such as administrators, colleagues, parents, and members of the community at large” (p. 945). Additionally, Phan and Locke (2015) explain that “positive feedback from a senior teacher may have more effect on the self-efficacy of a teacher than feedback from an inexperienced colleague” (p. 74). Black (2015) clarifies how verbal persuasion influences efficacy:  
Detailed feedback on teaching performance provides specific information on whether the 	performance is superior, adequate, or inferior relative to others teaching in similar 	context. Self-efficacy is likely to lower if the feedback is too harsh and unfocused. 	Constructive and focused feedback is likely to improve self-efficacy (p. 80). 
Again, for WL teachers who work in isolation, these types of verbal judgments may come from individuals who do not have similar content knowledge compared to that of the teacher. Authentic experiences of verbal persuasion may be difficult to note, given the fact that teacher observers and evaluators in world language teaching contexts are not often proficient in the same languages they observe teachers leading. When world language teachers seek critical feedback and are met with comments such as “Well, it sounded great to me!” a teacher’s interpretation of efficacy could be unfairly biased (positively or negatively) and internalized. To be effective, any feedback provided by other observers to the L2 teacher must be intentional, specific, and focused on student success if it is to positively affect a teacher’s views of efficacy. 
Emotional/Physiological Arousal. Bandura (1977) explains that, in part, individuals rely on their perceptions of anxiety or stress in determining their potential for efficacy. He notes that “high arousal usually debilitates performance” (p. 126) and that individuals are more likely to feel capable when not burdened by high states of emotional agitation. However, within the context of teacher efficacy, Black (2015) explains physiological arousal as “the level of emotional arousal in teaching situations [which] either adds or diminishes teaching competence” (p. 80). Tschannen-Moran and Hoy (2007) further assert that: 
The feelings of joy or pleasure a teacher experiences from teaching a successful lesson 		may increase her sense of efficacy, yet high levels of stress or anxiety associated with a 	fear of losing control may result in lower self-efficacy beliefs (p. 945). 
Phan and Locke (2015) also explain that, although physiological arousal is considered to be the least influential source of self-efficacy, “affective states can increase or decrease a teacher's self-efficacy when combined with other sources of efficacy information” (p. 74). 
Black (2015) explains that an elevated level of arousal could be due to high levels of stress and anxiety often experienced when a teacher engages in a situation that they perceive to be negative. Comparatively, given a positively experienced scenario and the excitement and feelings of accomplishment that a teacher may have, physiological arousal may still be high. Likewise, a low level of arousal could be attributable to a teacher’s disinterest in teaching a difficult lesson, which has resulted in a defeatist attitude. Equally possible is the limited reaction, positive or negative, attributable to a lesson that has been taught repeatedly with little cause for anticipated anxiety or enjoyment (p. 80). In the world language classroom, physiological arousal could arrive in tandem with the anticipation of beginning a favorite lesson about a teacher’s preferred author, film, cultural theme, topic, holiday, or grammar concept. Only each individual teacher can judge the professional experiences that cause physiological arousal and the degree to which the experience is either positive or negative. 
The four influences of efficacy explained above outline the factors which can affect a teacher’s perceptions of and experiences with efficacy. Given that every teacher has a unique classroom environment and unique interactions with students, relying on a quantitative measure to shed light on their individual experiences would be remiss. To understand the unique but shared essence of world language teachers’ experiences of efficacy, a qualitative study with a phenomenological approach is required.
Teachers’ Sense of Efficacy Scale. In the years that led up to its publication in 2001, researchers Tschannen-Moran and Hoy sought to create a new instrument designed specifically to measure a teacher’s perceptions of efficacy. This instrument, the Teachers’ Sense of Efficacy Scale (TSES) (Tschannen-Moran & Hoy, 2001), provided researchers with a tool by which to begin delving into teachers’ perceptions of their classroom impact. The researchers believed the TSES to be “superior to previous measures of teacher efficacy in that it…assesses a broad range of capabilities…important to good teaching, without being so specific as to render it useless for comparisons of teachers across contexts, levels, and subjects” (p. 802). Unfortunately, without specific questions that pertain to world language teachers’ perceptions of their target language proficiency and second language acquisition (SLA) pedagogy, the instrument, as designed, is only somewhat useful in assessing those specific views. 
In his literature review regarding language teachers’ experiences of self-efficacy, Wyatt (2018) explains that language acquisition researchers, recognizing the limitations of the TSES, opted to modify the instrument to pinpoint world language teachers’ perceptions of efficacy. Chacón (2005), understanding the limitations of the instrument, modified the scale to address how teachers of English as a Second Language (ESL) perceived their ability to use varied types of assessments in their classrooms. Though world language teachers’ views of their efficacy are important to understanding and advancing successful approaches to pedagogy, there is a lack of research regarding adaptation and use of an instrument specifically designed to collect the perceptions of world language teachers. 
Bandura introduced the concept of self-efficacy (1977), a part of his SCT (1991), by which an individual views and judges their ability to complete a task effectively. Perceptions of self-efficacy are not only used to address how a teacher’s beliefs may affect student outcomes specifically, but also to provide insight into a teacher’s belief in, commitment to, and success within the classroom or the teaching profession as a whole. As (Cooke & Faez, 2019) explain, “Teachers’ beliefs regarding their capabilities in the classroom have been shown to have a notable impact on the entire educational process” (p. 2). The concept of self-efficacy, whether it is applicable to the perceptions and beliefs of the teacher or the learner, holds a particularly prominent place in the realm of Second Language Acquisition (SLA) through one’s ideas on their second language proficiency. One’s attitude toward the target language ultimately determines their language learning journey and the success enjoyed along the way (Cubukcu, 2008; Horwitz, 1996; Raoofi et al., 2012; Swanson, 2012; Swanson & Huff, 2010). 
Approaches to Second Language Pedagogy
The philosophies regarding approaches to and methods of second language pedagogy have advanced over time. Whether in response to the evolving theories of behaviorists, constructivists, or structuralists, broad advancements have always arrived in step with or in reaction to cultural, educational, political, and socio-economic sway (Heath, 1977; Reagan, 2022; Richards & Rodgers, 2014; Spolsky, 2011; Thamarana, 2014). Since early in the 20th century, four major waves in the approaches to second language teaching have emerged (Richards & Rodgers, 2014). Each new wave was spurred on by the contemporary advancements of its time. Factors which most affected each novel approach revolved around linguistic theory, the psychology of learning, and the changing needs of the language learning classroom (Richards & Rodgers, 2014). Although there are other, minor approaches or methods that have been used briefly or minimally (Richards & Rodgers, 2014), each of the four major approaches are addressed in the following sections. 
Classical Approach/Grammar Translation Method 
During the 16th century, in the early days of appreciation for second language study, Latin was the second language, after English, which ruled the world. As Richards & Rodgers (2014) explain, Latin was the “dominant language of education, commerce, religion, and government in the Western world (p. 4). For the literate, being able to read, write, speak, and understand spoken Latin was common. However, as the 17th century emerged, so too did a focus on French and Italian brought about by the political changes governing Europe (Richards & Rodgers, 2014). Preferences for the now politically relevant French and Italian languages forced Latin out of the broader community and relegated it to the classroom. As Richards and Rodgers (2014) underscore, Latin had “diminished from… a living language to that of an ‘occasional subject’ in the school curriculum” (p. 4). 
Once Latin was firmly seated alongside Greek in classical language classrooms, students were taught to read and critically examine the works of great authors such as Cicero, Homer, Ovid, and Virgil through the lens of their native language (Celce-Murcia, 2001; Koutropoulos, 2011; Richards & Rodgers, 2014). Learners interpreted or produced literal translations of a text through a pedagogical style initially referred to as the Classical Approach (Celce-Murcia, 2001; Chang, 2011; Richards & Rodgers, 2014). This was a structuralist approach to language pedagogy (Brown, 2007) which situated the teacher, as an expert, at the front of the classroom (Larsen-Freeman, 2000). Teachers in these spaces were responsible for lesson construction, activity design, and learning outcomes (Brown, 2007). Without a focus on linguistic production, students claimed success through the appropriate application of memorized rules with little to no peer to peer or student to teacher interaction (Larsen-Freeman, 2000). 
Over time this approach to studying the classics was also applied to modern and more communicative languages like French, German, and Italian. The Classical Approach, which was also referred to as the Prussian Method (Richards & Rodgers, 2014) was eventually rebranded as the Grammar Translation Method (GTM) (Chang, 2011; Fazal et al., 2016; Larsen-Freeman, 2000; Natsir & Sanjaya, 2014; Richards & Rodgers, 2014). Although the GTM may have taught students target vocabulary, how to correctly conjugate and decline verbs, the rote application of rules, and to appreciate some cultural anecdotes by analysis of authentic texts, it did little to further students’ productive language ability (Celce-Murcia, 2001; Chang, 2011; Larsen-Freeman, 2000; Natsir & Sanjaya, 2014; Richards & Rodgers, 2014). Even though students’ productive skills were not a focus of this method, it was valued as an approach to second language pedagogy and was still common in second language classrooms throughout the first half of the 20th century.
Oral Approach/Situational Language Teaching
	In English as a Foreign Language (EFL) classrooms, as early as the 1920s, researchers in Britain were developing new strategies to engage students’ language learning skills. Applied linguists sought a way to move from a structuralist focus on grammar to a more logical consideration of course content, particularly vocabulary in context, and content organization (Richards & Rodgers, 2014). They understood that the GTM was not helpful in advancing the language proficiency of learners (Richards & Rodgers, 2014). Different from the GTM, a behaviorist application known as the oral approach placed an emphasis on practicing and using the target language as the language of the classroom (Celce-Murcia, 2001). It also distanced itself from the critical and analytical tasks of translation and placed a new emphasis on reading proficiency, in which vocabulary played a critical part (Richards & Rodgers, 2014). However, a focus on vocabulary did not preclude the need to address the grammatical structure of the language. Along with the oral approach came a challenge to the idea that there was one universal basis for all language structures. Linguists provided formulas for the decoding of English sentence structures so that students could better remember and apply them to new situations (Richards & Rodgers, 2014; Smith, 1998). 
	Just as the classical approach was adapted and rebranded over time, the oral approach had a metamorphosis of its own. Emerging in the 1950s and ’60s, still honoring the pillars of its predecessor which focused on the importance of reading, contextual vocabulary, and patterns in grammatical structure, Situational Language Teaching (SLT) went a step further. This approach added realistic, situation-specific expressions to its repertoire (Celce-Murcia, 2001; Ellis, 2021; Richards & Rodgers, 2014). Like within GTM classrooms, teachers in SLT spaces were seen as expert leaders who were responsible for the content, activities, and overall success of their students. Learners in these spaces were required to listen attentively, memorize, rehearse, and produce appropriate, situation-specific responses as the teacher required (Celce-Murcia, 2001; Dörnyei, 2009; Kramsch, 1986; Thamarana, 2014). 
Audio-lingual Method
At the turn of the 20th century, imperialist approaches to ESL/EFL teaching in Europe put English learning on the forefront (Heath, 1977; Marshall, 1986). Across the Atlantic, a focus on foreign languages, those other than English or the classics, was on the rise in post-World War II North America (Preston, 2020; Savignon, 2017; Spolsky, 2011). While Britain embraced SLT, Canada and the U.S. adopted its close cousin, the Audio-lingual Method (ALM), as the preferred approach to second language pedagogy. The structuralist ALM, which the U.S. Department of Defense called “the Army method” (Savignon, 2017), focused on addressing all four language learning skills (listening, speaking, reading, and writing) through the memorization of pre-determined dialogues, grammar drills, and mastery exercises (Savignon, 2017). With support from the U.S. government for teacher training and classroom materials that encouraged the use of the ALM, previous approaches fell away in the U.S. and spurred the use of the ALM across the globe.
Although the ALM was respected for a time, it still had its drawbacks. This approach was built on students’ listening to pre-planned and canned dialogue between native language speakers centered on a multitude of topics (Krahnke et al., 1985; Krashen, 1981, 1982; Richards & Rodgers, 2014). With this approach, students were like stage actors who practiced their lines, committed them to memory, and were then expected to apply what they had memorized to future, culturally relevant and place-specific scenarios (Breshneh & Riasati, 2014; Richards & Rodgers, 2014; Thamarana, 2014). Though this approach was more focused on the intentional production of language, it rarely took extemporaneous dialogue into consideration (Richards & Rodgers, 2014) and was not effective toward natural and spontaneous communicative expression (Chang, 2011; Fazal et al., 2016; Ilhan & Findikoglu, 2016; Natsir & Sanjaya, 2014; Savignon, 1987).
Communicative Language Teaching
Most recently, a new shift in approaches to second language pedagogy requires that teachers focus their efforts on growing the communicative, productive oral proficiency of their second language students (ACTFL, 2014a; LeLoup et al., 2003; Savignon, 2017). Linguistics researcher Noam Chomsky (1959) developed this new cognitive approach, which he referred to as “linguistic competence,” in response to behaviorist and structuralist views of language learning. Chomsky (1959) argued that learners constructed and grew their linguistic competence through the unrehearsed discourse of social engagement. He further intended that the teachers in classrooms now built on growing productive competence should be more facilitators of language acquisition than teachers of rote grammar (Breshneh & Riasati, 2014; Chang, 2011; Natsir & Sanjaya, 2014; Richards & Rodgers, 2014). 
Broadened and rebranded as Communicative Language Teaching (CLT), Chomsky’s approach to linguistic competence has long been implemented effectively in ESL/EFL classrooms world-wide (Bachman & Savignon, 1986; Breshneh & Riasati, 2014; Chang, 2011; Savignon, 1987, 2007, 2017; Thamarana, 2014; Wei et al., 2018). Beginning as early as the late 1960s, in cultures that highly valued English language communicative competence (Kramsch, 1986), CLT had been embraced for its attention to the intentional application of all four language learning skills: listening, speaking, reading, and writing (Breshneh & Riasati, 2014; Fazal et al., 2016; Savignon, 2017; Thamarana, 2014). In the mid-1980s, after years of successful implementation of CLT in Asia and Europe, ACTFL also embraced this more communicative approach to second language teaching (Bachman & Savignon, 1986; Kramsch, 1986; Liskin-Gasparro, 2003). This skill inclusive and comprehensive student-centered approach to second language teaching is now the approach expected in the U.S. (Abbott, 2013; ACTFL, 2014b; Glisan et al., 2013). 
ACTFL Initiatives in the Classroom
Given this current pedagogical focus which embraces all four language learning skills toward effective second language communication, teachers are now expected to matriculate students who can effectively communicate in their second language, not just interpret or translate it (ACTFL, 2014a; Edwards, 2004; LeLoup et al., 2003; Rivers & Brecht, 2018; Spolsky, 2011). These professional expectations, set forth in ACTFL’s World Readiness Standards (2014b), have been met with scrutiny for varying reasons (Dörnyei, 2009; Dos Santos, 2020). Scholars have taken issue with the widespread adoption of this communicative approach to language teaching and learning for assorted reasons. Some researchers cite teachers’ lack of second language proficiency as a barrier to successful implementation (Hinton, 2003; Lo, 2015; Vold, 2017). Chang (2011) notes that a preference both on the part of the teacher and the student for teacher-led direct instruction is a factor. Dos Santos (2020) insists that class-size may impede the effective application of communicative approaches. Still others argue that preparing students to pass high stakes standardized exams is an overarching focus that precludes an intentional communicative approach (Wei et al., 2018). Despite those hurdles, proponents of the approach attest that the target language must be used in the classroom over 90% of the time (Brown, 2009; Byrnes et al., 2012; LeLoup et al., 2003) to provide students with adequate and appropriate linguistic input (Krashen, 1981).
Though Krashen (1982) outlined and explained that for students to become proficient in their second language they must be provided with as much comprehensible input as possible, teachers may find ensuring that practice easier said than done (Gass, 2015). If teachers do not feel capable of producing the spoken target language at an adequate level or have anxiety related to oral production, meeting that expectation presents a challenge (Cubukcu, 2008; Horwitz, 1996; Merç, 2015; Young, 1986). To address the importance of the use of the target language, ACTFL outlined two initiatives, the Oral Proficiency Interview (OPI) (ACTFL, 2014a) as a measure of teacher readiness, and the target goal of 90% or more use of the second language in the classroom (Byrnes et al., 2012; Huhn et al., 2021). 
Oral Proficiency Interview (OPI)
	The concept of world language teacher candidates in the U.S. having to be assessed through a production based, target language proficiency exam to indicate some level of linguistic preparedness has persisted for years (Burke, 2013; Chalhoub-Deville & Fulcher, 2003; Pearson et al., 2006; Pratt, 2018). However, the value of the measure is still met with debate. Historically, not only has there been discussion in the field regarding the need for candidates to meet professional standards which require achieving a certain level of oral proficiency (Burke, 2013; Huhn et al., 2021), researchers also share findings meant to indicate which instrument should be used to assess oral language production and, ultimately, which level of proficiency is ideal for teachers to attain (Burke, 2013; Chambless, 2012; Glisan et al., 2013; Huhn et al., 2021; Kissau, 2014). 
When it comes to the various iterations of the OPI itself, researchers debate the validity of the instrument (Bachman, 1988; Johnson, 2000; Kissau, 2014; Surface & Dierdorff, 2003; Yoffe, 1997). Moreover, and perhaps most importantly, others debate the concept of linguistic proficiency (Bell & Borden, 2022; Chambless, 2012; Elder, 2001; Glisan et al., 2013). Liskin-Gasparro (2003) explains that the OPI, as a measurement of oral proficiency, was built on “a rating scale and an assessment procedure originally developed in the 1950s by the Foreign Service Institute of the U.S. Department of State” (p. 484). Its origins are rooted in a time when government agencies such as the Defense Language Institute (DLI) (Herzog, 2003) and others were coming together to address foreign language education post WW II. This collaborative effort of foreign language professionals produced a framework which acknowledged the importance of using an appropriate and targeted approach to pedagogy which would yield learners who could not only interpret but produce language. 
Wars on foreign soil eventually brought government agencies and language researchers together toward a common goal of remedying the lack of importance the U.S. had placed on language preparation. Now united toward a common goal these entities planned to design a measure that would gauge language proficiency and affect intentional second language pedagogy (Herzog, 2003; Preston, 2020; Shohamy, 2006). This union advanced the belief in an absolute and universal score which could guarantee linguistic proficiency. Bachman and Savignon (1986) attested that the notion of proficiency is “antithetical to many in the profession, for whom it is indelibly stamped with the image of structuralist-linguistic theory” (p. 381). Kramsch (1986) asserted that “research in psycho- and sociolinguistics has brought to light some psychological, social, and linguistic strategies used…to bring about successful interaction and communication” (p. 367). She argued that the current “oversimplified view on human interactions taken by the proficiency movement can impair and even prevent the attainment of true interactional competence” (p. 367).
Target Language Use, 90% or More
	Not only does the OPI itself spark debate (Bachman & Savignon, 1986; Chalhoub-Deville & Fulcher, 2003; Chambless, 2012; Johnson, 2000; Liskin-Gasparro, 2003; Surface & Dierdorff, 2003; Yoffe, 1997), so too does the insistence by ACTFL that teachers use the target language 90% or more of the time in the classroom (ACTFL, 2014a; Byrnes et al., 2012; Chambless, 2012). However, researchers allude to the anxiety world language teachers often feel when reflecting on their approaches to pedagogical use of the target language (TL) in the classroom (Benkharafa, 2013; Brown, 2009; Chambless, 2012; Horwitz, 1996; Kern, 1995; Swanson, 2012; Viswanathan, 2019). Some qualified teachers, disgruntled about initiatives, choose to leave the profession when their level of anxiety about the role they play as pedagogical leaders outweighs their views of efficacy (Cooke & Faez, 2019; Swanson, 2012; Swanson & Huff, 2010). Furthermore, some world language educators argue that the use of students’ native language in the classroom is critical to helping students understand complex concepts. Researchers believe students would otherwise struggle to grasp these challenging themes if they were only discussed in the TL (Hinton, 2003; Hodgson, 2014; Horwitz, 1996; Yavuz, 2012; Zulfikar, 2019). With such varied findings regarding professional initiatives and how they affect daily classroom experiences, clarification from world language teachers about their own perceptions of their efficacy is crucial to pedagogical advancements.
Views of Self-Efficacy in the Second Language Classroom 
Although researchers and policymakers outside the realm of education may believe there are universal views that lead to singular and accepted explanations about the factors that outline teacher efficacy across all content areas, that assumption would be naïve. Part of a Chemistry teacher’s mark of efficacy may come in the form of being able to explain to their students the proper safety equipment needed during a lab experiment. For a driver education teacher, being able to explain to a student how to differentiate between the uses of the pedals found by their feet would be factors that affect efficacy. So, too, are there factors in the modern world language classroom that stakeholders use to determine a teacher’s level of efficacy or lack thereof. 
Along with accepted and standard views of efficacy, including parameters such as student engagement, classroom management, and pedagogical strategies, Maclellan (2016) suggests that “self-efficacy is a belief about what one can do in a context-specific situation rather than a generalised judgment of one’s personal attributes” (p. 83). The context-specific situation with which world language researchers are concerned is that of second language teaching efficacy and the individual indicators that impact professional expectations. Of those individual and widely debated factors, one of the most controversial is a teacher’s use of the target language in the classroom (ACTFL, 2014a; Bateman, 2008; Byrnes et al., 2012; Ekmekci, 2018; Ghorbani, 2011; Kelleher, 2013; Lo, 2015; Polio & Duff, 1994).
There is a professional expectation that a second language teacher should meet a certain level of proficiency with the target language (ACTFL, 2014a; Breshneh & Riasati, 2014; Byrnes et al., 2012; Ilhan & Findikoglu, 2016; Liskin-Gasparro, 2003). While this is a widely accepted notion, Faez and Karas (2017) explain that “there is no agreed upon level of proficiency for language teachers. Different contexts have different definitions of proficiency, and proficiency requirements are not the same across contexts” (p. 136). The authors also interject that although “target language proficiency and teaching ability are the two most significant aspects of teacher competence…high proficiency in a language alone does not make one an effective teacher” (p. 136). That argument could not be more heated than when policymakers argue that native speakers of any language are inherently more effective in the classroom than their non-native speaker peers (Aberdeen, 2018; Hinton, 2003; Hodgson, 2014; Medgyes, 1992). The counterargument that non-native speakers of the language cannot be effective in the classroom becomes equally asinine. Though it is not a major point of discussion in this paper, it should be noted that, as Medgyes (1992) insists, “The native speaker model is not only the concern of linguists and sociolinguists, but is an issue which has fueled debate among language educators as well” (p. 431). The profession has had a challenging time outlining, and defining, world language teacher qualifications, though there have been some advancements in those determinations over time. 
Cooke and Faez (2019) asserted that there are three areas of knowledge that influence a world language teacher’s level of efficacy. The authors suppose that, in addition to target language proficiency, an understanding of the target civilization and culture, and an understanding of language analysis are crucial factors that contribute to teacher efficacy (p. 4). However, opinions regarding what constitutes an effective world language teacher are as personal as opinions about what makes a terrific book or film. To further highlight the confusion encountered when struggling to outline world language teacher efficacy, Richards (1998), offers six different indicators regarding world language teacher knowledge which include: teaching theory, teaching skills, communication skills and language proficiency, subject knowledge, pedagogical reasoning and decision-making, and contextual knowledge. Chacόn (2005) recalled the need for world language teachers to address the four skills involved in language acquisition and the key role they play in a teacher’s efficacy. She argued that if a teacher’s perceptions of their efficacy in the target language were positive, they were more likely to effectively engage students in the productive use of language. She also insisted that a teacher’s positive sense of efficacy was affected by the perception of high level of TL proficiency. In contrast, Brosh (1996) notes that teachers’ perceived language abilities were secondary to a strong pedagogical practice. 
Self-efficacy and the Target Language
Though research is lacking to prove definitive correlations between teacher efficacy and student success in the world language classroom, a teacher’s level of proficiency in speaking the target language is regarded as a significant factor (Eslami & Fatahi, 2008; Faez & Karas, 2017; Ghasemboland & Hashim, 2013; Hinton, 2003; Hodgson, 2014; Medgyes, 1992; Pearson et al., 2006; Sabokrouh, 2013; Yilmaz, 2011). In debating the importance of this target language proficiency, Medgyes (1992) discussed the natural if not unfortunate evolution of a dichotomy, and thereby a supposed or perceived hierarchy, which has emerged within the profession between native speakers and non-native speakers of a language. Although Medgyes explains that the inherently privileged use of the terms native and non-native fell away from the research vernacular in the late 1980s and early 1990s, the concepts to which those monikers elude still exist. The distinctions between teachers’ levels of spoken language ability have been broadened and clarified; they are now referred to as levels of proficiency (ACTFL, 2012). However, the opinions about a teacher’s efficacy, as it is believed to correspond to a certain level of oral proficiency and overall effectiveness, are still presupposed. The argument for certain stakeholders is that if a teacher can speak the target language as a native speaker of that language would, then that teacher is valued as effective in the classroom. On the other hand, if a teacher is perceived to speak as a non-native would, then they are considered ineffective (Aberdeen, 2018; Hodgson, 2014; Kissau & Algozzine, 2017; Medgyes, 1992).
Chambless (2012) explains that, although a world language teacher’s level of oral proficiency in the TL is not the single most critical factor in determining a student’s linguistic success, “it has been generally accepted as an essential characteristic for effective teaching” (p. S142). Sullivan (2011) succinctly concurred with this majority opinion about the need for second language acquisition teachers to be proficient in the language(s) they teach. She insisted that “the French teacher who cannot speak French will not be a successful teacher of French” (p. 241). 
Questions linger regarding world language teachers’ levels of linguistic proficiency and the effect those levels have on teacher and student success. Which criteria should we use to distinguish between the teachers who speak well enough to be language role models for their students and those who do not? How does one effectively evaluate a teacher when the evaluator is not proficient in that same language? Who decides what effective language production looks like or, more importantly, sounds like in the language acquisition classroom? What happens if a teacher is considered proficient by a review board or standardized assessment, but still feels incapable of being the linguistic leader in the classroom? Is it possible to be effective and not be a proficient speaker of the target language? The need for clarification looms heavy. We must pose those questions to teachers and listen to their responses. 
	Self-efficacy and Target Language Anxiety. Actively and intentionally learning a second language through an organized curriculum in a traditional classroom setting, as opposed to passively learning language as a child does through nurture, often presents a challenge. Bandura (1991) explains that it is the mechanism of self-efficacy that determines if an individual believes they are capable of successfully completing a task. Beliefs of self-efficacy determine the effort one puts forth, the length of time one remains resolved, the amount of stress one will experience, and ultimately whether an individual will prevail over a challenge (Bandura, 1977). 
In examining how language teachers’ ideas of their own efficacy compare to varying levels of stress for both teacher and student, and thus how they affect language learning, Cubukcu (2008) concludes that even effective teachers, as defined by student achievement scores, can intermittently doubt their own ability to affect student success. When a teacher perceives that they are lacking in one of the four basic skills of language acquisition, they can unfairly judge their overall pedagogical efficacy as equally lacking. That doubt in ability, if perceptible to students, may impact students’ beliefs about the teacher’s overall efficacy and in turn about their own abilities to effectively achieve proficiency in a second language. Brosh (1996) explains that “the language knowledge of some language teachers is insufficient and only slightly exceeds the level at which they teach” (p. 130). Horwitz (1996) agrees with that concern and further underscores that this perceived lack of oral proficiency may explain why teachers who are plagued with target language anxiety “tend to use the target language less in the classroom” (p. 366). Thus, those self-conscious teachers may feel more comfortable using their first language as the conduit by which they lead second language instruction. Hinton (2003) highlights this as an unfortunate circumstance for the eager language student/learner bent on becoming a proficient speaker of that language.
Not only is a teacher’s second language oral proficiency potentially affected by anxiety, but Horwitz also (1996) further maintains that language teachers who have concerns about their spoken language ability are likely to “choose instructional strategies that shield themselves from having to use the language publicly and actively” (p. 366). She poses the critical question of how an anxious and self-conscious language teacher can even begin to inspire students toward language learning while they are in doubt about or in denial of their own skills. For a second language teacher not to set the example as a proficient speaker of that language is to jeopardize the integrity of second language programs (Debreli, 2016; Medgyes, 1992). 
Student Anxiety. If adult teachers were the only ones to be adversely affected by their own lack of confidence with regard to language proficiency, then issues with efficacy in second language acquisition may be markedly minimized. However, as Brosh (1996) explains, “students are often aware of their teachers' poor knowledge of the language” (p. 130). Not only do the students in his study recognize their teachers’ lack of proficiency, but some also explain wherein their frustrations lay. Students reported being anxious about teachers who seemed inefficient, relying too heavily on a textbook for everyday class instruction. Additionally, they shared opinions about teachers’ incompetence while leading grammar instruction without the help of resource material when students expressed the need for clarification about grammar concepts. Moreover, students shared that their language teachers were “generally uptight” (p. 130) about language learning, practice, and approach; they lacked comfort and ease with the intended material. Students believe these behaviors are born out of a lack of content knowledge and/or confidence, both of which can adversely affect student engagement and success (Brown, 2009; Fives, 2004; Holzberger et al., 2013).  
Discussing an additional effect of anxiety on efficacy, Horwitz (1996) explains that teachers who feel ineffective while using the target language inadvertently “communicate negative messages about language learning to their students” (p. 366). If students wrongly perceive and believe that their teacher does not value second language learning enough to have become communicative, it would be difficult for those students to argue that they should endeavor to become communicative as well. Moreover, students question how they can be expected to function proficiently using the target language when they perceive that their own teacher cannot.
In the world language classroom specifically, Brosh (1996) shares that students prefer to be led by teachers who are sure of their content knowledge, pedagogical approach, and oral language ability. He explains that “thorough knowledge of the subject matter ensures that the teacher can [organize] the material in such a way that the students will not only understand it but also be stimulated and motivated to continue studying it” (p. 131). For second language acquisition to be successful, continued study which leads to higher levels of proficiency through constant, intentional contact with the second language is required (Richards & Rodgers, 2014). Ideally, as Brown (2009) explains, when teachers and students work together to clarify instructional goals and outcomes, both groups report feeling most effective within the classroom context. Brown further explains that the research in second language acquisition indicates “that learners’ beliefs and perceptions might be more central to effective L2 [second language] acquisition than previously thought” (p. 47); students’ views of their efficacy and their teachers’ should be considered in the language learning context.
Self-efficacy and Language Teacher Attrition
A negative perception about a teacher’s pedagogical or linguistic efficacy can potentially affect their confidence or a student’s achievement in the classroom. A continued negative judgment of a teacher’s ability, whether on the part of the teacher or the student, can influence language teacher attrition (Swanson, 2012). If a teacher’s self-doubt and anxiety overtake any positive opinion about self-efficacy, a once potentially positive perception of proficiency or contentment within the profession may begin to wane. Although teachers who believe themselves to be effective tend to be more tenacious when they encounter a perceived obstacle, others who doubt their abilities are more likely to believe themselves incapable of improvement (Bandura, 1989; Swanson, 2012). Not surprisingly, when teachers begin to doubt their ability to positively affect student outcomes, and thus begin to feel ineffective, many decide to leave the profession altogether (Burke & Ceo-DiFrancesco, 2022; Sulis et al., 2022; Swanson, 2012; Swanson & Huff, 2010). Moreover, when teachers feel ineffective in the classroom, they may negatively impact their students’ perceptions of efficacy (Yilmaz, 2011). If students in WL classrooms do not feel capable of learning from their teachers, they may no longer seek advanced study (Burke & Ceo-DiFrancesco, 2022). When teachers are unhappy or their programs dissolve, they leave the profession (Burke & Ceo-DiFrancesco, 2022; Shohamy, 2005; Sulis et al., 2022; Swanson, 2012). Through a cyclical process of negative perceptions, the second language teaching community risks a continued hemorrhaging of qualified and capable teachers. A loss of teachers will result in the continued dissolution of world language programs (Burke & Ceo-DiFrancesco, 2022). Given the factors addressed in this chapter, a better understanding of world language teachers’ perceptions of efficacy in the modern, communicative classroom is needed. 
Chapter Summary
In this chapter, I introduced literature about constructivism and its precept that learning is constructed in socio-cultural settings. Also included in the review is Bandura’s (1977) SCT and one of its cornerstone components, human agency, which asserts that individuals have control over how they view and respond to external stimuli, affecting their beliefs about their efficacy. To understand the ways in which individuals perceive their efficacy, I included information about performance accomplishments, vicarious learning, verbal persuasion, and physiological arousal, each playing a part in an individual’s views (Bandura, 1977). To situate how other researchers investigate efficacy, I included information about a common instrument used to measure individual perceptions of efficacy, the TSES (Tschannen-Moran & Hoy, 2001). To situate second language teaching, I addressed four major approaches to pedagogy which have all affected professional expectations and thereby teachers’ perceptions of efficacy. Lastly, I discussed two top-down initiatives initiated by professional standards, the OPI and 90%+, and how each of them plays a role in teachers’ perceptions of efficacy. 

Chapter 3
Methods
This qualitative study was grounded in phenomenological inquiry, which intends to delve deeply into the unique lived experiences of each participant to understand the essence of a shared phenomenon (Husserl, 2012). To better elucidate world language teachers’ perceptions of their efficacy in modern, communicative spaces, this study was built on one research question: “How do world language teachers perceive their efficacy in the modern, communicative classroom?” The goal of this research was to gain a broader and clearer perspective about teachers’ views of their performance in the classroom. In particular, the study addressed professional initiatives that place significant importance on a teacher’s level of oral proficiency in the target language (ACTFL, 2014a) and the frequency of its use in classroom environments (ACTFL, 2010; Ekmekci, 2018; Tsagari & Giannikas, 2020). This chapter includes the methodology, criteria for participant selection, and the processes of data collection and analysis. 
Methodology
This study served to shed light and understanding on how world language teachers view their experiences in modern, communicative classrooms and how those experiences affect the teachers’ opinions of self-efficacy. To best learn from my participants as they reflected about their individual experiences, this study was grounded in phenomenology (Creswell, 2013; Laverty, 2003; Moustakas, 2011; Seidman, 2019). Moustakas (2011) explains that a phenomenological approach “emphasizes subjectivity and discovery of the essences of experience” (p. 46). Because I wanted to learn from world language teachers about their unique experiences, the collection of subjective data through interviews was paramount to my understanding the essence of each participant’s life world. Moustakas (2011) further clarifies the distinction of this qualitative approach by explaining that the methodology is called phenomenology “because it utilizes only the data available to consciousness…It is considered ‘transcendental’ because it adheres to what can be discovered through reflection on subjective acts and their objective correlates” (p. 46). It is the illumination of each subjective experience that serves to shed light on any phenomenon.
Creswell (2013) explains how this methodology can elucidate the shared experience of a group of people. He notes that “a phenomenological study describes the common meaning for several individuals of their lived experiences of a concept or a phenomenon” (p. 77). To those ends, I relied on an overarching paradigm of constructivist theory (Schwandt, 1994) and, more specifically, a phenomenological-interpretivist framework (Laverty, 2003) to understand the perceptions and lived experiences of world language teachers as they reflected on their efficacy and use of the target language in the classroom. Bodner (2009), explaining the constructivist model introduces an important question, “If individuals construct their own knowledge, how can groups of people appear to share common knowledge?” (p. 6). Given the constructivist view that one’s perceived individual reality can become a shared phenomenon, his question becomes the key to my choice of phenomenological approach. To understand the phenomenon of efficacy in a second language teaching context, I centered my efforts on interviewing world language teachers who were willing to share their unique experiences. 
Hermeneutic phenomenology as a research method focuses on studying human experience in an individual’s life world (van Manen, 1990). Laverty (2003) asserts that the goal of this phenomenological approach has an aim “toward illuminating details and seemingly trivial aspects within experience…with a goal of creating meaning and achieving a sense of understanding” (p. 24). It is these potentially trivial details, uncovered through the reflective and interpretive process that I sought as clues to help me understand the minutiae of being an effective world language teacher.	Comment by McCoy, Dorian L: Is this a direct quote or your word? If so, you need to cite the source, if not, I am not sure it needs to be in quotes. Honestly, I DON’T KNOW…LOL!
When clarifying the intention of hermeneutic phenomenology and reflecting on how elucidation takes place, Gadamer (1960) insists that first, the catalyst to any phenomenological inquiry is an investigator who has a connection to the subject under examination. He explains that this connection allows a more thorough bond to the participant through the text or to the language of a text. He insists that “language is the universal medium in which understanding occurs. Understanding occurs in interpreting” (Gadamer, 1998, p. 389). As a world language teacher and researcher, I do have a special connection to this investigation and a sincere intention to better understand world language teachers’ perceptions of efficacy. Through the powerful medium of participants’ language, I had an intimate view of their life world. 	Comment by McCoy, Dorian L: Passive voice. But I mostly caught this one because Amy said I would! LOL!!!!
Roulston (2010) agrees that the role of the interviewer is critical to the success of a phenomenological study, but she issues a warning. She insists that the interviewer should take “a neutral but interested stance…the relationship between interviewer and interviewee is sometimes described as pedagogical…the interviewer’s role is to be a student of the interviewee” (p. 17). Given that the data gathered in this study came from individual interviews with participants who shared their perceptions of efficacy through thick, rich descriptive language (Frechette et al., 2020), a dialogical exchange between world language teacher participants and me was required. The goal of this study was to expound more fully upon the phenomenon of world language teacher efficacy. To that end, my intention was to recognize each participant as an expert of their unique experience to ensure that I gleaned as much relevant information from them as possible; I remained a student of their experiences. During this research process, it was possible for me to honor the advice of both Gadamer and Roulston. Even though I had a personal interest in the research and was eager to interpret participants’ language, I made a concerted effort to remain neutral in my interpretations by bracketing out my subjectivity and memoing during analysis. The goal of this study was to hear and understand participants’ voices as testimonials of their unique experiences without recalling my own; I address my reflexivity later in this chapter.	Comment by McCoy, Dorian L: Add a more recent source to strengthen this. 	Comment by McCoy, Dorian L: Love it!!!!!	Comment by McCoy, Dorian L: Do you define these later?	Comment by Valerie Schmidt-Gardner: Yes ☺️
Although van Manen (2017) insists that the goal of phenomenology is to arrive at an understanding of the origins and vivid details of a phenomenon (p. 811), he cautions researchers against making assumptions while delving into data. He insists that excavating lived experience is not necessarily meant to uncover meaning that is any more rich than mundane. He cautions that revelation “does not refer to any kind of deep experience, fundamental event, or hidden source of meaning…lived experience is just the name for ordinary life experience as it carries us on in its lived everyday current” (p. 811). Interpretations in phenomenology are not intended to be dramatic or shocking; the value lies in the understanding of the participant’s life world as it is. Researchers should safeguard against believing there are covert, profound, or veiled attempts at highlighting secondary meaning; even the ordinary can illuminate understanding (van Manen, 2017).	Comment by McCoy, Dorian L: What does this mean? 	Comment by McCoy, Dorian L: Citation needed here. 
	Regarding phenomenological data analysis, whereas van Manen (2017) cautions researchers against making erroneous and naïve assumptions, Husserl (2012) reminds researchers of the overall mission of phenomenological research. He notes that the goal is to:
Bring to the normal distance, to complete clearness, what at any time floats before us shifting and unclear and more or less far removed, intuitionally, so that our intuitions of the essence may be given a corresponding value in which the intended essences and essential relations are given to the fullest possible advantage. (p. 131)
Participants	
	Identifying as an in-service world language teacher myself, I had a large network of professional educators from which I was able to recruit willing participants. My purposeful, criterion-specific, network sampling (Merriam & Tisdell, 2016) focused on the recruitment of in-service, modern language teachers from around the world. Teaching a modern world language, as opposed to a classical language, carries an expectation for oral production of the TL in immersive or nearly immersive environments (ACTFL, 2010b, 2014b). Therefore, teachers of “classic” languages, Latin, and Ancient Greek, were excluded from the study. Teachers of American Sign Language (ASL) were also excluded from participation. Even though these teachers do have expectations for the production of language, it is not necessarily oral production (Pirone et al., 2023). 
The aim of this study was to recruit in-service teachers who taught a language recognized globally for its orally communicative presence and cultural value (ACTFL, 2017). The intentional recruitment of these specific participants was vital to answering my research question because the pedagogical expectations of teaching world languages require students to work toward productive, oral proficiency (ACTFL, 2014b). It is also presupposed that the modern world language teachers who lead these classrooms will have an adequate speaking ability in the second language of those spaces (ACTFL, 2014a; Russell & Davidson Devall, 2016; Vold, 2017). The world languages represented in this study are English, French, and Spanish. This study also excluded modern world language teachers who were native or heritage speakers of the languages they taught; they may be perceived to have an unfair advantage in teaching the classroom language compared to their non-native speaker peers (Ekmekci, 2018; Ghorbani, 2011; Littlewood & Yu, 2011; Tsagari & Giannikas, 2020). Research indicates that second language teachers who are native speakers of the language they teach are more confident in speaking their first language in the classroom than are their non-native speaking counterparts and are, therefore, more readily able to meet professional expectations for use of the TL (Fichtner & Chapman, 2011). Another factor considered during the design of the study and during participant recruitment was the number of years of experience each had in the classroom. I hoped to gain participants from across the breadth of teaching experience while ensuring they had adequate time in the classroom to experience the profession and understand professional expectations. All five participants had at least five years’ experience teaching a second language in a formal school setting. The various settings represented by the participants’ teaching experiences spanned elementary through higher education, in both public and private school settings. 
Participant Selection
To understand the specific phenomenon related to world language teachers’ perceptions of efficacy in the modern, communicative classroom, I relied on purposeful, criterion, network sampling (Creswell, 2007; Merriam & Tisdell, 2016; Miles et al., 2014; Seidman, 2019). Englander (2012) explains that sampling is expected to generate a group that “can be statistically related to the population at large” (p. 18). Merriam and Tisdell (2016) underscore that purposeful sampling expects participation that is not accidental but that which focuses on recruitment, allowing for an “in-depth understanding of specific cases…about issues of central importance to the purpose of the inquiry” (p. 96). Not only does purposeful sampling work to encourage thick, rich description from its similar but diverse participants, Frechette et al. (2020) indicate that the richness and diversity of participants’ lived experiences in the sample is “most coherent with phenomenological studies’ main objective of uncovering the multiple layers of hiddenness of a phenomenon within its context” (p. 6). 	Comment by McCoy, Dorian L:  ️	Comment by McCoy, Dorian L: Good!
	Given phenomenology as a methodology, and its interpretive nature based on descriptive content analysis, it is common to employ a small sample size (Creswell & Miller, 2000; Englander, 2012; Frechette et al., 2020). As Frechette et al. (2020) clarify, working with a small sample size is not a limitation in phenomenology. Given that the goal of a phenomenological approach is to excavate and elucidate life experiences, the generalizability of data is not the objective; the main objective is to uncover as much context-based experience in as much depth as possible. When discussing an appropriate number of participants, Seidman (2019) indicates there are two criteria to consider when determining when an investigator has recruited and interviewed an adequate number of respondents, “sufficiency and saturation” (p. 61). Sufficiency is reached when the number of participants in the study represent the demographics of the larger population. In this way, individuals outside the sample may have an opportunity to relate to the stories of those within it (Seidman, 2019). Regarding saturation within a sample, Merriam and Tisdell (2016) explain that reaching saturation should lead to redundancy in the data; “you begin hearing the same responses to your interview questions…no new insights are forthcoming” (p. 101). Both sufficiency and saturation were achieved in this study, given the representative demographics of participants compared to a larger sample size and based on repeated themes in participants’ responses.	Comment by McCoy, Dorian L: There is an open quote here. Where is the close quote? Could you state this in your words and simply cite the source? 
Recruitment 
Due to the high number of world language teachers across the globe and the impossibility of marketing participation in this study more intimately, I created a flyer to advertise the study (see Appendix D). As a member of public and private second/world language teacher groups, I used my personal social media accounts on two specific platforms to post the flyer. The social media posts also made it easier for others to share with those they believed may be interested in participating. In addition to the flyer, I sent a recruitment email outlining the study to world language and/or EFL/ESL supervisors with whom I had worked or knew as professional peers (see Appendix E). I encouraged them to forward emails to teachers or other supervisors. The IRB approved both the flyer and the email before they were posted and sent. Through these two methods, potential participants could read about the purpose of the study, the parameters, and components for participation, the risks, and benefits of participation, and the time commitment involved to make an informed decision about their willingness to volunteer.
After IRB approval was granted, the first round of media postings and emails were made/sent on June 29, 2023. I received 37 QR code hits and 22 Google survey responses but was only able to verify two participants as currently working in a professional world language teacher capacity. Of those two, only one returned the signed informed consent document. Another round of posts and emails were sent/made on July 11, 2023. That round yielded seven more participants, two of whom I could verify and from whom I received signed informed consent documents. After consulting with my committee chair, I made one last attempt at recruitment and sent/posted study details on July 23, 2023. That effort produced the last two verified participants from whom I also received signed informed consents. The three rounds of recruitment for this study produced five verified, in-service, world language teachers who provided informed consent.
Once individuals decided they wanted to participate, those interested either scanned a QR code on the flyer or clicked an embedded link in the email, which led them to a Google survey form. The survey collected contact information, educational settings and professional information, and demographic data based on the essential criteria of the purposeful sample. Once participants were verified, they received an email with a link to submit their signed informed consent document. Once I received the consent, I was able to schedule an interview with each participant. The privacy and anonymity of each participant was maintained through the safe and secure storage of all study materials and methods of communication through the University of Tennessee and its secure data server. I also assigned a pseudonym to each participant. 
A Visa gift card in the amount of $25.00 was sent electronically to each participant who completed the demographic survey, participated in the sixty-minute interview, and engaged in the member checking of both their transcription and preliminary coding data. No partial award was offered for limited participation.	Comment by McCoy, Dorian L: You go Doc!	Comment by Valerie Schmidt-Gardner: ☺️
Participant Description
[bookmark: _GoBack]	The criterion-specific, purposeful sampling for this study (Patton, 2003, 2015) was necessary to address my research question, which intended to delve into the life world of in-service world language teachers and their perceptions of efficacy. This sample was generated from an innumerable population of world language teachers worldwide. Since recruitment strategies included posting flyers through social media and sending information through email, which four of the five participants indicated also having shared with colleagues, it is likely that a large population was exposed to information about the study. This sampling generated five participants who met the two purposeful sampling criteria. The first criterion for selection addressed the language a participant identified as their first. None of the participants indicated they were native or heritage speakers of the language they taught. Four of the five were native speakers of English. One of the five was a native speaker of Filipino. The second criterion addressed the number of years of experience each participant had in the WL classroom. All five participants had a minimum of five years’ classroom teaching experience. One of the five had taught in a private school. Two of the five had taught in public middle schools. All five had taught in public high schools. Two had taught in college settings. Of the five, three identified as White and female, one as Asian and female, and one as African American and male. Regarding their educational preparation, four of the five participants had a bachelor’s degree in their classroom language. One had a bachelor’s in international studies. Based on the responses in the demographic survey regarding how each participant rated their effectiveness while teaching/leading/modeling each of the four language learning skills, Table 1 serves as a visual of that data. 	Comment by Amy Broemmel: Should these be bulleted? They don’t really follow traditional sentence structure.	Comment by McCoy, Dorian L: Naa!  	Comment by McCoy, Dorian L: White is more common.
Data Collection
Given that minimal qualitative research has been conducted about teachers’ perceptions of their efficacy in communication-based, second language classrooms, I chose a phenomenological approach for this study. My goal was to live in the world and word of each participant to understand their perceptions of this shared but unique experience. To delve deeply into each story, I had to rely on each participant’s subjective reflection and retelling through individual interviews. Mack et al. (2005) support the in-depth interview as an important tool to getting participants to relate their experiences, perceptions, and feelings. They explain that this method of data collection attempts to retain the humaneness of research problems (p. 29). 
In-depth Interviews
As a constructivist, I believe the only way to understand someone’s unique perspective is to lead them through questions designed to engage them in critical self-reflection about specific scenarios and situations. The goal of this inquiry is to understand how participants have constructed their individual realities of a shared phenomenon. Because I could not observe everyone’s experience of the phenomenon, I had to rely on the retelling of participants’ experiences through interviews. Merriam and Tisdell (2016) assert that “interviewing is 
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Participants’ Ratings of Self-Efficacy Based on Language Skill
 
	Participants’ Ratings of Self-Efficacy While Teaching Each Skill


	Language 
Skill
	Claire
	Daniel
	Erin
	Liza
	Sophia

	Listening
	Effective
	Highly Effective
	Highly Effective
	Highly Effective
	Ineffective

	Speaking
	Effective
	Highly Effective
	Highly Effective
	Highly Effective
	Highly Effective

	Reading
	Effective
	Highly Effective
	Highly Effective
	Effective
	Somewhat Effective

	Writing
	Effective
	Highly Effective
	Effective
	Effective
	Highly Effective



 


necessary when we cannot observe behavior, feelings, or how people interpret the world around
them” (p. 108). Interviews allowed me to delve deeply into the perspectives of my participants. 
 To understand how world language teachers perceived their self-efficacy in the classroom, I chose to engage with each participant through a one-to-one, semi-structured, online, sixty-minute interview (Merriam & Tisdell, 2016). As Merriam and Tisdell (2016) explain, “The most common form of interview is the person-to-person encounter, in which one person elicits information from another (p. 108). Ryan et al. (2009) explain that one-to-one interviews often happen in face-to-face encounters. This way, the researcher can see and glean information from body language, facial expressions, and other non-verbal forms of communication which may better inform the data collection process. One-to-one interviews also seek to create a comfortable environment of social interaction, which Ryan et al. (2009) insist is the principal factor in guaranteeing a successful research process. While some researchers support an unstructured interview format for phenomenological studies (Ellis, 2016; Giorgi & Giorgi, 2003), others insist that a semi-structured approach to the interview is preferable. Ortiz (2015) suggests that a semi-structured approach is the most appropriate for burgeoning researchers because the interview guide contains open-ended questions specifically relevant to the research question. She explains that this format allows for questions that “encourage the participant to respond with in depth responses” (p. 53). Merriam and Tisdell (2016) expound upon the use of a semi-structured interview: 	Comment by McCoy, Dorian L: 
Most of the interview is guided by a list of questions or issues to be explored, and neither 	the exact wording nor the order of the questions is determined ahead of time. The format 	allows the researcher to respond to the situation at hand, to the emerging world view of 	the respondent, and to new ideas on the topic. (p. 110-111) 
Roulston (2014) further explains that a semi-structured format provides the interviewer a chance to use follow-up questions needed to elucidate or clarify participants’ responses. 
	The interviewer follows up with probes seeking further detail and description about what 	has been said. Although the interview guide provides the same starting point for each 	semi-structured interview given that it assumes a common set of discussable topics – 	each interview will vary according to what was said by individual interviewees. (p. 9)
Due to the geographical constraints of my participant pool, I chose to conduct face-to-face interviews through ZOOM, a computer mediated communication (CMC) tool (Merriam & Tisdell, 2016). CMC tools provide an extended benefit apart from removing geographical barriers because some platforms provide an option for recording audio and video. Using my UTK ZOOM account, I was able to conduct and record online interviews and download audio transcriptions when interviews were complete. The videos remained available to me throughout the data analysis process, which was helpful to my understanding and appreciation of non-verbal cues. 
Seidman (2019) reminds researchers that “the method of in-depth, phenomenological interviewing applied to a sample of participants who all experience similar structural and social conditions gives enormous power to the stories of a relatively few participants” (p. 61). Given the lack of research investigating world language teachers’ experiences of efficacy, I wanted to have the opportunity to delve more deeply into participants’ individual and unique responses. To do that, I based my interviews on open-ended, semi-structured questions to allow for greater flexibility (Merriam & Tisdell, 2016). A semi-structured interview based on an open-ended format, “unlike a leading question, establishes the territory to be explored while allowing participants to take any direction they want. It does not presume the answer” (Seidman, 2019, p. 91). Engaging participants through a semi-structured protocol allowed a more conversational rapport between the participant and me, providing me with the latitude to change the order of my questions and to ask for clarification at the moment, based on participants’ responses. Merriam and Tisdell (2016) agree that the semi-structured format “allows the researcher to respond to the situation at hand, to the emerging worldview of the respondent and to new ideas on the topic” (p. 111). While I did remain true to my interview guide and interview script (see Appendices B and C), the semi-structured format allowed me to probe responses more deeply or to re-question for clarification. All interviews were conducted between July 6 and July 29, 2023. 
Demographic Survey
Although this study relied on the personal revelations of individual participants shared through one-to-one interviews, I also collected data through participant responses to an online demographic survey (Appendix F). Even though the application of surveys is often employed for quantitative research, Merriam and Tisdell (2016) insist that surveys can also be used in qualitative designs. They explain that surveys provide a way to “systematically describe the facts and characteristics of a given phenomenon or the relationships between events and phenomena” (p. 5). The information I requested in the survey included demographic details (e.g., name, age, place of birth), professional contact and employment information, languages taught and years of teaching experience, participants’ first and heritage language, and if they had taken the Praxis or OPI toward teacher certification. Teachers were also asked to rate their efficacy while teaching the four language skills (i.e., listening, speaking, reading, writing) (see Table 1). 
Study Procedures
To conduct this study ethically, I was transparent through all phases of the project. Participants received information concerning the expectations of the study, procedures, data collection, and confidentiality. During the recruitment period, both the social media flyer (see Appendix D) and the professional network recruitment email (see Appendix E) were available to anyone interested in participating. Each item contained a link to the informed consent document (see Appendix A) and the Google demographic survey (see Appendix F). Some participants emailed me their informed consent before completing the survey. Others completed the survey and submitted their informed consent at the same time. After participants completed the demographic survey, I received an email notification which prompted me to send each participant an email containing a link to my scheduler. Participants were allowed to choose a date and time of mutual availability for our one-hour, audio/video recorded ZOOM interview. 	Comment by McCoy, Dorian L: Amy – this is for you. Passive voice 
Once the participants selected a date/time for our interview, I scheduled the time formally through the secure UTK ZOOM account. At the beginning of each interview session, I thanked participants for their participation, reminded them of their informed consent, and their ability to withdraw from participation at any time. I reminded them I would record the interview. The interviews began with semi-structured interview questions. I used probes to elicit clear and rich responses and then prompts for further clarification when necessary. After around 60 minutes, the interviews were complete.  
During the recruitment period, participants read about the “reading and reflection” (member checking) process, which would happen after completing the interview. At the end of the interview, I reminded participants about that expectation and explained the process. After audio transcriptions were downloaded, I read and edited each of the five interviews to correct any errors that had occurred during the digital transcription process. Once transcriptions were accurate, I emailed each participant a link to their transcription and preliminary coding. I asked if they would like to make any additions, clarifications, comments, corrections, modifications, or omissions before the next steps in my analysis. Participants spent no more than 60 minutes on this last of three tasks. At the end of the reading/reflection session, I thanked participants for their engagement and reminded them about the timeline for the destruction of their data. None of the interactions between investigators and participants were in-person. Interviews were recorded through my UTK ZOOM account. All Google form/survey information was housed on my UTK Google Drive through the UTK secure data server. 	Comment by McCoy, Dorian L: Wow. This felt so violent…JK!
Data Analysis
This qualitative study, with its phenomenological methodology, required an inductive approach to data analysis (Creswell, 2007; Moustakas, 1994b). Because I was investigating teachers’ perceptions and experiences of efficacy, I could only rely on their words, feelings, and emotions, through reflection and retelling, to reconstruct their individual lived experiences (van Manen, 2017). A ground-up approach is favorable in phenomenology because it focuses on the identification of common themes among participants, which then come together to establish the essence of that shared but subjective reality (Moustakas, 2011; van Manen, 1990). The analysis of any phenomenological study is meant to be iterative and, as scholars suggest, is something that begins from the researcher’s first contact with and then constant exposure to the collected data (Giorgi et al., 2017; Merriam & Tisdell, 2016; Miles et al., 2014). From the submission of the informed consent to multiple passes of analysis, I was in constant contact with the data to come to a true understanding and visualization of this shared phenomenon. 	Comment by McCoy, Dorian L: OK Doc!	Comment by Valerie Schmidt-Gardner: ☺️
Honoring phenomenological methodology requires an approach to data collection and analysis that is time-consuming but necessary. With multiple phases to this iterative process, researchers who use interviews and narrative data are inundated with verbal output that must be reduced, decoded, and regenerated to form the essence of a phenomenon (Giorgi & Giorgi, 2003; Moustakas, 2011; van Manen, 1990). The phases of analysis initially offered by Moustakas (1994), reinterpreted by Creswell (2007), and reinforced by Giorgi et al. (2017) are meant to provide a structure to the intentional process of data analysis which is critical to understanding a life world represented in words. Table 2 outlines the phases of analysis suggested by Moustakas (1994).
Phase 1: Epoché 
The goal of qualitative, phenomenological study is to situate participants and their lived experiences at the heart of the inquiry. To provide a blank canvas on which the researcher can craft a rich, thick description of those experiences requires that the researcher remove their bias from view, as it can color the revealed essence. Epoché, a Greek word that intends a refraining from judgment (Creswell, 2013) is also known as bracketing or phenomenological reduction (Vagle, 2018); it is the first but also an ongoing step of analysis. This phase requires that the researcher attempt to suspend “judgment of the existence and pre-understandings of things outside of the human mind, so that phenomena can be studied in their givenness to consciousness” (Vagle, 2018, pp. 13-14). Although it is important that the researcher have a personal interest in what they seek to understand (Moustakas, 1994), it is not the subjective view of the researcher’s experiences that is meant to inform phenomenological analysis.
At the outset of a study, the application of epoché is required. This step is necessary to place the researcher in a state of void consciousness to accept the data as intended (Moustakas, 1994). However, epoché is also an ongoing process done throughout analysis to keep the researcher grounded in the participants’ experiences and not in their own. Bracketing “is a way to practice phenomenological reduction” (Vagle, 2018, p. 14) to hold the researcher’s views as
separate and apart from those of participants. The term bracketing intends that the researcher 
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Phases of Descriptive Analysis (adapted from Moustakas, 1994)
	Phases of Descriptive Phenomenological Analysis

	Phase 1
	Phase 2
	Phase 3
	Phase 4
	Phase 5

	Epoché
	Delineate
meaning units (Horizonalization)
	Establish 
themes
	Craft textural 
and structural descriptions
	Craft composite 
of the essence

	
Epoché as bracketing: Applied throughout the process








acknowledges their beliefs, experiences, judgments, and perceptions, through reflexivity (Watt,
2015), and then places them to the side, bracketed away from the main analysis at hand. To keep myself centered on the lived experiences of my participants, I kept a reflexive journal in which I noted anything I felt could sway my interpretations of the data. Vagle (2018) explains that researcher reflexivity is the process of “consistently examining how one’s positionality, perspectives, backgrounds, and insights influence all aspects of a study” (p. 14). I began each reading and analysis session by writing in the journal to mute my voice, so I could hear those of my participants. I will address my reflexivity later in this chapter. 
Phase 2: Horizonalization and Meaning Units
The next step in descriptive phenomenological analysis, after the researcher has bracketed assumptions, biases, and judgments, requires objectively reading all collected data in their entirety. This objective consideration of all data helps the researcher to arrive at a basic sense of the whole, a situated description of the phenomenon (Creswell, 2007; Moustakas, 1994). Horizonalization happens when the researcher considers all data to be equally important to capturing the essence of participants’ experiences (Moustakas, 1994). Through multiple readings of the data while applying horizonalization, the researcher identifies non-repetitive and non-overlapping statements which provide “invariant horizons or meaning units of the experience” (Moustakas, 1994, p. 122). This process uncovers nuances from participants’ full narratives and intends to delineate essential perceptions which vary from one participant to the next. These delineations occur when the researcher notices a shift in meaning or intention and identifies a new and unique unit of meaning or code (Creswell, 2007; Giorgi, 2010; van Manen, 2017). Throughout the process of code identification, I used analytic memoing toward a deeper reflection on and elucidation of the data. Writing analytic memos is a way to “keep track of the evolution of your study” (Saldaña, 2013, p. 42) and to understand implications through reflection as a type of metacognition.    	Comment by McCoy, Dorian L: Citation needed here. 
	After having transcribed all interview and survey data, and having finished the initial member checking process, I read over all data twice to begin identifying units of meaning which I refer to as codes. Merriam and Tisdell (2016) explain that a code can be as simple as a word or short phrase. Codes are used to assign meaning to a pertinent feeling, theme, or idea. The process of coding is iterative, happening in several steps. While I read transcriptions, I coded by hand, highlighting participants’ words verbatim. After the first read, I wrote in my reflexivity journal to bracket my assumptions. Upon the second reading, I wrote notes in the margin, reflecting on the in vivo codes I highlighted during the first pass; I returned to my journal and notated additional questions or suppositions after the second reading. With five different individuals recounting their unique experiences and perceptions of efficacy, there were a multitude of rich descriptions offered in participants’ words. Given that this group had similar experiences, I was able to identify common themes within the data. 
Phase 3: Establishing Themes
	During phase 3, after the researcher has established units of meaning or codes during the second phase, those initial codes are then reexamined to merge, reduce, or redefine them (Creswell, 2007). After researchers shift, sort, and cluster the initial codes, they begin to recognize and identify overarching themes that are present in the data clusters. Those themes are used to represent elements of the shared essence (Creswell, 2007; Moustakas, 1994a; Vagle, 2018; van Manen, 2017). In keeping with phenomenological reduction, Giorgi et al. (2017) explain that the researcher must interpret expressions from the participants’ authentic life world experience to “render implicit factors explicit” (p. 182). In vivo codes from participants’ own words served to establish overarching themes which elucidated the essence of the phenomenon. 	Comment by McCoy, Dorian L: You used “served” earlier in the sentence.  
	Having identified in vivo codes during two readings of the first phase, I read those codes again for a third time to begin grouping them into clusters. Those clusters included or acknowledged themes that were generated from the initial codes. As I continued to bracket my assumptions and opinions during the third reading, I re-centered my focus on participants’ experiences of efficacy. The final identified themes provided both textural and structural descriptions, which helped to capture the essence of world language teacher efficacy (Moustakas, 1994a).
Phase 4: Textural and Structural Descriptions
During phase 4, the researcher relies upon participants’ verbatim expressions, found in the revealed codes and themes, to create both a textural and a structural description of their experiences with the phenomenon. Textural descriptions are meant to communicate the “what” of an experience by addressing the “thoughts, feelings, examples, ideas, [and] situations that portray what comprises an experience” (Moustakas, 1994b, p. 5). Structural descriptions are meant to establish the “how” of an experience through an intentional reflection on the conditions, contexts, settings, and situations of the experience. Moustakas (1994) indicates that structural descriptions “provide a vivid account of the underlying dynamics of the experience” (p. 136).
For access to those rich descriptions, researchers use broad, open-ended, and generalized interview questions which require participants to reflect openly and verbally. Two specific questions used to elicit such responses ask what participants have experienced in relation to the phenomenon and what factors are present that affect those experiences (Creswell, 2007). For this study on world language teachers’ perceptions of and experiences with efficacy, I posed questions to my participants which served to engage their reflection about what their specific experiences with efficacy were and which factors affected their perceptions of efficacy. Their responses provided both textural and structural descriptions. 	Comment by McCoy, Dorian L: Valerie – this is so good. I am really proud of you and your work!	Comment by Valerie Schmidt-Gardner: Thank you! I had a great mentor/teacher ☺️
Phase 5: Describing the Essence 
Upon completion of Phase 4, the researcher crafts a composite of the textural-structural descriptions, providing a synthesis of the common experiences. This cumulative and synthesized description of the experiences of the phenomenon become its essence, the basic structure of the experience (Merriam & Tisdell, 2016, p. 26). To arrive at the essence, Moustakas (1994a) encourages imaginative variation, an approach that shifts and challenges key components of the composite description to determine what effect, if any, those shifts make to the essence of the phenomenon. Giorgi et al. (2017) explain that if the description of the essence “‘collapses’ as a result of the variation, then it can be claimed that the dimension is essential for the phenomenon to appear as it really is” (p. 179). Once imaginative variation is satisfied and all essential components are acknowledged, the researcher then provides a description of the essence of the shared experiences of the phenomenon (Moustakas, 1994a). As Creswell (2007) insists, upon reading the composite description of the essence, a reader should come away from the reading with a better understanding of what it is like to have experienced the phenomenon. 
After arriving at the textural-structural description of my participants’ experiences with and perceptions of efficacy in the modern, communicative world language classroom, I attempted to shift and affect the components of the composite through imaginative variation. Each attempt at removing a “dimension” of the composite was unsuccessful, indicating I had arrived at the essence of the shared phenomenon. Having arrived at the essence, I was able to answer my research question through the lens of self-efficacy. 
Trustworthiness
	The point of scientific inquiry as a type of problem-solving is to delve deeply into a subject toward a greater understanding of an observable phenomenon. Researchers apply various methods to collect data, analyze that data, and report it to the broader research community to inform the field. While some researchers prefer to approach a study through a quantitative lens, others prefer a qualitative approach. Sale and Thielke (2018) insist that, compared to quantitative methods, qualitative approaches “generate a broader form of meaning that is essential for applying the scientific method to human studies” (p. 132). 
	Qualitative data has its own culture of research terms used to report non-numerical and categorical data. Given my phenomenological study was centered on world language teachers’ perceptions of and experiences with efficacy, the data I collected came in the form of participants’ verbal or written responses to interview questions. To report my findings to the larger community, I rely on appropriate qualitative measures. Lincoln and Guba (1986) proposed four terms as “analogs” of the quantitative measures used to discuss and report the rigor of scientific inquiry: credibility for internal validity, transferability for external validity, dependability for reliability, and confirmability for objectivity (p. 76-77). 	Comment by McCoy, Dorian L: You don’t need to say “Researchers…” before the scholars’ names. 
Credibility   
	The criterion of credibility addresses to what extent research findings a) align with the research question presented b) are plausible or truthful in their representation of participants’ views and c) are representative of or applicable to reality (Merriam & Tisdell, 2016). For this study, it is important to recall my intent of using a constructivist lens through which to view the phenomenon of world language teachers’ views of efficacy. As Creswell and Miller (2000) explain, “Constructivists believe in pluralistic, interpretive, open-ended, and contextualized (e.g., sensitive to place and situation) perspectives toward reality” (p. 125-126). Therefore, it is vital that I present truthful representations of my participants’ experiences and that I situate the contexts that make up their shared reality. To ensure the credibility of my study, I employed protocols designed to honor both my participants’ shared reality and their experiences and to contribute to the authenticity of my approach to the methods. The measures of credibility addressed in this study are: triangulation, member checks, saturation, and reflexivity.
	Triangulation. Borrowing a term from navigation, triangulation involves using a minimum of two points of measurement to arrive at a destination or determination (Merriam & Tisdell, 2016). The measurement points upon which I relied included multiple sources of data and multiple methods of data collection. I relied on multiple and unique sources of data in that my phenomenological study consisted of five world language teacher participants, each one having their own background, experiences with efficacy, and their unique perceptions of their shared reality. Regarding multiple methods of data collection, I relied on information obtained from my participants in both the demographic survey and through one-to-one in-depth interviews. 	Comment by McCoy, Dorian L: You begin a few sentences with “Regarding…” You are good!  
	Respondent Validation/Member Checks. Within the context of member checking, the researcher asks participants to critique the collected data and the initial interpretations of that data to verify that the researcher has represented the participant’s voice correctly and honestly. Lincoln and Guba (1985) insist that member checking is “the most crucial technique for establishing credibility” (p. 314). I conducted member checks with all five participants after initial interviews were completed and transcriptions were finalized. I sent the transcript to each participant to ensure that the verbatim representation was correct for each. Four of the five participants responded that there were no erroneous representations included, one participant did not respond. After initial code analysis (Phase 2), I sent copies to the four participants who responded. The copies had significant statements identified on each. I asked participants to provide feedback on those significant statements and to comment, if necessary, on the themes that I identified from the significant statements. None of the four found any contradictory information. They believed they had been represented correctly and that the themes and sub-themes were accurate. 	Comment by McCoy, Dorian L: Some discussion around did the themes emerge or did the scholar identify them. I am sure Dr. VS-G identified them. 
	Adequate Engagement/Saturation. As a novice researcher questioning the number of participants I had recruited for my study, I relied on data saturation. Merriam and Tisdell (2016) note that a researcher cannot always guarantee the parameters of a study or the willingness of participants. However, as a measure of research credibility, the authors explain that “the data and emerging findings must feel saturated” (p. 247). Even though my sample size was small, the criterion-based, purposeful sampling method I used positively affected saturation. Across the five participants of varying demographics (ethnic, educational, aspirational, and professional), data, revealed through their voices, proved to echo one another. 	Comment by McCoy, Dorian L: Love it!
	Positionality/Reflexivity. Another factor that supports credibility is researcher positionality; a process within which the researcher is reflective about the factors that impact their biases, beliefs, assumptions, and interpretations of the phenomenon under investigation (Creswell & Miller, 2000; Merriam & Tisdell, 2016). Not only does the researcher acknowledge their positionality, but they also bracket it from data analysis during the process of phenomenological reduction; bracketing helps to avoid making assumptions about what participants share (Moustakas, 1994a). Researcher reflexivity, the intentional and ongoing acknowledgement of personal subjectivity, intends to produce more accurate analyses of the participants’ experiences by minimizing and/or removing any influence from the researcher’s interpretations (Watt, 2015). 	Comment by McCoy, Dorian L: Could/should this be “voice?”
	Researcher Reflexivity. The application of epoché is how qualitative researchers consider their voice in comparison to the voices of their participants (Creswell, 2013). After the initial situating of my reflexivity, done herein, I remained consistently reflexive throughout the study. First, to situate myself as an investigator with a personal interest in the phenomenon, and while honoring the credibility of this work, I had to acknowledge my role as a former (as of this writing) language teacher. As someone who spent 21 years in the second language classroom, I was required, ethically, to consider the ways in which my beliefs, biases, frustrations, and presumptions may inadvertently affect the credibility of the study. I have my own experiences and perceptions of efficacy in the second language classroom and, for my biases to remain inconsequential to this work, I address them below. 
	My appreciation of accents and languages started early. When I was little, before I began formal education, I was introduced to accents by my father who used to read to me at bedtime. His text of choice was Dr. Dolittle (Lofting, 1920). As he read aloud, he would take on various accents so that each character became unique to me. Each character had their own style of speech and verbal flair. Dad was also a talented musician, able to hear a piece of music once or a few times, then duplicate it on most woodwind and brass instruments or on the piano; he could not read music. I inherited Dad’s “good ear” though my ability to mimic extends only to accents, not to music. Additionally, my father’s adoptive family on his father’s side was strongly tied to their German heritage. After his adoption, Dad attended Lutheran school and learned German. His old German primers were readily available for me to find in our house, and my grandfather would often entertain us with the odd German phrase or two during family meals. Although I did study German in middle school, my interest in the language waned, likely because I felt a family obligation to be loyal to it. Once I got to high school, I chose French; it always sounded absolutely beautiful to my ears and was represented so glamorously in old movies that I loved, like in Minnelli’s An American in Paris (1951), Hitchcock’s to Catch a Thief (1955), and Donen’s Funny Face (1957). I took to the language quickly. It was easy for me to understand, and I excelled. I was praised early and often by my French teacher not only for my prowess with grammar but for being able to mimic “near perfect” pronunciation when it was modeled for me. When Madame Busby offered me participation in a trip abroad the summer between my junior and senior year of high school, I jumped at the chance. I spent a month in Europe with her and other high school students, visiting England, Italy, Switzerland, and France. In the last two countries, I was able to practice my language skills authentically and was praised by locals for my proficiency. Once in college, I tried my hand at Italian. Although the language seemed to come to me just as easily in the beginning, I never felt the same affinity for it that I did for French. Over time, I received my B.A. in French language and literature; I completed my first study abroad in Normandy as part of my undergraduate experience. Knowing what a transformative experience travel had been for me as a language learner, once I became a teacher, I decided to lead trips abroad for my students; France was always the destination of choice. Later, I completed advanced degrees in education. Additionally, I achieved National Board certification in World Language education, the first French teacher in my state to achieve it. I also won a grant from the French government to participate in a teacher education program in Bordeaux. I sought that immersive study abroad opportunity to help me keep my language skills current. 
	As a public-school French teacher, I have taught every grade of French from 6th to 12th and every level from French one in the typical state-wide program through Higher Level French B in the International Baccalaureate diploma program. I have served as a WL professional development specialist, offering sessions on WL pedagogy centered on students’ communicative skills, and have also been an invited speaker at state-level WL conferences. 
	Identifying as a world language teacher, I have made a career out of interpreting the language of others toward an understanding of their lived experiences. I came to this doctoral program and to this specific research question based on my own reflective practice and with a sincere interest in understanding more about my language teacher peers, the factors that affect how they approach pedagogy in the classroom, and their perceptions of content knowledge and language proficiency. My ontological perspective asserts that world language teachers are most effective when they are: a) facilitators of learning in student-centered, constructivist classrooms, b) proficient in the language(s) they teach, c) knowledgeable about the content and approaches to pedagogy, d) reflective in their practice, and e) engaging in professional growth. To bracket and acknowledge my beliefs throughout analysis, I kept a reflexive journal. In this journal, a bound notebook, I wrote assumptions, biases, and differences of opinion. I wrote at length or jotted down quickly any question, statement, or thought I had that could tempt me away from the voices and experiences of my participants.
Transferability
	The extent to which a study’s findings are applicable to other participants, sites or studies speaks to their transferability (Lincoln & Guba, 1986). Given that my research question was phenomenological, my intent was to better understand a concept about which there was a lack of research. To do that, I conducted in-depth, one-to-one interviews within a small sample size. Merriam and Tisdell (2016) agree that a “small, nonrandom, purposeful sample is selected precisely because the researcher wishes to understand the particular in depth, not to find out what is generally true of the many” (p. 254). Because I could not rely on the generalizability of my findings, I had to ensure that I provided rich, thick description throughout my study. Merriam and Tisdell (2016) explain that employing this type of description means creating thorough explanations of the setting, participants, and findings, by providing verbatim evidence from participants (p. 257). I discuss the description of both the setting and the findings from participants’ verbatim responses in the next chapter.
Dependability/Consistency
	Dependability in the qualitative field addresses the likelihood that a study could be replicated by a different researcher who would arrive at the same outcome (Lincoln & Guba, 1986). Merriam and Tisdell (2016) also intend that dependability or consistency means that the results of a study are consistent with the data collected. Although it is not likely that another researcher could replicate my study and arrive at the same findings, due to its phenomenological and emergent design (Merriam & Tisdell, 2016), I am able to affect consistency by use of the audit trail. An audit trail refers to an accounting of the research process, through journaling and memoing, that helps to communicate, track, and validate the research process for an outside observer (Merriam & Tisdell, 2016). Throughout the research process, I kept a notebook in which I bracketed my subjectivity in one section and chronicled the audit trail in another. 	Comment by McCoy, Dorian L: Citation needed. Is this Merriam and Tisdell? If so, just cite at the end of the sentence. 
Ethics
	Conducting research requires that investigators adhere to ethical standards intended to keep their participants informed, safe, and in control of their commitment to participate in or withdraw from a study (Patton, 2003). Safeguarding ethical practices further supports the credibility and dependability of qualitative research (Merriam & Tisdell, 2016). Qualitative research intends that  participants become co-researchers alongside the primary investigator, verifying their own data and gate-keeping any erroneous assumptions (Creswell & Miller, 2000; Frechette et al., 2020).  For a participant to determine their interest in becoming part of the study, they must be completely informed about the purpose and procedures of the study, benefits and risks of participation, confidentiality and anonymity, data collection, analysis, ownership, and protection (Merriam & Tisdell, 2016; Patton, 2003).    	Comment by McCoy, Dorian L: Again, no need to compare to quan methods.See deletion below.  	Comment by McCoy, Dorian L: Add a more recent source to indicate this is still accurate 24 years later. 
	The first step in honoring the ethics of this study came from the submission of an application to undertake research made to the University of Tennessee, Knoxville Institutional Review Board (IRB). Along with the application, I included all requisite documentation. The application, which included the informed consent document (see Appendix A), was approved on June 28, 2023. An informational flyer and recruitment email were also submitted and approved by the IRB. These items were created so that potential participants could read all pertinent information about the study and access an informed consent to submit to me if they were interested in participating. Each of the five participants received, signed, and returned an informed consent form before interview data collection began. By signing the form, each participant acknowledged their volunteer participation in the study and that they understood all parameters therein. Along with outlining the study procedures, timeline, and benefits and risks, participants understood they could withdraw from the study at any point, without penalty, and that the likelihood they could be identified was minimal. The informed consent also outlined data handling and data keeping procedures, which included housing all study documentation in my UTK Google Drive on the secure UTK data server. All items in the informed consent were reiterated at the beginning of each interview. Participants were assigned pseudonyms during the data analysis process. 
Confirmability 
	Confirmability, by qualitative definition, is an attempt at getting as close to an objective reality as is possible in the data. Even though my study is phenomenological, relying on the unique and subjective realities of each participant, confirmability was addressed in several ways. During data collection and analysis, I relied on respondent validation to ensure I was focusing on my participants’ experiences, views, and language; participants provided feedback about the accuracy of their interview transcriptions and again after initial coding to ensure their experiences and voices were represented accurately. I employed phenomenological reduction throughout all phases of the research process, bracketing my subjectivity. During analysis and reporting, I provided rich, thick descriptions of my participants, contexts, and methods and used verbatim data when reporting my findings. 	Comment by McCoy, Dorian L: Provide examples of this. (e.g.,…)
Chapter Summary
	In this chapter, I addressed the methodology through which I approached this research. I outlined participant recruitment, description, demographics, and sample selection. Data collection methods, data sources, and data analysis procedures were introduced, explained, and justified with supporting research. Regarding ethical procedures, I addressed trustworthiness through credibility, transferability, dependability, and confirmability. To situate my reflexivity, I provided my positionality, explaining my time as a tenured French teacher and my experiences with efficacy. In the next chapter I present the study findings which elucidate the phenomenon of world language teacher efficacy. 


[bookmark: _heading=h.tyjcwt]Chapter 4
Findings
This qualitative research study was built on a framework of phenomenological inquiry, which intends to arrive at an elucidation of the essence of a particular phenomenon (Moustakas, 1994). Given my interest in better understanding the nebulous concept of world language teacher efficacy, this study was driven by one research question: “How do world language teachers perceive their efficacy in the modern, communicative classroom?” The five study participants represent a range of educational and language learning backgrounds, teaching experiences, and job assignments. I gathered verbatim data from each in-service world language teacher through their written responses to survey questions and during one-on-one, semi-structured interviews. Along with demographic questions, the survey asked teachers to rate their own efficacy in teaching the four language learning skills: listening, speaking, reading, and writing. This chapter presents the analysis of survey and interview data which resulted in four major, over-arching theme clusters and nine sub-themes generated from teachers’ significant statements. Through horizonalization, I held each respondent’s significant statements equally, then clustered saturated codes to arrive at themes and sub-themes. These themes provided both a textural and a structural description of world language teachers’ shared experiences. The composite of those two melded descriptions frame the essence of the phenomenon of world language teacher efficacy. Table 3 introduces those themes.
The first theme, “teacher as language leader,” encompasses three sub-themes, each of which teachers indicated had readily influenced their perceptions of efficacy. This first theme aligns with three of Bandura’s (1977) four sources of efficacy: mastery experiences, vicarious experiences, and verbal persuasion. Participants noted that each of the three sub-themes played a 
	Comment by McCoy, Dorian L: START HERE.
[bookmark: _Toc157781814]Table 3
Themes and Sub-themes of World Language Teacher Efficacy
	 Experiences of Efficacy
	Factors Influencing Efficacy
	Bandura’s Sources of Efficacy

	Teacher as Language Leader
	Travel
	Mastery Experience

	
	
Education
	
Mastery Experience, 
Vicarious Experience, 
Verbal Persuasion


	
	Approaches to Pedagogy
	Vicarious Experience


	Student-Centered, Communicative Spaces
	Safe and Open Environments

	Physiological Arousal, 
Verbal Persuasion

	
	Connections 
with Students

	Physiological Arousal

	
	Students’ Use of 
Authentic Language

	Mastery Experience, 
Vicarious Experience

	Comparison to Peers
	Emotional Response
	Physiological Arousal, 
Vicarious Experience


	Classroom Contexts
	Professional Expectations
	Mastery Experience,
Physiological Arousal

	
	Contextual Limitations
	Mastery Experience,
Physiological Arousal





part in how they felt about their success as a professional language role model and facilitator. The second theme, “student-centered, communicative spaces” was identified, along with its three sub-themes, as another major experience of world language teachers’ efficacy. Aligning with two of Bandura’s sources of efficacy (1977), mastery experiences and physiological arousal, this theme was addressed in participants’ reflections on the important influence students have on teachers’ perceptions of self-efficacy, particularly in the communicative environment. I revealed a third theme, “comparison to peers,” as participants considered and discussed situations in which they judged their efficacy in relation to that of other professional language teachers. This theme and its sub-theme of “emotional response” address either the anxiety or the motivation a teacher feels when they judge their own efficacy, language proficiency, or approaches to pedagogy in comparison with another. This theme cluster aligns with Bandura's (1977) discussion of both physiological arousal and vicarious experience as two of the four sources of influence that affect teachers’ perceptions of efficacy. “Classroom contexts” became the fourth experience of efficacy, along with two sub-themes. One sub-theme centered on participants’ perceptions of and/or experiences with meeting the expectations of professional initiatives designed to encourage communicative environments. The other addresses teachers’ feelings of efficacy based on their perceptions of a classroom environment that had a limitation or challenge to overcome. These factors align with both physiological arousal and mastery experiences (Bandura, 1977). Although participants’ responses to the final interview question offered no saturation of data, and therefore precluded me from offering a fifth over-arching theme, I feel ethically obligated to include the broad themes that they identified through their genuine and heart-felt responses. That information is included later in the chapter. 
Teacher as Language Leader
	Participants’ experiences in this study elucidated the ways in which they saw themselves as language leaders in their classroom spaces. In general, these five teachers viewed themselves as individuals who are enthusiastic about their content. They believe that learning a second language is valuable for the development of students. They perceive themselves to be facilitators of language learning, striving to create classroom spaces within which students feel safe and capable of learning. Although the participants in this study had various experiences that influenced their decisions to become second language teachers, there were commonalities along their individual paths. The three sub-themes in this section cover teachers’ perceptions of efficacy due to their experiences with travel, education, and their approaches to pedagogy. 
Travel
The theme of was common in the data of four out of five interviews. Teachers who mentioned travel as a factor that influenced their experiences or views of efficacy discussed the benefits of spending time in a culture where the teachers’ second language was the first of that local culture. Participants shared that travel had either initiated an interest in learning a second language or spurred it along. Some also mentioned travel as a way in which to influence content knowledge once they were in their own classrooms. Regardless of their intentions, teachers believed that the effect or lack of travel influenced their feelings of efficacy. Regarding Bandura’s four influences of efficacy (1977), travel falls into the category of mastery experiences, also known as performance accomplishments. Teachers who successfully navigated trips to other cultures and returned feeling as though their language skills, cultural knowledge, and lives were enriched through the process felt effective because of these experiences.

American Spanish teacher, Erin, who began traveling on mission trips with her family, shared how those early immersive language experiences created a foundational desire to become more proficient in Spanish. 
Well, the impetus was traveling to the Dominican Republic…my very first trip, and I didn’t know any language. They gave us a paper of some like common phrases, and they didn’t spell anything out phonetically, so I was like ‘Ho lah, meee lam-oh…(Laughing)… And I had to learn that's not how you say that. And I had some fantastic people in my church who were from Puerto Rico, and they would tell me, no, this is how you say it… And I hated that I couldn't say more of what was on my mind and learn more about them. So, when I came back to school the next year, I signed up for Spanish 1 and I did that course and learned enough to then go on to Venezuela.

Not only did early travel provide her with the motivation to intentionally learn Spanish, but her continued travel also affected her long-term views of her efficacy, providing validation of her language proficiency. She recalled:  
I spent quite a bit of time outside of the country before I even hit adulthood, and [the trips] were exclusively to Spanish-speaking countries. So, when I was taking Spanish in high school and in college, I felt really ahead of the game, and I think that built my self-efficacy…I know what I'm doing; I know how to do this. When I saw material in a textbook, I [was] like, oh, I'm past that. 

Not unlike Erin who traveled extensively through her youth and teen years, Sophia, another American Spanish teacher, began her second language study with Latin. However, it was a trip abroad that proved to be the catalyst to her becoming a world language teacher. In recalling her newfound passion through travel, she addressed her early and naïve assumption about how to learn a second language:  
	I didn't take Spanish in high school; I took Latin, and my college didn't have Latin and I 	needed it as an English major at the time. So, I took Spanish, and I thought, well, I’ll just 	do a semester. Every semester, I'll do a class, and I'll be fluent… (Laughing). It does not 	work that way! So, I had to study abroad, which I loved! And after that I was like, ‘Okay, 	Spanish is it!’ 

While the first two participants discussed travel as a factor of efficacy related to their role of classroom language leader, David, also an American Spanish teacher, shared his awareness of how his Spanish skills were positively affected by travel:  
	I was able to live in Spain for a year, and then another summer in Argentina. That put me 	into the situation that I just described [feeling confident] as far as progressing in the 	language. Because let's say before, when I taught in (city) for like six and a half years, 	and I hadn't been to Spain in over ten years, I would say…you get into this period of 	stagnation where…you're doing the same thing, but you don't realize that your abilities 	are dropping. 

Further discussing his role as a language role model, he addressed his professional and personal need to keep his language skills current. He explained his response to his students’ curiosity about why he traveled so far to immerse himself in a Spanish-speaking culture: 
My students often wonder why I go to Spain so often, and I tell them the reason for which I go is to actually practice, and they look at me like I'm crazy. ‘Why would you go to Spain to practice Spanish?’… Because I don't get enough practice living in the United States doing that. Granted, I could go and find someone to speak Spanish with, but it's not the same per se.

Erin also noted the effect travel had on her feelings of efficacy after living for a time in the target culture. She explained: 
I didn't study abroad from college, but I did have the experience of traveling so much overseas…I did live over there for a period of time, in Honduras. So, I do feel like I have the credibility…I interact regularly with people. I constantly use the skill if I find myself in a position to…

For Liza, a Filipino-born English teacher working in Korea, she shared that her lack of travel to a target culture affected her perceptions of efficacy, particularly regarding culturally specific language content knowledge. She indicated that not having traveled to America, she was unable to provide her students with the answers they were seeking. She related: 
Because sometimes the students ask me, is this what they do in the States?...Because [the question] could be part of [the] culture of the British, and I just tell them… ‘Well, I don't really have the answer to that question, because I've never been to the States.’

Sophia also expressed her thoughts about how traveling during her study abroad helped support her content knowledge. She insisted that world language teachers are more globally aware due to the experience of travel, and that those experiences can be of benefit to students. She shared: 
I find my world language colleagues to be some of the highest educated people in the building. Most of us have had to study abroad. When I first started teaching, that wasn't really a requirement for all programs…That study abroad experience really just broadens your mind, and it builds that curiosity…to learn more because you live there. And it was amazing. And you…have these experiences that you can bring to the classroom.

Education
All five teachers reported that they had had educational experiences that helped to influence their perceptions of efficacy. Each teacher indicated that their experiences as students in language learning classrooms affected their later perceptions of professional efficacy. Some had positive and encouraging experiences in formal elementary or secondary classrooms with influential language leader role models. Others experienced validation in their undergraduate or graduate-level language studies. All participants indicated their own second language classroom experiences were a factor in their beliefs about their later pedagogical success. Participants perceived themselves as having successfully completed challenging educational tasks which enriched their content knowledge, linguistic skill, and approaches to pedagogy. These perceptions of success align with mastery and vicarious experiences, and verbal persuasion as sources of efficacy (Bandura, 1977). 
Liza shared that it was during her elementary school days when she began learning English in an immersive environment and not through formal instruction that she felt her linguistic efficacy began to deepen. She recalled: 
We spoke Tagalog, [the] local language, and so, when I was formally in school in kindergarten at 6 years old, that's when our teachers just spoke English with us. And then there was a ‘speak English only’ rule at school. So, it wasn't like I was learning English, but it was what we used at school…So, I guess around that time my exposure and my practicing how to speak English really grew.

Liza continued to explain a positive impact on her efficacy when discussing a teacher in that same school who took a particular interest in the way she was pronouncing vowels in English. The teacher suggested that Liza could benefit from targeted attention to pronunciation. The well-intended critique of her pronunciation, a form of verbal persuasion, caused Liza to reflect and focus on her skills; it created an opportunity for her to grow and experience success. She shared:  
I remember when I was in fourth grade…I joined the musical. One of the teachers approached me and she said…“Do you want me to train you for the clarity of your speech?” And I was like, ‘What does that mean?’…I didn't know what she meant by that. And she [said] “I think your consonants and vowels need to be much more enunciated clearly… I was like, ‘Really? Okay.’ And then when she started teaching me, it felt like, ‘Oh, I didn't know those sounds existed before!’ Maybe I was speaking [with] a different accent, and she wanted me to speak the way she spoke, with an American accent or “neutral English” is what they say. So, that's when I first felt like ‘Oh, so I can speak a different kind of English!’ 

	Erin discussed how her language teachers showed an interest in her L2 proficiency by encouraging her skill development. They consistently provided her with reinforcement of her skills, knowing that she had traveled extensively to Spanish-speaking countries and the positive effects that travel had on her language proficiency. She explained that her teachers were her L2 advocates. She explained: 
	To my teachers’ credit, they always did provide me with advanced opportunities to be 	able to use my language skills and develop further my writing, reading, listening, and 	speaking competencies. Because they saw that I was beyond how you conjugate some 	ordinary verbs in any tense. 

	Like Erin, Sophia also gave credit to former teachers for having provided her with early beliefs in her language abilities. She indicated her appreciation of “some really excellent teachers…not just in language learning, but often English” who encouraged her skill development and views of efficacy. 
	French teacher Claire mentioned an early motivation to study French because of her love of dance, ballet in particular. However, like Erin and Sophia, she also had the support of a “knowledgeable and motivating French teacher,” who encouraged a deeper interest in the study of the language. This teacher helped her appreciate and understand “how the language fit together.” Claire noted that, because she felt a sense of comfort and accomplishment in the high school classroom, she was determined to pursue a double major in English and French in college. Once there, Claire explained that her proficiency was further advanced by the school’s adoption of the Rassias Method (1964), a naturalistic approach to second language teaching also known as the Dartmouth Intensive Language Model (DILM) (Rassias, 1964). Claire indicated that she became confident in her speaking skills due to this approach and was recruited to be a French table leader for her L2 peers because of her facility in orally producing the language. 
Erin explained that although she had extensive travel experiences which played a part in her views of speaking proficiency, her educational background as a Spanish major also played a part in her overall perceptions of efficacy. Because she had confidence and a high level of proficiency due to travel, Erin chose to major in Spanish. She explained that teaching was not initially her goal. She shared, “I went into college and wound-up majoring in Spanish. I actually didn't want to teach Spanish. I thought I would be an interpreter of some sort, legal or medical…” 
Like Claire and Erin, David indicated that his sense of efficacy was affected by his choice of college major. With both a bachelor’s and master’s degree in Spanish, he explained how his education choices added to his perceptions of efficacy:
Given my education [and] background…because I have a masters in Spanish…I feel like… I'm able to converse at a high level, understand at a high level…I just feel like the training that I've had, the experiences that I've gone through, have enabled me to function at a high level in Spanish.
Approaches to Pedagogy
	Even though their second language learning experiences played a role in their views of efficacy, each participant shared that their approaches to pedagogy also affirmed their positive views of efficacy in their own L2 classrooms. All participants noted that while they were L2 learners their observations of and experiences with their L2 teachers informed their later approaches to pedagogy once in their own classroom spaces. While some teachers chose to steer away from methods that were used by their own teachers, others chose to purposefully embrace methods or activities that helped them succeed in the language learning classroom. Participants noted feeling confident about their approaches to pedagogy after their experiences as learners helped to inform their choices. The source of efficacy that primarily aligns with these factors is vicarious experiences (Bandura, 1977). 
Erin recalled how she made a conscious decision to shift away from her earliest approach to second language teaching, one that paralleled those used by her second language teachers; it was a more passive approach that was focused on grammar-based practices. She believed a more communicative approach based on the advancements of second language pedagogy was necessary once in charge of her own classroom. She explained:  
When I stepped in the classroom, I noticed myself taking on some of those ‘old school’ [approaches] like ‘you're going to work out of a workbook’… ‘You’re going to do this conjugation chart’ and through a lot of professional development in the field of pedagogy…I had to adapt my practices. 

When asked to clarify a bit about “old school” approaches, Erin added: 

I learned ‘old school’… My very first teaching job was in a private school, and I taught them the way I had been taught because I had no other kind of background other than immersive [from travel]. But I was with them… like 45 minutes in a day. I couldn't possibly immerse them like I was… And so, I literally did just what my previous teachers for Spanish and Math and Science had all done…You have a textbook. You do these activities. You read the readings that are in there, and you just assign a bunch of like work, and you're heavy on grammar and vocabulary explanation and flash cards. And… that's how I initially taught. And as I [came] to really understand how education works… the changes in…second language acquisition…which is much more effective…I was like, well, I'm going to switch gears here. 

Claire also recalled the grammar-based approaches to second language acquisition that were accepted and common when she was in high school. Like Erin, Claire chose to amend her approach, recognizing the shift in second language pedagogy. She explained: 
When I started taking French in high school, it was pretty much…the teacher taught. Students took notes, we did the ‘stuff’. We would do conversations and listening, but… not so much production per se. It was more of…here's the information, manipulate it. Regurgitate it. And, sometimes, fill in the blank...you know, dot the Is. Cross the Ts… The more proficient or interactive approach is not new to me, because…I've always worked on teaching all the skills. But I am trying [now] to emphasize more of the listening and the productive skills…to get them to actually use the language instead of the “Okay, let's fill in the blank and dot the Is cross the Ts like I was taught.

Liza discussed the pedagogical departure she made, away from that used by her teachers in their fully immersive second language environment. She related the shift, explaining the benefits of using students’ L1 toward a student-centered space. She affirmed: 
When I was less experienced, I used to have an English only policy. I was very strict about it, but now that…I feel more confident in my skills, and I feel more effective, it feels like I can allow that bit of Korean, because I find that it's helpful too…So, I guess part of my efficacy is in my confidence…laying out the expectations and actually bringing [the students] along in this journey with me.

Sophia also noted a shift in her approach compared to those of her early language teachers. She reflected on her language learning experiences, noting a lack of authentic resources through which she could access the language. However, in planning her own approach, she felt a higher sense of efficacy being able to provide her students with authentic language exemplars. She shared: 
	I will say that, because I've been teaching for so long, my language learning was not, for 	the most part…centered around authentic resources; it wasn't… And now… I can go 	on to all these different resources online…of native speakers and find different activities. 

Unlike Erin and Liza, David recalled methods his high school teachers used that he decided to incorporate. He shared, that although he is a Spanish teacher now, he did teach French at one time. He relied on the tricks by which he was taught to help his French students grasp concepts. He related: 
I taught French for a period of time…and I would mimic the same things that I learned in the classroom to get my students to learn, because…if I learned, and I can still remember what we did…surely this is effective for them as well. Also, other activities and things that…I did in high school, I used. 

Student-Centered, Communicative Spaces
	Participants’ experiences uncovered another common source of efficacy, their success while creating student-centered classroom environments in which their students were intentionally communicative in the TL. Alignment with Bandura’s sources of efficacy (1977) occurred in this theme through both mastery experiences and verbal persuasion. Whereas teachers viewed themselves as effective for successfully creating a safe and welcoming environment, they also experienced the influence of verbal persuasion while listening to their students use the TL. These experiences affirmed their methods as effective.
 Safe and Open Environments
	Three of the five teachers noted that it was important to them that their students felt comfortable, supported, and reassured that making mistakes was an expected and normal part of the language learning journey. For Claire, “creating a safe space for the students to feel like they can share and make mistakes” was paramount. Reflecting on her own fears about speaking French in front of others, she shared: 
I understand the anxiety the students have because it's been an anxiety of mine. You know, I'm afraid I'll make a mistake. I'm afraid I'll look stupid, and…I have to fight against that fear myself. So, I understand how my students could feel some trepidation about that. 

She further insisted that it was her job to ensure that students in her classroom felt supported and that they understood that “they [were not] going to be shot down for making a mistake.” Claire explains to her students that making mistakes is an important aspect of the language learning process “because…that's how we grow and evolve.” Although she valued the creation of a safe and open environment for her students, she also reported not always having felt successful in achieving that outcome. She shared that she viewed herself as “less effective in getting them to lower their inhibitions and being able to share their experience with others, because, this generation, bless their hearts, they are terrified of making a mistake and of looking…bad in front of their peers.” 
Like Claire, Erin also mentioned mistakes in the classroom and the importance of framing them as necessary in a safe and open environment. She explained that in her classroom, “the environment needs to lend itself to…a safe space where it's okay to make mistakes.” She noted that her students may “not know that within the first couple of weeks, or even the first few months” because it takes time to establish that sense of openness and safety. Furthermore, she explained that it takes time and intention for students to see mistakes as acceptable because they are used to their classmate’s calling attention to their errors. She included, “maybe they don't feel [safe] yet…and they're terrified of making mistakes because their friends roast them.” 
Although David did not address the issue of students’ mistakes, he did express the importance he placed on being able to relate to his students. He felt that by sharing the struggles he faced as a language learner, when confronted with concepts about which he was unsure, he was able to succeed. He shared:  
Well, I've been in [their] situation. It’ll be like, okay, I don't know any of this, in fact, like when I was in high school Spanish, I thought I was going to fail. There were times, I mean, like ‘I don't know what this indirect object pronoun thing is, so I'm just going to guess!’ And I tell them… ‘I was in your same situation!’… You know? But with practice, you can get there!

	In considering how she worked to create a safe and open space for students, Sophia discussed her sense of efficacy while reflecting on her improvements, over time, in listening skills. Even though her proficiency in interpreting skills had improved, Sophia perceived herself as not fully capable of relaying those approaches and/or skills to her students. That perception of inability influenced her efficacy. She explained:  
I would say that I struggled with the listening aspect of [language learning] as a student because I had very high anxiety. And once I realized that if I just sort of shut off the brain a little bit and relaxed, it would all go a lot better. And I haven't been able to really convey that to the kids yet, and a lot, especially the ones at the school I teach at, are very high-flying, high achievers and there's a lot of anxiety there.

 	In the post-secondary classroom, Liza noted how important it was for her to set the expectation of an “open attitude” with and for her students. When relating those expectations, she explained: 
I tell them…when you are in this classroom, you're not here to ‘listen to a class’…That is an expression in Korea; it's not ‘to take a class’. And so, I tell them, here you're ‘taking the class.’ So, your whole body is here; it's a whole-body experience. Your ears are open, your eyes are open, but your mouth is also open…because, if they are aspiring to be me, I want to show them that open attitude…that's why I also have to open my ears and I show them that kind of open attitude that they might be aspiring to have as well.

Connections with Students
Another common factor teachers reported as influencing their perceptions of efficacy was their ability to create student-centered spaces. Teachers indicated they made every effort to foster encouraging role-model relationships between themselves and their students. Four of the five teachers shared their views of positive interactions with their students regardless of whether they taught in middle, high school, or higher education classrooms. Another alignment with mastery experiences (Bandura, 1977), teachers’ feeling successful in creating and navigating positive relationships with students proved to be an important factor in their views of efficacy.

High school teacher David indicated the critical need he feels to establish positive relationships with his students. He shared that regardless of what he may teach, as he has also taught French, it is his connections with kids that set the tone of a safe and open environment; working in spaces where kids feel comfortable reaffirms his efficacy.
I think, for the most part, even if I weren’t teaching Spanish, if I were teaching some other subject…it [views of efficacy] would still be the same based on the relationships that I create with the students. Because I think that's the first thing that a teacher must establish…is to know your students and your students know you, so that they feel comfortable doing things that you ask of them.

	Sophia recalled experiences with her high school students, when she was a novice teacher, which affected the way she felt about the job she was doing. When kids were engaged, she felt more effective than she did when students were struggling. She shared: 
When I first started teaching at 22, I definitely felt completely unprepared. Back then, they just handed you a textbook and said, ‘Go for it! You need to get to this point by the end of the year. Good luck!’ You know? We didn't have… even the Internet, really. I mean, we did but just mostly email at that point. So, it was a sort of trial by fire, and some days I would feel like ‘Okay, I'm getting it!’ Like, you have these connections with the kids! And then other days I'd be like, ‘I don't understand why they do not get this very basic grammar point that is so obvious to me!’ And it'd be frustrating.

When reflecting on her growth as a teacher over time, Sophia also added that her views of efficacy were impacted by situations in which her relationship felt more strained. She related:
My classroom relationship with the children can affect how I feel because I've had classes where we click. I've had classes where one or two kids…we butt heads, or it's just a struggle. And I feel like some of the kids I'm doing great with. Other kids I'm not... And I wonder ‘Am I failing everyone?’ Like not in the sense of grades, but in a sense of like I'm not helping them meet their/our goals as a class. Have I failed them because I'm having to spend so much time navigating the relationship with this one student? How do I navigate that?

Sophia believed that even lesson plans or activities that had gone awry were opportunities for her to build trust and honesty with her classes. She further emphasized the need for mutual respect and understanding toward creating open, trusting, and safe spaces. She indicated: 
[Those] are the days where the kids laugh at me the most. And so, the next day when we come back... I'm like, “Guys, this [was] a massive fail on my part, like, I am sorry! I don't know... You know, I put together what I thought was gonna be a great lesson, and it did not work at all!” … And just, like, stopping and saying, ‘time out’ and having that little conversation... And [then], things go a lot farther.

	In the middle school classroom, Erin also worked to foster an honest and trusting relationship with her students. She helped them to see that even she, as the language leader, may not always know the answer and that it is acceptable to admit it. She explained that she felt effective because she was able:  
To explain the answers to the questions that the kids are going to have. Because they always do. They always say, “How do you say this?” And sometimes I'm very upfront and honest, I'm like, ‘I honestly don't know. Let's look it up together. I haven't used that word before!’ … ‘You have stumped me!”… [I] give them… a little… Jolly Rancher… ‘Because you stumped me’ and [then] we look it up together.

	In her higher ed. EFL classroom in Korea, Liza also indicated that she felt effective through the fostering of reciprocal and professional relationships with her students. Even though they could be older than she is or come from a corporate background, her open and honest approach set the tone for mutual understanding. She explained:    
If the energy that we share in the classroom [is] like that [reciprocal], I think it can be a very positive experience for everyone... When it's a good class, it feels like I'm having fun, too, and they're having fun. Like, I'm not repeating anything by rote [methods]… I'm not just giving them what's in the textbook. It's really all about the meaning that we share in the class, like you can tell me your stories... I can start talking about my background and what you did. You also start telling me about your background. And it's a give and take...

When responding to my request for clarification about the mutual understanding she has with higher ed. students compared to what she had experienced with younger high school students, Liza added: 
Because we're dealing with higher ed. here, sometimes our students... are like ‘not fully there’. Maybe because they have part-time jobs or they were working late hours, or they were hung over in the morning, or something like that. But if you're ‘fully there’, or at least I have 90% of you here in the classroom with me, [the environment] feels amazing. And it's so easy to go through the material...to go through everything I plan, from the warm-up up to the communicative based activities. It's just so good. That's when we are all enjoying the class.

Students’ Use of Authentic Language
Regarding language learning and use, each of the five participants indicated that the goals of their classroom were centered on students’ use of the second language in culturally relevant, personally meaningful, and authentic contexts that paralleled real-life situations. Each teacher also noted the importance of developing all four language learning skills (listening, speaking, reading, and writing). Teachers gauged their pedagogical efficacy by their students’ ability to intentionally produce the TL orally in the classroom as required. Teachers viewed themselves as effective when their students were producing the target language, and as ineffective when they were not. This source of efficacy aligns with both vicarious and mastery experiences (Bandura, 1977); the teacher’s efficacy is validated as they watch and listen to their students successfully complete requisite communicative tasks. 
Sophia discussed how her classroom environment shifted during the pandemic and how that palpable change in language output affected her view of efficacy. She explained that although there was little that she could do at the time, a once lively and communicative space became less sociable, student language production decreased, and she was negatively affected: 
That first semester in fall 2020 was very much like ‘Do not pass papers around!’... We didn't know how people would catch COVID. So, everything had to be online, and the silence in my classroom was so disheartening. I would go home and cry because the kids didn't speak to each other like they did. 

	High school French teacher Claire also judged her efficacy based on how communicative her students were. Given that she teaches the beginning levels of French, she feels effective when her students produce “real language” that is personally relevant to their individual lives. She explained:  
I feel effective when I see the light bulb go on or go off in students' heads. And they put 2 and 2 together, and it's 4, not 5. When they're able to, you know, communicate. They're able to describe themselves in French. They're able to describe others in French. They're able to describe their family… Able to talk about their favorite foods, their favorite past times. And I enjoy that because it helps them to personalize the experience. And it's not just, you know, just being repetitive. They're actually customizing [the language], so they can express themselves… about themselves. So, I feel very effective in that. 

	Recalling the immersive way in which she learned English and believing herself to be more proficient because of that environment, Liza also gauged her efficacy through her adult students’ use of language. She shared:
As a language teacher, now, I feel like the most effective way is also for me to make sure that my students are, even if it's just 75 minutes in the classroom, speaking English, for, like the bulk of the time. And I tell them, you can speak Korean if you really must, but you can keep it low, like you can whisper. I used to, you know, when I was less experienced… I used to have an English only policy. I was very strict about it, but now that… I feel more confident in my skills. And I feel more effective, it feels like I can allow that bit of Korean, because I find that it's helpful to [allow it]. So, I guess part of my efficacy is in my confidence in laying out the expectations and actually bringing [the students] along in this journey with me. 

	Both Erin and David also discussed how they designed lessons to engage the students in authentic, productive activities. David explained that, in the high school classroom, he could use the same thematic units he had used in Spanish 1 with his Spanish 2 students, adding advanced productive language expectations for the more advanced class. Taking students through that advancement in skill guaranteed their use of authentic language in personally relevant, real-world scenarios. When asked what his expectations were regarding productive progression, he explained:  
Can you tell someone your name, age, where you're from? Can you talk about likes and dislikes? Can you describe who's in your family? And let's see… talking about the weather. You can use numbers to a certain extent. Basic things, that if you're meeting someone new, they might ask. Or you might want to tell phone numbers, etc. Just general conversation starters. As it relates to Spanish 2. It's more of that, but a little more in depth per se, like, you can add to it with different uses of words and things, and then toward the second half of Spanish 2 it's more geared toward talking about things that you did, things that are in the past. But still along the same things of like family, clothing, things that you liked to do, but maybe you don't like now. And then, to a certain extent, maybe things that you're going to do in the future, or that you have just done. But it's all wrapped up in the same vocabulary themes if you will.   

	In the middle school classroom, Erin designed opportunities for students at varying levels of ability to work toward productive proficiency, even though students were sometimes scared to try. She explained that her students needed to experience success to feel capable. She shared how she felt effective in building their capacity: 
But there's sometimes this fear that students have, especially with writing or with speaking, when they have to produce it themselves. They have this anxiety… Some of them are like, ‘Oh, I'll answer your questions all day long!’ But [others] don't want to speak up. They're afraid. So, I have these little note cards, and it will be a formal test that I really will pick up for a grade… There's a prompt on the card like, “Tell me what you want to eat today for lunch in a full sentence.” And so if they go “I can't.” Then I'll see if anybody else at the table… can do that, and inevitably somebody can. But then that same kid who wasn't able to do that, I'd give him a lower topic, a lower-level task to do and say, like ‘name 3 foods that you don't like to eat but do it in a full sentence’… And once they can do that, and they’re like, “Oh! I like this and this… and this. I don't like… I don't like carrots, and I don't like salad.” Then I'm like ‘Great!’ And then, once they've been able to do what my expectations were, I put in their test scores, and I make sure everybody has it at 100%, an A on it, that way… I’m like “Congratulations! That was a testing. You all scored 100%…”

Comparison to Peers 
	Four of five teachers noted that one of the most influential factors in their perceptions of efficacy stemmed from the ways in which they compared themselves to their peers. Teachers made these comparisons in their approaches to pedagogy and/or in language proficiency. They indicated that these perceptions affected their views of what an ideal and effective teacher should be. Whether the teachers’ experiences during these comparisons were perceived as positive or negative, either opinion aligns with vicarious experience and physiological arousal as the sources of efficacy (Bandura, 1977) that influence teachers’ perceptions. 


Emotional Response
	 Three of four teachers expressed anxieties during these voluntary comparisons, seeing themselves as less effective than their peers. Reflecting on her early days as a new Spanish teacher, Sophia explained how she initially saw herself as lacking but, over time, realized that all teachers have challenges to overcome. She shared: 
	When you first start out, I don't know… I just felt like everyone knew what they were 	doing, except for me. And I, as I've gotten older, I've realized that is a lie that everybody 	tells themselves…we all think that other people have it together and that we don't. And 	so, I kind of remind myself of that. But the truth is, even now…there'll be times when I 	think, ‘Oh, my God! Why am I not using this cool, online listening activity?’...That 	everyone else seems to have their ‘ish’ together. And they have these beautiful units that 	include culture and the five C's and the three modes of communication, and every single 	lesson is amazing. And I'm hoping that this kid will keep their butt on a seat for long 	enough for me to answer another kid's question…

In discussing the ways in which she had grown since her early days as a novice teacher, Sophia also reflected on the sense of overwhelm a teacher could feel in comparing themselves to another. She explained:
I would say there's a couple of things that I notice can [still] influence how I feel about my efficacy. One, the teacher. I love looking at what other teachers have done online, at blogs and things like that to get ideas…But sometimes…I feel like I'm barely getting through the day. I'm trying to just make sure that we can get through the day and do something in the language. And I see what these other teachers have created. And again, what it looks like online…they are having success in the classroom. And I'm like, I’m not like that. I'm not like that. And obviously…anyone can make one day look great, right? But, day after day, you're not going to do that. Even they're not doing that. But on other days, when you have hard days, it's hard not to be like ‘I'm bombing!’...So, yeah, things that I see other teachers do can affect how I feel about how I'm doing in the classroom.

	Liza related how she felt less effective than she imagined her peers to be as she discussed her perceptions of her productive language skills. She recalled:   
If I compare my reading and writing skills with…others or with people I look up to, obviously, it's not super high…I still want to develop at their level…the academic way of presenting a study or something like that. Right? But I am able to come up with a composition…And I know the structure. Probably, I know the rules of writing and stuff like that. If you ask me to teach these things, I could do that without any major issues, probably also for reading. 

	Like Liza, Claire also compared her productive language skills to those of her peers, feeling they may judge her abilities. She explained that, at times, she felt the need to limit her speaking French in their presence, saying, “Sometimes I am intimidated by my peers because they are able to speak French…so I [don’t] speak French for fear of making a mistake and looking stupid in front of them.” 
	Whereas three out of four teachers experienced anxiety while comparing themselves to their professional peers, one perceived the comparison as a force of motivation. David saw an opportunity to positively affect his approaches to pedagogy when comparing his practice to that of his online peers. Reflecting on the ways in which he held his students accountable for their oral use of Spanish, he noted the motivation he felt at seeing others’ use of technology, explaining, 
	One of the things that I did not do when I started teaching because technology wasn't 	there, nor did I know about the concept until I worked for one summer with the Florida 	Virtual school…and I thought it was odd that they would teach a foreign language with 	‘distanced learning’. And they had all of these interesting ways to get students to speak 	because they weren't actually in a class. And so, they called them ‘voice assessments’, 	and they used some program for the students to record and upload these voice 	assessments. And so, when I started teaching, after doing my master's like physically in 	the classroom, the following year…I decided that I was going to incorporate this concept 	in the classroom…

Classroom Contexts
	The next set of factors speak to the underlying dynamics that affect world language teachers’ perceptions of and experiences with efficacy in the communicative classroom. These themes provide structural descriptions of the shared experiences of these participants within their classroom contexts, given the professional expectations set forth for teachers in modern, communicative environments. The themes introduce the extenuating factors that influence teachers’ views of efficacy, of which they perceived having little or no control. 
Professional Expectations
	Two top-down initiatives pertinent to this study are set forth by the American professional organization ACTFL and are meant to ensure that proficient language teachers lead students with intentional, communication-based practices. However, despite those expectations, American teachers had varying views on the relevance of these initiatives when it came to their own classroom experiences. The factors introduced in this sub-theme align with mastery experience and physiological arousal as the sources of efficacy (Bandura, 1977). Teachers either saw themselves as having successfully met the challenges of licensure, proficiency exams, and using the target language at expectations, or they did not. Regarding physiological arousal, teachers also indicated their frustration at a well-intended initiative that was not readily applicable to all levels or attainable. 
Licensure Exams. Although all five participants indicated having to pass an exam, not all exams assessed the same skills. The exams discussed by the participants in this study are: ACTFL’s OPI, the Praxis series by Educational Testing Service (ETS), the National Teacher’s Exam (NTE) from the U.S. Department of Education (no longer in use), and the Test of English as a Foreign Language (TOEFL) developed in its earliest iteration by the National Council on the Testing of English as a Foreign Language and now by ETS. Even though all participants were required at some stage to pass a formal examination covering content knowledge, language proficiency, or pedagogy, the reason for which each teacher sat the exam differed. 
Participants’ responses indicated that even though an exam was necessary, it had little to no bearing on a teacher’s ability to perform their teaching duties once in the classroom. Although teachers reported having passed exams to gain licensure, earn a degree or qualify for a scholarship, the result of the exam mattered little to their approaches to pedagogy. Teachers believed these exams added little value to their perceptions of efficacy in the communicative setting; however, passing an exam aligns with mastery experience (Bandura, 1977) as an influence of efficacy; it indicates a task successfully completed. 
Sophia, having achieved certification in two states, explained that there were different exam expectations when it was time for her to test to gain licensure. She shared: 
In Ohio, you needed the OPI…And then for Tennessee it’s the Praxis. And on the Praxis, you're not actually having a conversation. It's a simulated conversation in the way that the AP exam is for the students, right? And the OPI, it feels…very much at the discretion of the interviewers…I do agree, I think, that we should hold our teachers to high standards. But the way the Praxis taught, or, you know, evaluated my language speaking skills, it wasn't anything I was going to use in the classroom… the OPI was a better gauge of my actual oral proficiency, if you will, because I did have to maintain a phone conversation for 30 min on a variety of subjects. But were those subjects all things that I would use in the classroom? Not really… But if you don't have that proficiency to be able to maintain a conversation, can you be an effective language teacher? I don't know. 
  
	Erin had a different experience in that the first teaching position she accepted was in a private school; she did not initially need an exam to achieve state certification. During the hiring process, it was her language ability that was more highly valued than a teaching credential. She explained: 
In my first job, it was at a private school…They just made sure that I had a degree in the language…That's really all they like required of me, and they were desperately hurting for a person who legitimately could speak Spanish, and they could justify it to parents. ‘Yes, we know, she's not a certified educator, but her background is in Spanish… that's what her bachelor’s is in.’ And so, when I went on to public schools, that's where you do have to have your licensure. And so, part of that was, I had to take the Praxis. 

Having a spouse in the military, Erin’s teaching experience had been nomadic. To meet licensure requirements in each of the three states where she had taught Spanish, she had to pursue differing routes toward certification. While the Praxis was required for certification in the state of South Carolina, Texas had its own test, the name of which she was not able to recall at the time of our interview, adding: 
My husband got orders to Texas, and so I had to leave all South Carolina stuff behind, and I had to restart, and I had to take the Texas version. I don't think it was the Praxis. I can't remember what it was, but it was one of the test companies in Texas that certifies you. So, I had to, yet again, do the pedagogy and the content in the state of Texas, and then I had to do a year of teaching under the guidance of somebody who'd come in and observe me, and make sure I did modules to understand that I know the fundamentals of education. So, once I completed my first year with that individual, they recommended me for a full licensure in Texas. 

After her time in Texas, the family moved to Missouri. Once there, Erin says, “I was able to roll my certification because I was full certification in Texas so, when I applied for my Missouri certificate, it was just it rolled on in. I didn't have to take any additional courses, no tests.” While the Praxis was a part of Erin’s experience, as she reflected on its use as an accurate or appropriate measure of a teacher’s readiness she added: 
	Here's my honest opinion. I don't know that the Praxis is probably the best measure…to  	teach… Well, it's not the best measure for language acquisition, or proficiency. I think 	that when certifying teachers, they should probably use an ACTFL based test because 	those are…the standards nationwide; we use ACTFL standards.

	Like Erin, David also took the Praxis exam, as it was a requirement for certification in his state of Tennessee. He recalled his experience with Praxis testing as positive in that he achieved certification, having surpassed the minimum score. Given this performance accomplishment, his sense of efficacy was positively affected. He explained:  
There were three exams that I took in one day. The last one was the PLT for secondary, 	and then the first two exams were Spanish. One was, I think, a culture/history like a 	general knowledge test, and then the second was the speaking exam. And granted, 	in college we didn't have like any preparation before these tests, like they didn't say, ‘Oh, 	these are what 	these tests are, and you'll have to prepare to take them.’ There was none of 	that. We heard that, you know, that they were difficult, and a lot of people had difficulty 	passing them, but I took it all in one day, and got the scores to receive licensure in the 	state of Tennessee without issue. But I remember another friend that was in the same 	graduating class. She couldn't pass the test. I think she took it a few times and still 	couldn't get the minimum qualifying score.

Having also completed a master’s degree, David took the OPI as part of the degree requirements. As he reflected on the usefulness of the OPI as a measure of teacher readiness, he explained: 
	Not necessarily because it was more just like a casual conversation that you had with a 		person. And then, you know, they had specific questions that would lead to higher usage 	of the language, but it was in a casual nature. If I were teaching upper-level classes 	perhaps it would have an effect, but in the lower level it's all in the present tense in 	Spanish one. And in the past tense there isn’t really room to go up per se other than just, 	you know, starting with the present, talking about what you did do on a daily basis, or 	what you did yesterday, or what did you do when you were a kid? But apart from that, 	there's not, like, much that you could just casually talk to a student about just randomly.

	Liza’s experience with necessary testing was unique, as a Filipino English teacher working in Korea. She indicated having to take a proficiency exam to qualify for a scholarship but not one to intentionally assess her English proficiency as it would pertain to teaching in the second language classroom. She related: 
When I applied for my PhD program and for the scholarship, I had to show them that this is my level of English proficiency. So, I took the TOEFL test. That was like one of the language proficiency tests that I remember having taken. But it wasn't really to show my speaking skills… It was more like I needed to get the scholarship. And like in grad. school, we had to do some practical teaching in front of everyone. Maybe that's how they evaluated our speaking skills. And to apply for this current job that I have, we also had to teach in front of the interviewers like a mock class… So maybe they were also evaluating our teaching skills at that time. But it's not like one of the standardized tests that was mentioned in your questionnaire.

	Claire, having been a teacher for nearly 30 years, sat for and passed the National Teacher Exam. At that time, she indicated, the exam focused on interpretive language knowledge and skills, and approaches to pedagogy; there was not an expectation for any certain level of spoken language proficiency. Given that grammar-based teaching practices were still prevalent when Claire entered teaching, she did not indicate feeling unprepared for teaching in a communication-based, language productive environment.
TL Use, 90% or More. The second professional initiative that world language teachers in the U.S. are expected to embrace is the goal of engaging with the TL 90% or more of the time in classroom environments. While all five teachers said that it was an ideal to which teachers should aspire, each also shared thoughts about how allowing students to use their L1 provided a sense of comfort in classroom spaces. Another example of performance accomplishments (Bandura, 1977), teachers either saw themselves as capable of meeting this expectation or not. While teachers were not against the metric of 90% or more use of the target language, they did indicate that the measure seemed difficult to achieve. 
Sophia spoke of the need to use the local L1 to foster positive relationships with students and, therefore, an impossibility of achieving 100%. She explained:  
I come nowhere near that. I am not using 90% in the classroom. Absolutely not… I will say, when I first started teaching, I was like, I'm going to be 100%, you know. But the reality is that in order to create those relationships we need with the kids, especially in level 1, and even in level 2 or 3…. You have to be able to create relationships with them. And you can't always do that if they don't understand… I want them to be excited about coming to class and learning the language, but I also want them to feel comfortable in the class and feel like I'm on [their] side and helping them ‘get there’.

Sophia provided another reason use of the target language 90% or more of the time was not realistic for her. She described the discomfort she noted in her students as they listened to her speak only in Spanish. She shared:  
And with listening, there's so much anxiety the minute they hear me…and I don't speak particularly slow in Spanish. I've been told that I'm not…slow. The kids freak out the minute they hear the language. And I remember as a student myself having that, and once you freak out, it's like I'm not sure anything is soaking in.

	Erin also explained the difficulty in achieving the expectation of 90%, particularly with the lower levels of second language learning. She also highlighted the need to make sure that her students with Individualized Education Plans (IEPs) fully understood what was happening in the lesson. She explained that the use of the students’ L1 was necessary for equal access and clarity. She related:  
It's tough, like [in] level one… I know the expectation is 90% or higher… But I'm going to be realistic… that ain't happening in level one. It's just not… And any teacher who says they do that… they [either]… have kids who are like, ‘I'm clueless!’… You have to get them acclimated to what you do… We also, are in public education… We have kids with IEPs and part of their IEP is, you have to make sure they understand the instructions that were given, and if you keep doing that in the target language, where they don't understand that… They might agree and say yes, but they really don't get it. So, you know, for their benefit… you need to kind of revert back to the L1. 

	David explained that although he had tried an entirely immersive use of Spanish in his classes in the past, he could not ensure that type of environment had a positive effect on his students’ eventual oral production. He explained: 
I've tried just me teaching all in Spanish, and they understand what I'm saying, but it's still the whole thing of them responding… Not everybody is comfortable speaking in a [second] language… Because the anxiety goes up, and they're thinking about 17,000 things, and there's no way that…they could produce language unless they're forced. Therefore, I think, really the only… feasible way is to be in an environment where everything is the target language for a period of time.

When asked to speak more about the challenges of the 90% goal, David further clarified:  

Do I think that 90% talking to students in the target language is effective? …For some students, yes, but maybe not for every student because there's always going to be a hiccup when they don't understand. And… modeling isn't going to help something that you can't model, and so would you then stop to explain the whole thing in English? But then, how many times is that going to happen in your classroom where you realize that, oh, they're not understanding. And so, you're like, maybe I should just revert back [to English] to do this. 

	Claire discussed the 90% goal from a student’s perspective and insisted that while the goal was admirable, it was one more likely attainable after level one.
For me, it would be intimidating if I were a beginner and I walked in, and all they did was speak the language… I think it is an admirable goal to work toward… possibly at the end of level one… I mean for me…more into level 2… I know they want [teachers] to do 90% in the target language. But I would think certain things would need to be… just to make sure that there's no misunderstanding, like certain things like… grammar concepts would need to be taught in English… Just to make sure that they understand the concept itself and aren’t bogged down by trying to understand what I'm saying.

	When reflecting on the expectations of her higher ed. English classroom in Korea, Liza outlined the expectations of that environment based on her professional standards. Tying those expectations to her memories as an English language learner, she shared: 
Traditionally, we still have to… speak 100% English, right? I mean being very, very strict, and traditional about it, but based on more communicative approaches that have become popular in recent years. It feels like so many others have been finding it more acceptable to maybe use 5, 10 % of the local language in the classroom. For example, in elementary or middle and high schools, here, some foreign teachers actually co-teach with the Korean [teacher]. So, the Korean teacher has the administrative [duties] roles and… maybe sometimes translating things for the students, and they are the ones expected to speak Korean. But the foreign teacher has to speak 100% English… At school, we spoke only English, so it felt like that was the most effective way for me to grow my vocabulary or my speaking skills.  

Contextual Limitations 
	The sub-theme of “contextual limitations” arose as participants discussed factors that played a role in the way they interpreted their efficacy. Although none of the five teachers reported these experiences as definitively negative, they did discuss these factors as producing obstacles to or limitations on a greater sense of efficacy. Teachers explained feeling affected by students who seemed disinterested in appropriate communicative engagement. Others felt impacted by the levels of language they taught or the infrequency with which they met with students. Some cited resources as a factor, or their lack of professional collaboration. Regardless of the type of limitations they experienced, each of the five teachers noted things outside their control that affected their views of efficacy. Given that these factors lent themselves to raising teachers’ levels of frustration, or toward a sense of feeling incapable of effecting positive change, this theme aligns with physiological arousal and mastery experiences as the influences of efficacy (Bandura, 1977).
	Claire. A major limitation that Claire shared was the overall perception of a typical high school learner, having grown up in a time that is heavily reliant on hand-held technology. Commenting on the challenge she faces in getting the students to engage in face-to-face communication, even in their first language, is a concern. She recalled: 
	[We have] detached ourselves from face-to-face communication… having a face-to-face 		conversation…with a person is a skill that some of the students haven't developed. And 	I feel it's up to me to help them do that because it is a life skill, not just a world language 	skill. Because, you know, just society in general has gotten away from, you know, having 	a conversation. We text… I go out to restaurants and entire families are sitting there, and 	they're on their phones, and they're not talking to each other. They're texting each other  	in the booth right next to each other. And I'm like, why don't you just put the phone down 	and talk to somebody?
	
	Citing another issue with communication, particularly in the level one classroom, Claire discussed how the lack of student language use, which she calls “feedback” can affect her views of efficacy. When the classroom is quiet, she feels ineffective. She explained: 
	I guess what affects my confidence level is when I don't get any feedback from the 	students… Like last fall, when I had my French 1 students… Now, granted, I did have 		a lot of freshmen. And it was their first semester in high school. So, I understand that 		there's… some anxiety with the whole transition to high school… It’s scary. But 		you know, I tried to develop a non-threatening atmosphere… all the windows and doors 	are covered, and no… nobody knows what we do in the room except us. And you know, 	I'm not going to publicize it anywhere. So, you know, whatever you say and do, in here 	stays here… So, but still, even given that, and the… the assurances I gave them. I would 	ask them a question, even in English, and I would get crickets.
	
	A third factor Claire mentioned that limited her perceptions of linguistic proficiency and was also tied to communication skills is her lack of intentional interaction with her French language colleagues. She explained, “Well, something I would like to do that I don't currently do is interact more either with my colleagues or perhaps people on ZOOM, or you know, somewhere where I can actually listen and interact with people conversationally.”
 	David. While discussing the limitations he experienced regarding greater efficacy, David explained that it is the schedule on which his courses are offered that presents a challenge. Teaching in a typical block schedule with 90-minute classes offered in one semester, he shared:  
	I still think getting students to speak in the classroom… It is a challenge, and therefore I 	feel like you know what I do in the classroom… Is it necessarily effective... because it's 	only within a 90-min period, and then when they leave there's no other interaction. Or, 	they forget about it, and then they have to come back and do it again.

Another limitation David noted is the lack of intentional collaboration with his teacher colleagues and missed opportunities to observe in other spaces. He explained: 
	One thing I do lament, though, is being able to really talk to other language teachers and 		really just discuss things that people are doing in their classrooms, or like, even in my 	school like, we really don't necessarily have time to just talk about…Oh, what activities 	are you doing… or what resources are you using? I even joke with my students… ‘I 	would love to sit in your other classes and see what they're doing!’ Because I'm like, 	okay, I can steal that idea and use that in my classroom. Granted, it's not necessarily 	[world 	language] but, you know English or math or whatever. But I'm like I can always 	apply something…to be used in the foreign language classroom. 

An additional challenge David explained is his students’ lack of English grammar knowledge when they arrive in his Spanish courses. Knowing that he will have to spend time addressing that gap in knowledge presents a challenge to his already tight schedule:  
	In Spanish 1, I just have to teach not only Spanish but English grammar… When it comes 	to that, I’ll explain all of these concepts, and words that they’ve heard, but they really 	haven't practiced, maybe, since middle school. And so, if we're talking about subject 	pronouns, object pronouns, etc.… they get ‘lost in the sauce.’  

Even though David’s class is communication-based, he also provides a firm grammatical foundation on which to build students’ skills. He stressed that having to teach two subjects’ worth of grammar in a short and finite amount of time can be daunting and can make him feel ineffective at fully addressing both equally well.
 	Erin. When discussing factors that have proved to limit how she rated her efficacy, Erin explained that the levels of Spanish she teaches from one year to the next affect her perceptions of linguistic proficiency. The level of language she uses with students impacts her own skill level. Teaching only the lowest level of a language for several years can affect her confidence. She explained, “For the last 5 years I've been teaching level one, so that's where I feel like I am right now. If I should go into level two, three, four, or college credit Spanish, I would probably have rated myself differently.” For Erin, teaching at a higher level of language supports a higher sense of efficacy. In addition to the level of language she currently teaches being a limitation, she also shared that her feelings of professional isolation and lack of collaboration affect her perceptions of efficacy:   
	I'm the only Spanish teacher in my school. I only have one other French and one other 	German teacher there. And then, at the other middle school in our district... they have, 	like three Spanish teachers, and they still don't have common plan time to evaluate like 	how their students are performing on an… an assessment… to know like, is my 	methodology hindering my students? Or is it furthering them? 

	A third factor Erin shared that can limit her views of efficacy is the lack of a production-based assessment instrument. She believed that if students were assessed with an instrument like the ACTFL Assessment of Performance toward Proficiency in Languages (AAPPL) test, students would have a way to gauge their content knowledge, productive language abilities. Without having a measure by which teachers can rate student growth, Erin wonders if what she is doing enough. 
	I would just want [students] to have an accurate measure, and by doing that for every 	year that they're enrolled, I would like to see that they see that they're growing in their 	skills. And, if you have that teacher who's biased, who says, “Well, I really think you 	guys are at the novice high…” on like the first day of school, you want your kids to get 		there, but they're clearly not going to be… There's a difference between proficiency and 	performance. They may have a pretty good performance in that familiar topic, but give 		them a topic of similar difficulty, and they can't do it because they don't know it yet. They 	don't have that vocabulary. So, I would really like a proficiency test to be administered to 	the kids… and for the teachers to know that information as well, because we want to 	know if we're pushing our students far enough, or… how I compare to my colleagues and 	how they're teaching. 

	Liza. While reflecting on her time as an EFL teacher in Korea, Liza discussed the preference in that country to hire native speakers of English. She perceives that preference as a major limitation placed upon her views of efficacy because she is not a native speaker of English:  
	The students are looking at you and thinking you have the qualities that they wish to learn 	too...So, maybe that's one of the reasons that Korea has focused so much on recruiting 	native speakers, because they do represent a kind of ideal, right? But I feel like even non-	native speakers can be a language leader, too, in the sense that they also have those 	qualities. Maybe in the way we show respect. No matter what kind of speaker you are, we 	can still respect you. 

Further clarifying her point, Liza underscored how the word “foreign” can limit her views of efficacy regarding the recognition of authentic language and its usage: 
	The term ‘foreign’ is already setting that barrier, like you're ‘foreign,’ and I'm ‘local’ or 	something like that, right? But …because, like Filipino teachers here, they don't qualify 	as native speakers, but some of them are hired as native. But for people who don't want to 	call them as native English teachers, use the word ‘foreign teachers. And so… Filipinos 	are like in between. And so, I just… I just wish that we didn't have like the distinctions 	anymore between native and non-native, because everything nowadays is so hard to 	define… But some students are just wanting to be world language speakers, I guess, like 	you said, like they, they want to effectively communicate to a certain extent, even if it's 	not perfect. It's just understanding each other and looking past the differences. I love that 	so much.

 	Sophia. Although Sophia rated herself at a high level of proficiency while teaching the skills of writing and speaking, she felt less effective in teaching and supporting listening skills. She indicated that due to the amount and quality of resources available to her, she felt less capable. When discussing her perceived lack of efficacy in scaffolding listening activities for her students, because of resources, she explained:
	In Spanish, there's also a lot of different accents and so, trying to find a variety of 	listening samples that I can share with the kids that fit thematically with what we're trying 	to get the kids to be able to express, but also on their level [is difficult]… And I, I do 		think that you can find authentic resources and scaffold them so that even students at a 	novice level can get something out of it. But it may just be very, very basic. And so, my 	struggle with the listening part of it is to be able to find a way to scaffold the questions so 	that they are able to get something out of that authentic resource and feel successful. I 	think that's the part that I struggle with because I can give them structure, pre listening 	activities and post listening activities where they can get some information… I can get 	the majority of the class to navigate the meaning and get some sort of meaning from the 	listening. But do they feel successful? Do they feel confident that the next time they have 	a meeting they'll be able to transfer those skills? And I just feel like in that sense, no. No.
	
	The five teachers who volunteered to participate in this study chose to do so out of an earnest desire to share their experiences, opinions, perceptions, reflections, and voices toward a more profound understanding of their unique but shared lived experiences of efficacy in the modern, communicative world language classroom. Throughout these interviews, teachers representing two continents, various races, and differing backgrounds shared their unique stories to provide clarity on this unique phenomenon. In honor of their time and commitment, I am lending voice to the final thoughts they shared regarding things they considered important enough to mention that did not lead to saturation in the data. Those major concepts are summed up by saying that world language teachers feel a lack of control over many things. They struggle to positively affect the perceptions others have of world language programming and its value. They feel that others do not understand how second, and additional languages should be taught. These teachers believe professional initiatives impact language teaching and the future of the world language profession altogether. 
Essence of World Language Teacher Efficacy
	Moustakas (1994) explains that in phenomenological analysis, describing participants’ experiences, thoughts, feelings, and opinions about the phenomenon provides its textural description or the “what” of that phenomenon (p. 5). He further asserts that describing the underlying dynamics of the phenomenon, the contexts within which the “what” takes place provides the structure of the phenomenon or the “how” (p. 14). After determining both the textural and structural descriptions of the phenomenon, the final step in phenomenological analysis arrives with the combining of the two into a composite, establishing the essence of that shared, lived experience (Moustakas, 1994). Arriving at the essence of a phenomenon proclaims and elucidates its “essential, invariant structure” (Creswell, 2007, p. 62) as separate and apart from the ordinary.
	The essence of the phenomenon of world language teacher efficacy emerged from participants’ reflections about their perceptions and experiences teaching a second language in modern, communicative classrooms. The essence of this phenomenon demonstrated that these language teachers were born out of a personal experience with a second language through which they saw themselves, or they were seen, as successful learners of that language. Committed to further study after early positive experiences, they successfully completed degrees to prepare them for teaching. Once in the classroom, participants established safe and open spaces for their students through building rapport and maintaining positive and encouraging relationships. They chose approaches to pedagogy centered on students’ use of real-world language skills toward productive, communicative proficiency. Professional expectations for teacher proficiency and use of the target language had little bearing on their views of efficacy; however, teachers’ perceptions could be adversely affected by unique and contextual limitations, and by the comparisons they made between themselves and their world language teacher peers. 
Chapter Summary
	In this chapter, I presented the major findings from the study of five world language teachers’ perceptions of and experiences with efficacy in the modern, communicative world language classroom. Participants shared their life world through in-depth interviews, revealing both textural and structural descriptions of their experiences. Out of these descriptions emerged four overarching theme clusters and nine sub-themes. The four over-arching themes identified were “teacher as language leader,” “student-centered, communicative spaces,” “comparison to peers,” and “classroom contexts.” These four themes and their sub-themes led to the composite essence of this unique but shared phenomenon.
	The essence of this phenomenon revealed that participants were inspired to teach a world language after a positive experience with the language in which they saw themselves as successful and thus effective. Their views of efficacy were positively reinforced through the pursuit of advanced degrees and professional certifications and were affirmed by having established communicative, student-centered, and mutually respectful spaces within which authentic use of language skills was expected. Although participants could be adversely affected by comparisons to their professional peers or by limitations in their own spaces, participants were minimally affected by professional initiatives.
	In the next chapter, I present a discussion of the relationship between the findings and the research question, and a comparison between the findings and the literature review. Chapter 5 concludes with a discussion of professional implications and recommendations for future research.


Chapter 5
Conclusions and Recommendations 
[bookmark: _heading=h.1t3h5sf]The purpose of this study was to gain insight into the phenomenon of world language teacher efficacy as it pertains to the professional expectations of creating student-centered, communication-based classrooms. This study was guided by the research question: “How do world language teachers perceive their efficacy in the modern, communicative classroom?” Using a qualitative, phenomenological methodology, five in-service world language teachers responded to a demographic survey and participated in one-to-one interviews about their perceptions of and experiences with efficacy. Data from the survey and interviews were analyzed for their significant statements. The statements identified from teachers’ reflections provided both textural and structural descriptions that combined to form the composite of the essence of world language teacher efficacy. This chapter provides a summary of the findings presented in Chapter 4 along with a discussion of those findings as they pertain to the research question and the framework of self-efficacy. I also share implications for current practice and future research. The study findings resulted in four overarching themes and nine sub-themes which I shared in Chapter 4. Table 4 summarizes these findings. 
Discussion of the Findings and Self-Efficacy 
	The study findings indicate there are several factors that influence the ways in which world language teachers perceive their efficacy. While certain influences had a positive effect on teachers’ perceptions, others limited teachers’ beliefs about their efficacy. Each of the factors teachers discussed align with Bandura’s (1977) four sources of self-efficacy. The following discussion addresses all factors of participants’ perceptions as they relate to Bandura’s research (1977) and to other literature.
[bookmark: _Toc157781815]Table 4
Summary of Findings: Factors Influencing World Language Teacher Efficacy
	Theme
	Sub-theme
	Summary of Findings

	
Teacher as 
Language Leader
	
Travel






Education





Approaches to Pedagogy
	
Teachers believe travel inspired them toward future language study and felt more proficient because of the immersive experience in the culture of their second language. They pursue travel to keep their skills current. 

Positive educational experiences while they were novice or advanced L2 learners provided teachers with affirmation of their content knowledge and facility with the second language. 
  
Participants were influenced by their L2 teachers’ approaches to second language pedagogy. They intentionally shifted their own approaches toward more communicative methods.


	Student-Centered, Communicative Spaces
	Safe and Open Environments




Connections with Students






Students’ Use of Authentic Language 
	Teachers create welcoming and encouraging classroom spaces within which students are supported and encouraged to learn from mistakes.

Teachers are intentional about building rapport with students, fostering honest and trusting relationships. They share their own challenges as novice L2 learners and relate to students on a personal level.
  
Teachers expect students to orally produce the TL in real-world scenarios and situations. They support learning through the use of authentic materials.




	Table 4 continued

	Theme
	Sub-theme
	Summary of Findings


	
Comparison to Peers
	
Anxiety or Motivation 
	
Participants are influenced about their own efficacy when they compare their content knowledge, language proficiency, or approaches to pedagogy to those of their professional peers. 


	Classroom Contexts
	Professional Expectations






Contextual Limitations
	Teachers believe that professional expectations regarding teacher credentialing methods and use of the TL in the classroom had little bearing on their approaches to pedagogy or efficacy.   

There are limitations to world language teacher efficacy that are outside of teachers’ control. 






Bandura (1977) explained self-efficacy as part of his SCT, which provides a framework to understand how humans learn from and in social environments. Beliefs about self-efficacy are impacted by four sources of influence which determine how an individual sees themselves as capable of successfully completing a task. The four sources of self-efficacy are: mastery experiences, vicarious experiences, verbal persuasion, and physiological arousal. Study participants indicated having had experiences of efficacy which aligned with each of Bandura’s sources. 
Mastery Experiences 
Mastery experiences, also known as performance accomplishments, occur when an individual successfully completes a task. Bandura (1977) explains this source of efficacy is “especially influential because it is based on personal mastery” (p. 195). He clarifies that the more mastery experiences an individual has, the more likely they are to feel capable of successfully completing other similar tasks. Additionally, he explains that when a failure does occur, the subsequent setback is likely to be minimal and short-lived if the number of mastery experiences is high by comparison. Participants in this study discussed mastery experiences that reinforced their positive views of efficacy. Across their shared experiences, teachers indicated having had mastery experiences that involved travel, education, licensure exams, and their students’ productive language skills. 
Travel. Teachers reported having experienced growth from traveling to cultures within which they could immerse themselves in their chosen second language. While a part of those cultures, teachers engaged with the people of those communities through authentic, intentional, and productive communication. Participants who discussed the benefits of travel mentioned an improvement in their content knowledge and skills. Erin mentioned feeling an affirmed sense of credibility after having traveled: 
I don't know if you would call it like ‘street cred’...because I'm a White girl in a White 	family…and I didn't study abroad from college. But I did have the experience of traveling 	so much overseas that I feel like I do have...credibility. 	Comment by McCoy, Dorian L: Per APA – Capitalize white when referring to race. 

David also discussed having a deeper sense of cultural awareness due to his many trips and time living abroad. 
I was able to live in Spain for a year, and then another summer in Argentina. That put me 	into the situation that I just described, as far as like progressing in the language…I'm able 	to converse at a high level, understand at a high level.

Sophia also indicated that, due to travel, she believed world language teachers to be “some of the highest educated people.” She explained that since most WL teachers must meet an expectation for study or travel abroad to complete their certification, they had the benefit of experiences that their peers did not. She shared, the “study abroad experience really just broadens your mind, and it builds that curiosity.” 
In addition to early travel experiences that sparked an interest in future study, travel was a way to enhance professional growth. David explained that he traveled to Spain regularly to improve his skills. When his students questioned why he traveled so far away he responded: 
I tell them the reason for which I go is to actually practice, and they look at me like I'm 	crazy. ‘Why would you go to Spain to practice Spanish?’...Because I don't get enough 	practice, living in the United States. 

Research affirms travel as an experience that enriches teachers’ content knowledge and/or language proficiency. Patterson (2015) explains that travel can improve teachers’ “cross cultural awareness and skills associated with teaching multicultural education” (p. 348). Those factors are critical in growing the content knowledge of WL teachers. Allen (2010) indicates that intentional study abroad also helps WL teachers keep their communicative skills current. Vold (2017) affirms the value of travel on both counts, sharing that “stays abroad” positively influence both “oral skills” and “cultural knowledge” (p. 17). Vogt (2016) shares that when teacher candidates participate in intentional travel abroad prior to certification, they experience growth in both cultural understanding and language proficiency. 
While there is research that extols the benefits of travel, there is little research exploring the intentional travel WL teachers choose to do outside the parameters of language learning programs. Whereas the participants in this study cited travel as a positive influence on their efficacy, their trips happened outside the parameters of a language learning program. Teachers opted to travel purely to immerse themselves in the culture and language of their field; this is a type of educational tourism (Ritchie et al., 2003) referred to as language tourism (Xamaní, 2015). Xamaní explains: 
This type of travel experience enables learners to develop their communicative 	competence in every domain…in particular, learners’ oral skills and abilities for 	meaningful social interaction in a second language (L2), which cannot be promoted in the 	same way by means of formal instruction at home. (p. 140)

	Education. Participants’ perceptions of efficacy were positively impacted by their experiences as students in formal language learning classrooms. Whether teachers had these impactful experiences in their youth or in adulthood, they considered them to be situationally influential. Participants explained that having felt success in the earlier stages of second language learning reinforced their interest in further study of the language. Others shared that it was their undergraduate or graduate degree in the second language that reinforced their sense of efficacy as performance accomplishments. 
	Claire shared that her early positive experiences as a high school student with her French teacher made her feel capable. Because of the successes she experienced, she felt encouraged to continue studying French in college. She shared, “[The teacher] had this focus on grammar that was comfortable. It made sense to me…how the language fit together. The grammar…adverbs and adjectives, verbs…I understood the way she taught. I thought it was easy.” Erin discussed that, although her early travel experiences had helped her build her language proficiency, she also felt a positive sense of efficacy due to her time in the L2 classroom. She indicated that having had teachers who recognized her potential provided her with “advanced opportunities to be able to use [her] language skills and develop further [her] writing, reading, listening, and speaking.” The growth she experienced through the completion of these intentional activities supported her feelings of accomplishment. Al Zadjali et al. (2016) agree that early experiences in language learning classrooms can provide positive influences of efficacy, sharing that “a teacher’s beliefs originating in their own experiences as learners can be highly influential” (p. 366). 
Professional expectations in world language education require the creation of highly qualified teachers to support successful classroom environments toward the acquisition of a second language (Hildebrandt & Eom, 2011; Kearney et al., 2018). To be highly qualified, teachers must complete a degree for which the major area of study is the second language (ACTFL, 2014; Rivers & Brecht, 2018; Rosenbusch, 2005). Participants’ demographic survey responses indicated that pursuing majors in their second language provided them with additional mastery experiences which supported their efficacy. Claire chose to pursue a double major in French and English, in part because of the success she had in high school in both languages. Erin, David, and Sophia were all positively affected by travel and decided to pursue undergraduate degrees in Spanish due to their already high levels of second language proficiency. After completing a bachelor’s degree in the language, David and Sophia opted to pursue a master’s degree in Spanish as well. Given that they had already achieved advanced skills, they felt motivated from previous performance accomplishments to pursue additional study. All participants indicated the successful completion of their initial or subsequent degree was a performance accomplishment that had positively influenced their views of second language teacher efficacy. Hildebrandt and Eom (2011) discuss this pursuit of avenues which add credibility to the teacher or the teaching profession as “voluntary professionalization” (p. 39). Factors that influence professionalization include “improved teaching, financial gain, internal validation, external validation, and collaboration” (p. 39). Teachers’ educational experiences provided performance accomplishments by way of internal and external validation. Participants received internal validation when they successfully completed tasks that their teachers set for them. When teachers completed their degrees, they experienced a mastery experience through external validation. 
Licensure Exams. Although professional expectations require teachers to achieve a certain level of TL proficiency on requisite exams to gain licensure (American Academy of Arts & Sciences, 2010; Blackford et al., 2012; Kissau, 2014; Kissau & Algozzine, 2017; Viola, 2010), those levels and the exams used to measure achievement vary. Participants indicated having achieved the minimum score necessary on various types of exams (content, pedagogy, or proficiency) to earn professional certification. Achieving or surpassing the minimum score is an example of another mastery experience. 	Comment by McCoy, Dorian L: Is this the correct word to insert? 
When discussing their successful results, teachers indicated the exams had little if any influence on how they perceived the effectiveness of their classroom practices. Moreover, participants indicated that the instruments themselves did not necessarily align with either the expectations of the classroom or of the profession. Sophia indicated that neither the required Praxis exam nor the OPI were true indicators of her preparation for classroom efficacy, even though she did achieve passing scores when others did not. 
I know a lot of teachers have to take the Praxis multiple times, and they find the 	listening…very challenging. I did not…But the way the Praxis…evaluated my language 	speaking skills, it wasn't anything I was going to use in the classroom…the OPI was a 	better gauge of my actual oral proficiency…But were those subjects all things that I 	would use in the classroom? Not really. 

Like Sophia, David also indicated that neither exam affected his approaches to pedagogy; they simply provided a passing score. Regarding the Praxis, he shared: “I took it all in one day and got the scores to receive licensure in the state of Tennessee without issue.” When asked if he thought the OPI was a better measure of efficacy, he indicated, “Not necessarily because it was more just like a casual conversation that you had with a person.” Even though passing exam scores were recognized by participants as mastery experiences, teachers believed the exams factored minimally into their pedagogical efficacy. 
	Researchers in the field support participants’ perceptions of licensure exams. Kissau and Algozzine (2017) reported a negative correlation between teachers achieving a rating of Advanced-Low on the ACTFL OPI and effective teaching. Other researchers explain that many factors can affect both test scores and perceptions of efficacy. Huhn et al. (2021) explain that test anxiety can result in both a low exam score and low perceptions of efficacy. Still other research sheds light on concerns that requisite testing for WL teachers is misguided altogether. Burke (2013) shares:
  	I believe ACTFL is trying to approach reform from the top down. It appears ACTFL 	wants teachers to function at an Advanced level to ensure that, when they teach their 	students, they will use a communicative approach to language teaching. The underlying 	assumption for ACTFL is that proficient teachers produce proficient students. 	Unfortunately, the root causes for failure to produce proficient students lie beyond 	teachers’ language proficiency level. (p. 533)
Students’ Language Skills. Another factor that affirmed teachers’ positive views of efficacy was students’ oral use of the TL in the classroom. Current professional expectations require that teachers, as proficient speakers of their L2, lead classrooms within which students are exposed to and use the TL at least 90% of the time (ACTFL, 2014; Delfosse, 2020; Glisan et al., 2013). Participants indicated that experiencing their classrooms when students were intentionally using the L2 in real-world scenarios reinforced their feelings of efficacy. Teachers achieved mastery experiences when students produced language. Teachers felt this sense of accomplishment and felt effective even though they were not able to meet the expectation of 90% or more. 
L2 anxiety is a well-established research topic for scholars interested in better understanding effective approaches to pedagogy and use of the TL (Cubukcu, 2008; Papi & Khajavy, 2023; Yavuz, 2012; Zhang & Zhong, 2012). Littlewood and Yu (2011) explain, “students resort to their L1 as soon as they can and rarely initiate TL exchanges themselves” (p. 65). Given the copious amount of research that addresses student anxiety and a preference students have for using their L1 in SLA classrooms (Bateman, 2008; Bell & Borden, 2022; Debreli, 2016; Ghorbani, 2011; Littlewood & Yu, 2011; Tsagari & Giannikas, 2020), having students willingly produce the L2 is seen, for these participants, as a success. Teachers who have set goals to create student-centered and communicative spaces experience success while observing their students using language intentionally and successfully. 
	Reflecting on her classroom experiences during COVID, Sophia mentioned how her once talkative and lively class went quiet. The lack of productive, student-generated discussion in Spanish was a new experience that negatively affected her perceptions of efficacy. She explained, “The silence in my classroom was so disheartening. I would go home and cry because the kids didn't speak to each other like they did.” Discussing her once quiet classroom, Liza reflected about the former “English only” policy she had instituted. Realizing that her students had been too intimidated to speak in English at all, she refocused her efforts on the goal of production. Once she allowed students to use their L1 as a method of support, her students believed they were more capable. When her students began producing English, she felt more effective. 
	I used to have an English only policy. I was very strict about it, but now that… I feel 	more confident in my skills…I feel more effective, it feels like I can allow that bit of 	Korean, because I find that it's helpful [to the students].

Claire also noted that when her students were producing the L2, she experienced an increased sense of efficacy. She explained that when her students talked about themselves, expressing their likes and dislikes, she felt effective. She shared, “I enjoy that because it helps them to personalize the experience. And it's not just, you know, just being repetitive. They're actually customizing [the language], so they can express themselves… about themselves. So, I feel very effective in that. 
	The experiences above align with mastery experiences because teachers felt a sense of accomplishment after having successfully completed the associated tasks. Bandura (1977) indicates that mastery experiences are the most impactful of the four sources of influence on perceptions of self-efficacy. Teachers reported having come away from these inspirational experiences feeling accomplished and therefore positive about their next steps in the teaching profession. Traveling to second language cultures and successfully conversing with locals in the TL was a mastery experience. Completing bachelor and/or master’s degrees and passing licensure exams were also performance accomplishments. So, too, was the creation of student-centered spaces in which production of the L2 was the goal. 
Vicarious Experiences
Bandura (1977) refers to vicarious experiences as live or symbolic modeling (p. 195). He explains that, in watching someone else complete a task, the observer receives a model for the successful completion of that activity. The participants in this study reported having had vicarious experiences both as learners and as teachers. For these participants, their teachers’ symbolic modeling of being an effective teacher influenced their perceptions of efficacy. First, participants experienced success because they were acquiring and learning the L2. Second, watching their teachers model pedagogical practices from which they were experiencing L2 success, participants were later influenced to affect their own approaches to pedagogy. Phan and Locke (2015) affirm that teachers are affected by “vicarious experiences in the form of modeling by a teacher educator and master teachers” (p. 75). Even though their vicarious experiences did not affect their pedagogical choices until they oversaw their own classrooms, the positive effect the vicarious experiences had were evident.	Comment by McCoy, Dorian L: This is a personal style. But nothing is clear in academia, even when it is clear. Some could argue it is not clear no matter how much you explain (and wipie with Windex). 
	Approaches to Pedagogy. Concerning approaches to pedagogy, Oleson and Hora (2014) explain “pedagogical knowledge and belief systems are shaped before teachers enter the classroom as instructors” (p. 31). They assert that it is common for novice teachers to rely on the approaches to pedagogy that their teachers used. They further explain that views about approaches to pedagogy “begin to accrue during an individual’s time as a student, which acts as a preliminary training phase or an ‘apprenticeship of observation’” (p. 31). Even though observers are not intentionally evaluating their instructors, they are relying on an “implicit recall of episodic memories” (p. 31) to inform their later approaches to pedagogy. While these vicarious classroom experiences played a part in participants’ eventual views of efficacy, teachers did not necessarily choose to adopt the methods of instruction they observed their teachers using. Participants preferred to adopt more communicative and supportive approaches to second language instruction than the prominent ones of the past. This ability to shift away from previous known and comfortable approaches affirmed participants’ recognition of professional expectations. 	Comment by McCoy, Dorian L: 
	While reflecting on the vicarious experiences she had as a student, Claire discussed the shift she made in her approaches to pedagogy. 
	When I started taking French in high school. It was pretty much, you know…the teacher 	taught. We took notes. We did stuff. We would do conversations and listening, but you 	know, not so much production per se. It was more of, you know. Here's the information. 		Manipulate it, regurgitate it… But I am trying to emphasize more of the listening and the 	productive skills such as speaking, to get them to actually use the language instead of just 	you know… ‘Okay, let's fill in the blank and dot the I’s, cross the T’s.

Liza also chose to shift her practice from the methods used in her teachers’ classrooms. Sensing her students’ need for a more supportive environment, she chose to move away from the 100% TL use required of her by her teachers. She indicated, “Our teachers just spoke English with us. And then there was a ‘speak English only’ rule at school, so it wasn't like I was learning English, but it was what we used at that school.” Liza chose to allow a limited use of Korean for her students as it positively affected their production. For David, the vicarious experiences he had as a language learner were effective in helping him learn French. Given that he perceived himself to be more effective because of his experiences as a learner, he opted to continue to use strategies his French teacher used with his class. 
	I taught French for a period of time…and I would mimic the same things that I learned in 	the classroom to get my students to learn, because… if I learned, and I can still remember 	what we did…surely this is effective for them as well. Also, other activities and things 	that…I did in high school, I used.

As learners in their teachers’ classrooms, the participants in this study learned vicariously. As Bandura (1977) explains, “Seeing others perform...without adverse consequences can generate expectations in observers that they too will improve if they intensify and persist in their efforts” (p. 197). Given participants had been L2 students in spaces where they watched and were led by their own teachers who were successfully modeling second language instruction, teachers were also influenced vicariously to affect their later practice. Bandura (1977) affirms this source of efficacy, sharing “Modeled behavior with clear outcomes conveys more efficacy information than if the effects of the modeled actions remain ambiguous. In investigations of vicarious processes, observing one perform activities that meet with success does, indeed, produce greater behavioral improvements” (p. 197). 
As students in second language classrooms, participants were impacted by observing their teachers as they modeled L2 teaching. Once in their own classrooms, participants were also affected vicariously through the comparisons they made between their perceptions of efficacy and the perceptions they had of the efficacy of their colleagues or other professional peers. Sailors (2019) explains how vicarious experiences can affect perceptions, “Our imagination can be directed by someone else’s lived experiences (e.g., those events we experience vicariously). One’s perceptions of the physical world are impacted by one’s vicarious experiences (imagined). Thus, those vicarious experiences become part of our lived worlds” (p. 437). 
	Comparison to Peers. Teachers also reflected on their perceptions of efficacy as they compared their experiences to those of their professional peers. For most participants, these vicarious experiences aroused a perceptively negative influence of self-efficacy. When observing other professional world language teacher peers who they perceived to be doing a better job, participants saw themselves as less effective. Participants compared themselves to their colleagues regarding their language proficiency and the frequency of TL use, choices in approaches to pedagogy, and use of resources and/or technology. Although there are studies that investigate world language teachers’ anxieties (Aydın & Uştuk, 2020; Goetze, 2023, 2020; Horwitz, 1996, 2010; Kim & Kim, 2004; Merç, 2015), none of them specifically address the anxiety teachers experience when comparing themselves to their peers. 
When reflecting on her efficacy compared to others, Sophia described being overwhelmed.
	I would say there's a couple of things that I notice can [still] influence how I feel about 	my efficacy. One, the teacher. I love looking at what other teachers have done online, at 	blogs and things like that to get ideas…But sometimes…I feel like I'm barely getting 	through the day. I'm trying to just make sure that we can get through the day and do 	something in the language. 

Liza also discussed feeling less effective than her colleagues but in her case, it was regarding her language skills. She explained, “If I compare my reading and writing skills with…others or with people I look up to, obviously, it's not super high…I still want to develop at their level…the academic way of presenting a study.” Claire shared that she also compared her language skills to those of her French teacher colleagues. She indicated, “Sometimes I am intimidated by my peers because they are able to speak French…so I [don’t] speak French for fear of making a mistake and looking stupid in front of them.” 
	Participants indicated their perceptions of efficacy were influenced through vicarious experiences during comparisons they made between their colleagues or peers and themselves. Tschannen-Moran and Hoy (2007) explain that the extent to which teachers are affected by these experiences depends on the value they place on the model. 	Comment by McCoy, Dorian L: You say “explain” in the sentence before “The explain:” No need for the “They explain:”
	The impact of the modeled performance on the observer’s efficacy beliefs depends on the 	degree to which the observer identifies with the model. When a model with whom the 	observer closely identifies performs well, the self-efficacy of the observer is enhanced. 	When the model differs in ways that seem salient to the observer, for example in terms of 	the level of experience, training, gender, or race, then even witnessing a very competent 	performance may not enhance the self-efficacy beliefs of the observer. (p. 945) 
Phan and Locke (2015) also address the influence the model has on affecting the observer’s perceptions. 
	If teachers view themselves as having similar teaching abilities as the people modeling 	successfully, their efficacy may be heightened. In contrast, if they believe that they are 	not as good as the model teachers, their own efficacy may be lowered. (p. 74) 
Given that participants made direct comparisons between their peers’ approaches, proficiency, or skills and their own, it is evident they believed their perceptions of efficacy had been impacted. 
	Not only are these comparisons seen as vicarious experiences, but they are also recognized as subsequent examples of physiological arousal which also impact views of efficacy. Bandura (1997) further delineates physiological arousal and the effect it has on perceptions of efficacy, “By conjuring up aversive thoughts about their ineptitude and stress reactions, people can arouse themselves to elevated levels of distress that produce the very dysfunctions they fear” (p. 106). Even though research indicates that physiological/emotional arousal or affective states have a minor influence on perceptions of efficacy (Bandura, 1977; Holzberger et al., 2013; Lazarides & Warner, 2020; Phan & Locke, 2015; Tschannen-Moran & Hoy, 2007), it is an influence that can be increased when another source of efficacy is present. Phan and Locke (2015) indicate that “Although generally regarded as the least powerful source of self-efficacy beliefs, affective states can increase or decrease a teacher's self-efficacy when combined with other sources of efficacy information” (p. 74). These two sources of efficacy arriving in tandem served to impact participants’ perceptions of their efficacy.
Verbal Persuasion
Bandura (1977) explains that individuals can be lead, through suggestion, to believe they are capable of successfully completing a task; this is verbal persuasion. Participants in this study indicated that the common occurrence of verbal persuasion they shared happened when they were WL learners. Each participant explained that it was their teachers, encouraging them and motivating them to continue with the study of their L2, that played a role in their early, positive views of efficacy. Bandura also noted that verbal persuasion can occur frequently “because of its ease and ready availability” (p. 198) but that it is not as influential a source of self-efficacy as mastery experiences. 	Comment by McCoy, Dorian L: 
Reflecting on her elementary school experiences, Liza discussed the verbal persuasion her teacher used to help her improve her English pronunciation. 
One of the teachers approached me, and she said…do you want me to train you for the 	clarity of your speech? And I was like, ‘What does that mean?’… I didn't know what 	that…what she meant by that. And she was like, ‘I think your consonants and vowels 	need to be much more enunciated clearly.’  

Erin also indicated having language leaders outside of the classroom who used verbal persuasion to help influence language proficiency. Practicing Spanish in preparation for her first trip to the Dominican Republic, L1 Spanish speakers from her church used verbal persuasion to affect Erin’s Spanish pronunciation. She indicated her appreciation for their intervention, believing it positively affected her skills. She shared, “I had some fantastic people in my church who were from Puerto Rico, and they would tell me, no… this how you say it.” Not only did Erin have adults in her experience who helped influence her efficacy through verbal persuasion, but she also had a teenage peer from whom she received feedback. Discussing language learning strategies in the pre-cell phone era, Erin explained how her language skills were positively influenced by her friend. 	Comment by McCoy, Dorian L: “…aslso…as well…” are redundant.	Comment by McCoy, Dorian L: See earlier comment. 
 	I would translate things that I didn't know how to say, using this website. I would send it 		off to my friend, and he would say, ‘That's not how you say that.’ So he would correct 	my language all the time. I asked him, ‘Please correct it!’ And then…sometimes… he 	said, ‘This is written perfectly well, but you sound like a textbook’ So, I am going to have 	to teach you some of the ways that you can say this in the real world!’ So he was my 	teacher.

Sophia shared another type of verbal persuasion that can also influence perceptions of efficacy, preparing her students for the negative commentary they may hear about learning a second language.
	Listen, there’s always gonna be somebody who is really interested in the “Gotcha!” …
	They’re gonna say, ‘You spent this many years taking Spanish, but you can't even say 	xyz…’ And I'm like, ‘We can't teach you how to say everything, right?’ I mean, at some 	point you're gonna…hopefully…enjoy this enough that you can look into how you can 	say these kinds of things.

	Phan and Locke (2015) define verbal persuasion succinctly indicating it “is the negative or positive verbal judgment of other people” (p. 74). Participants shared experiences of these judgments which impacted their beliefs about their efficacy. Research also clarifies that “the impact of verbal persuasion depends on factors such as the expertise and knowledge of people who provide the judgment” (Phan & Locke, 2015, 74). Lazarides and Warner (2020) also affirm verbal persuasion as a form of efficacy, explaining, “such encouragement might help to invest the effort needed to accomplish the task” (p. 8). Given mastery experiences are the most impactful sources of efficacy, verbal persuasion as a method of support toward the eventual and successful completion of a task is still considered an impactful influence. 	Comment by McCoy, Dorian L: I can relate to this. Minimal Spanish in my vocabulary but my Spanish-speaking friends and colleauges will correct me or tell me I said something correctly if I attempt a phrase or sentence or two. If I use a translator, they will correct me – it sounds like a textbook. Loving your work!
Physiological Arousal
Bandura (1977) explains that emotional or physiological arousal is the last source of efficacy and is used to identify “stressful and taxing” experiences (p. 198). Most often, these experiences deal with anxiety. He further clarifies that this emotional arousal “usually debilitates performance, individuals are more likely to expect success when they are not beset by aversive arousal than if they are tense and viscerally agitated” (p. 198). Participants indicated they had been most affected by physiological arousal arriving in tandem with vicarious experiences. Teachers were faced with the anxiety that occurred through comparing themselves to their peers. However, they also experienced affective states because of the limitations imposed on their classroom contexts. Given these experiences were tied to an effective response, positive views of efficacy could be adversely influenced. Although participants did indicate there were experiences that aroused anxiety, they also shared experiences that brought them pleasure. 
Focus on Students. Teachers shared factors that had influenced their perceptions of efficacy and that centered on students. Participants saw themselves as effective because they endeavored to create classrooms in which students were accepted, comfortable and communicative. They valued their relationships with students and saw themselves more as facilitators of language acquisition and less as teachers whose sole intention was to pass on knowledge that students would regurgitate later. Teachers led through honesty and readily employed verbal persuasion when students made mistakes, felt incapable of learning, or were met with challenges. 	
While discussing the positive impact her students have on her views of efficacy, Sophia shared, “One of the reasons I'm teaching is how much I love the kids…how funny they are! And how smart they are! And they make me laugh! And they're the reason I go back…They're the only reason sometimes!” David also affirmed his classroom environment as one in which he fostered a positive rapport with students. He indicated that his ability to create relationships with students influenced his efficacy. He shared, “Even if I weren’t teaching Spanish, if I were teaching some other subject… [the environment] would still be the same based on the relationships that I create with the students.” While discussing how students experience anxiety while speaking the TL, Claire noted her efforts at helping them work through stress. Having established rapport with students she indicated, “I understand how my students could feel some trepidation about [speaking]. But what I try to do is I, if I, when I try to help them overcome their anxiety, it helps me. So, helping them helps me [feel effective].” 
Dewaele and MacIntyre (2014) introduced the concept of foreign language enjoyment (FLE) to explain an affective state both students and teachers can experience while in emotionally safe, engaging, and positive second language learning environments. Participants’ experiences provided examples of environments aimed at fostering FLE. Wang et al. (2021) agree that teachers approaches to establishing classroom environments influence students’ affective states.
	Teacher-related factors play a more important role than learner-related factors in FLE. In 	this respect, teacher variables such as emotional support, use of humor, level of 	friendliness, respect toward students, tone of voice, and positive mood were all found to 	influence learners’ FLE. (p. 3) 
	Disengaged Students. Whereas participants experienced positive emotional arousal in having cultivated a strong rapport with their students, they also shared experiences within which they felt less able to affect positive student engagement. Teachers indicated that students seemed less “reachable” and less interested in engaging in the TL, particularly post-COVID. They discussed feeling limited in their efficacy due to their lack of ability in facilitating student motivation, intentional student engagement, and oral language production. They indicated students’ lack of motivation could be attributed to anxiety, a preoccupation with their cellphones, or because they were simply not interested in learning the language. 	Comment by McCoy, Dorian L: Preceding sentence began with “Teachers…”	Comment by McCoy, Dorian L: I hear angelic voices saying “REALLY!!!!” Who knew. LOL!!!!!	Comment by Valerie Schmidt-Gardner: ☺️
	In discussing her students’ lack of engagement, Claire explains that the challenge may be generational and/or to do with a heavy reliance on technology as a communication tool. 
	Society in general has gotten away from, you know, having a conversation. We text, you 	know? I go out to restaurants and entire families are sitting there, and they're on their 	phones, and they're not talking to each other. They're texting each other, right next 	to each other. And I'm like, why don't you just put the phone down and talk to somebody?	Comment by McCoy, Dorian L: Are you spying on me/us. I say the same thing!
 
Whereas Claire mentioned lack of student engagement as a factor of emotional arousal, Sophia discussed her perceptions of efficacy in handling challenging relationships with students. 
	My classroom relationship with the children can affect how I feel because I've had 	classes where we click. I've had classes where one or two kids…we do…we butt heads, 	or it's just a struggle. And I feel like some of the kids I'm doing great with, other kids I'm 	not. Am I failing everyone?	

Liza also experienced a high level of emotional arousal when she imagined her students were being intentionally disrespectful to her. Her experience elicited an affective response, causing her to react negatively. 
	[Students] were speaking among themselves in Korean, and I found that disrespectful. I 	took it personally because I was a teacher. It was my first semester, and I didn't have that 	kind of like contextual knowledge about these students…I made these students stand up 	the entire class session because I felt disrespected. 	Comment by McCoy, Dorian L: Wow!!!! And Amy says I am hard!!! LOL	Comment by Valerie Schmidt-Gardner: LOL!!!

Liza punished students for not producing the TL on demand. She had not yet learned that because these students were highly competitive athletes who had been training since their early youth, they had almost no perceptible ability in English.
	Thohir (2017) explains the challenge L2 teachers undertake in attempting to motivate students: 
Due to the vital role of motivation in achieving the success of language learning, it is one of the teacher's responsibilities to keep his/her students interested and motivated in learning...The language teacher needs to know the factors affecting the motivations of their students in learning and to understand areas where they can directly influence the students' continuing participation in the classroom activities. (p. 24)
Al Zadjali et al. (2016) also agree that students’ motivation can play a part in teachers’ perceptions of efficacy, “It is clearly a more rewarding experience to teach students who are themselves respectful of authority and motivated to learn rather than those who may be disengaged or indifferent to the experience of learning” (p. 365). When teachers feel incapable of motivating their students, they feel frustrated and unsuccessful; both of those affective states have a negative impact on teachers’ perceptions of efficacy. 
Professional Expectations 
	Within the context of second language teaching, there are concerns teachers shared that limit their feelings of efficacy about the profession. These factors deal with the respect teachers feel should be afforded to world language teaching in general. However, because second language courses are not always required, teachers indicated they believed their jobs and professional goals were undervalued. This is an issue that research has addressed (Burke, 2013; Harper, 2011; Preston, 2020; Rivers & Brecht, 2018). 
	TL Use, 90% or More. Once teachers in the U. S. attain the requisite level of proficiency to achieve licensure in their state, there is a second professional standard they are expected to meet. ACTFL’s initiative of using the TL 90% or more of the time is the guideline to which teachers are expected to aspire (ACTFL, 2010; Ekmekci, 2018; LeLoup et al., 2003; Littlewood & Yu, 2011). This goal is to ensure students are provided with as immersive an environment as possible within which to authentically acquire the L2. As Cheatham et al. (2013) explain, use of the TL “is fundamental to overall language development. Exposing students to significant amounts of comprehensible input has proven to be crucial to the development of student proficiency and essential for the establishment of mental linguistic representations of the language” (p. 2). 

	While the 90% goal is an accepted standard, participants noted the impossibility of meeting the expectation, citing it as an ideal only. They talked of the measure as a mere suggestion, aiming for as close to an immersive experience as possible. All the teachers except for Liza, an EFL teacher, indicated they were not working at the level of 90% or more, particularly in the lower levels of language instruction. Despite not meeting the expectation, teachers still saw themselves as effective. They valued the goal but believed it was one more likely for upper-level students to achieve. Discussing the 90% expectation, Sophia indicated she did not meet the standard.
	I come nowhere near that. I am not using 90% in the classroom. Absolutely not. I wish I 	could say I was…The 90% feels very arbitrary...there will be days when 90% or more is 	spoken, and then there are other days where it's like, well, I fell far short of that.

Erin also explained that the 90% expectation seemed challenging to meet. 	Comment by McCoy, Dorian L: See deletion below. 
	I know the expectation is 90% or higher. And, no matter what level. But I'm going to be 	realistic, like, that ain't happening in level one. It's just not… And, any teacher who says 	they do that…they have kids who are like, ‘I'm clueless!’

Claire also acknowledged the 90% expectation but supported the need to use the L1 to offer pedagogical support to students who are learning challenging content.
	I know they want to do 90% in the target language. I would think certain things would 	need to be… just to make sure that there's no misunderstanding, like certain things like 	maybe some grammar concepts would need to be taught in English just to make sure that 	[the students] understand the concept itself and aren’t bogged down by trying to 	understand what I'm saying.

Cheatham et al. (2013) affirm participants’ experiences of not meeting the measure. They explain that even in upper-level L2 courses teachers were only able to reach a frequency of 75% use of the TL. Littlewood and Yu (2011) cite a missed 90% target due to the fact that teachers need to use the L1 for classroom management and interpersonal support. Participants’ views aligned with that research particularly in the realm of interpersonal support. Considering the need to use the L1, each of the five participants indicated a necessary reliance on its use to ensure that students could access the L2 with fewer incidences of stress or anxiety. Moreover, participants indicated that to create the welcoming and comfortable spaces necessary for language acquisition, using the L1 was pivotal. This is an argument which research supports. While discussing L2 learners, Zulfikar (2019) explains that  	Comment by McCoy, Dorian L:  	Comment by McCoy, Dorian L: This transition is awkward. 
Many have difficulty understanding a concept, but fear of being reprimanded for using 		L1 to show their confusion prevents them from speaking up. In this case, teachers 	themselves will find it difficult to determine whether learners have fully understood the 	introduced concepts. In contrast, when L1 use is allowed, learners will feel more secure. 	(p. 44)
Despite participants feeling as though the professional expectation of 90% or more use of the TL in the classroom was an unrealistic goal, they still experienced frustration at the inability to achieve the measure. Physiological arousal as an influence of self-efficacy aligns with this shared experience. The anxiety teachers feel when they believe they are not capable of meeting professional expectations is detrimental to their positive views of efficacy. As Tsagari and Giannikas (2020) explain, “Language teachers tend to feel that their professional ability is compromised when they use the L1…The lack of awareness could have a serious impact on the language lessons conducted and the L2 development of the students” (p. 25). 
Contextual Limitations
	Teachers shared other factors that resulted in limitations to their perceptions of efficacy without negatively affecting them. Even though the specifics of the limitations varied and were relative to the individual experiencing them, I chose to group them as contextual limitations because teachers perceived them as factors that existed outside their control. These limitations align primarily with physiological arousal for the frustrations associated with each situation, and with mastery experiences, because teachers felt incapable of meeting professional expectations within these parameters.
	Marginalizing Language. One of the issues within the content area involves the vocabulary used to discuss it. Liza indicated terms such as “foreign,” “native speaker,” and “non-native speaker” were marginalizing. She believed they only serve to reinforce outdated political commentary bent on classifying and separating language cultures. 
	I just wish that we didn't have like the distinctions anymore between native and non-	native, because everything nowadays is so hard to define…it is a very old distinction that 	some speakers might not really clearly belong to anymore... But some students are just 	wanting to be world language speakers. 

Shohamy (2005) supports Liza’s perceptions. 
	Terms such as 	native language, native accent, language correctness, mother tongue, 	grammar rules, standard spelling and foreign languages were all used to enforce 	differentiation and categorization…language continues to play a major role in the midst 	of battles between authoritative groups seeking to sustain homogeneity, hegemony and 	monolingualism. (p. xvii)	
	Proficiency Exams for Students. Erin mentioned another contextual limitation that prohibits the profession being afforded the respect it deserves, the implementation of student proficiency exams. She explained that since standardized tests were used to gauge student growth in literacy and mathematics, they could also be implemented in L2 courses to gain a better understanding of student performance that would add value to world language programming. She noted that a standardized assessment could help teachers gauge their success in meeting expectations. She explained, “I would just want [the students] to have an accurate measure…We want to know if we're pushing our students far enough, or… like, how I compare to my colleagues and how they're teaching.” 
	Research supports the implementation of ACTFL’s AAPPL exam as a measure of students’ language proficiency. Núñez (2019) indicates these exams are important because results may reveal more accurate levels of proficiency; those results may differ from students’ academic performance. Cox and Malone (2018) indicate the instrument most often selected to measure students’ linguistic performance is the AAPPL exam. Still others affirm its choice as a valid instrument and an effective tool for measuring students’ productive language proficiency (Davin et al., 2018; Pratt, 2018). 	Comment by McCoy, Dorian L: You used “indicates” earlier in the sentence. 
	Professional Collaboration. 	A lack of professional collaboration is another factor teachers reported as having a neutral to negative impact on their perceptions of efficacy. While some teachers mentioned feeling isolated from their professional peers because they were the only member of their language within a school, others who had language teacher peers in the same building cited a lack of intentional collaboration as an issue they felt they could not overcome. In discussing the limited efficacy she experienced due to lack of collaboration, Erin shared: 	Comment by McCoy, Dorian L: Hmmm. Word choice? Are they at war? Could be. 
	We're very isolated. We're on islands to ourselves, because I'm the only Spanish teacher 	in my school. I only have one other French and one other German teacher there. And, 	then, at the other middle school in our district... they have, like three Spanish teachers, 	and they still don't have common plan time to evaluate like how their students are 	performing. 

David also indicated a need to collaborate with his colleagues to affect positive student outcomes. His inability to meet that need limited his perceptions of efficacy.
	One thing I do lament, though, is being able to really talk to other language teachers and 	really just discuss things that people are doing in their classrooms… We really don't 	necessarily have time to just talk about… what activities are you doing…or what 	resources are you using. 

Cheatham et al. (2013) affirm the importance of professional collaboration explaining that when an intentional professional focus on student success is as the center of a group’s goals “students’ affective filters can be lowered, allowing for greater learning potential” (p. 42).
	Scheduling. Participants discussed another important factor that limited their perceptions of efficacy, the ways in which students could access world language programming. Each participant in this study had a different teaching assignment and class timetable. Some teachers taught on a block schedule through which a typical year-long course is offered in one semester. Students in these classes could, in theory, take the first year of a language course in the spring of their first year of high school and choose not to take the second year until their senior year. Another teacher taught year-long courses every other day throughout the year. Another taught a year-long course in 45-minute class periods every school day. Overall, teachers mentioned the lack of understanding afforded them by school leaders or other stakeholders who made decisions about language programming without understanding the time commitment necessary toward achieving true language proficiency. 	Comment by McCoy, Dorian L: What does this mean?
	In discussing the progress his students are able to make on a typical block schedule, David explained that few stakeholders understand what a feat that is: 
	And you only have 90 minutes in a class, 5 days a week… and let's say, in 3 months you 	went from zero to being able to talk about things in the present tense about your family, 	about your life, describing things…That's an amazing feat for only being in a class for 90 	minutes. And people think that, you know, learning language is easy. No. We have to do 	a lot in the classroom to get people to that point, or even halfway to that point, and no 	one, to 	my knowledge, really ever talks about it. 

	In discussing the limitations of her middle school schedule, Erin described the lack of focus she was able to place on attending to the expectations of TL use. She shared, “I was with them so few…you know, like 45 minutes in a day. I couldn't possibly immerse them like I was.” Claire also discussed the ways in which she felt challenged to deliver L2 programming in two different school contexts. She explained, “In the middle school this year it will be a year-long course…it’s a 55-minute class so, that will be year-long course; it’s a little different as far as planning.” In addition to teaching French I at the middle school, Claire also teaches high school courses that follow a typical, semester-long, 90-minute block schedule with four classes per semester. Discussing the differences between the two programs, she explained in high school “It’s a frantic pace. You know… I've got to cover all this stuff in 18 weeks.” 
	Not only did participants experience limitations in their views of efficacy as it pertained to the ways in which WL programs are offered or restricted in schools, researchers affirm their concerns. Collins and Muñoz (2016) address the issue regarding the minimum number of contact hours recognized in the profession as being essential for language suggesting:
The time required to ‘learn’ a language depends on a number of factors, not the least of which is the targeted proficiency. An often-cited figure for expert skill performance in any domain is the 10,000-hour rule…which, for an L2, is still far below the estimated 17,000 hours of exposure a child has had to his or her L1 by the age of four. (p. 129)
Davin et al. (2018) further confirm that approaches to L2 programming in the U. S. present a challenge to a student’s ability to progress to more advanced levels of proficiency. They indicate “the lack of opportunities for extended sequences of study” (p. 283) preclude students’ continuation to advanced courses. They also note that students were starting intentional L2 courses too late and the lack of diversity in language offerings played a part in students’ choices. 
	Program design prevented students from taking a world language prior to eighth grade, 	and even then, only Spanish was offered. Compounding these issues, the district had 	previously mandated a literacy course for all freshmen, prohibiting students from 	choosing a world language as an elective in ninth grade. (p. 283)
The issues that participants indicated limited their perceptions of efficacy underscore the lack of professional initiatives in place that could advocate for the early and continued teaching of second languages in the U.S. (Larkin et al., 2019; Mohamad Nor & Rashid, 2018; Rivers & Brecht, 2018). 
Conclusions
	The findings in this study and those in the referenced literature indicate that in-service world language teachers have the following experiences of efficacy in the modern, communicative classroom: 
1) World language teachers are often inspired to teach a second language by their own experiences in second language learning classrooms or through travel to their second language cultures. L2 teachers typically had a teacher who made them feel successful and encouraged them to continue in the study of their second language. WL teachers choose to major in their second language and may pursue advanced degrees in that language.

2) Once in the classroom, L2 teachers focus on creating student-centered and orally productive environments, making intentional pedagogical shifts away from the methods frequently used when they were students. Teachers build rapport with their students by discussing their own language journey, failures, and successes. They create accepting environments in which making mistakes is normalized and students are encouraged to try again. Teachers require students to engage through the use of authentic resources and use their productive language skills in real-world scenarios. 

3) Second language teachers experience anxiety, particularly when they compare themselves to their WL colleagues. They undervalue their language proficiency, use of the TL in the classroom, use of resources and/or technology, and their approaches to pedagogy. 

4) World language teachers feel limited in their efficacy due to contextual constraints outside their control. They feel a lack of stakeholder respect for second language learning in general and are concerned about the hegemonic usage of discipline-specific vernacular that marginalizes second language speakers. They teach on a timetable that is not conducive to the consistent, continuous, and immersive environment necessary to matriculate proficient students. Without a national expectation to measure students’ proficiency through a standardized exam, teachers wonder to what extent they are effective. WL teachers feel isolated from their content peers and need help motivating apathetic students. 
Implications for Practice
The findings from this study highlight and support implications for educational practice that pertain to the advocacy for and maintenance of world language programs, teacher recruitment, preparation, retention, and professional development. One of the most impactful findings indicates that world language teachers were inspired by one of their second language teachers who encouraged their interest in that language. The early encouragement and success these teachers experienced spurred them along toward their pursuit of a bachelor’s or even a master’s degree in the language. Those academic successes eventually led them to the classroom as second language teachers. World language teacher preparation begins in the second language classroom long before a future teacher realizes their professional path. Given the recent concerns about disappearing at the collegiate level of second language programs other than English, (Looney & Lusin, 2019; Lusin et al., 2023), researchers are concerned that secondary L2 programs may follow suit. 
Another factor to consider is globalization, the definition of which has varying implications for language education. Giddens (1990) explained globalization as an “intensiﬁcation of worldwide social relations which link distant localities” (p. 64). This definition underscores the importance of language education for the role it plays in advancing social relationships across cultures. However, other researchers expanded the definition to include an intention toward organizational and systematic change. Held et al. (1999) defined globalization as the “spatio-temporal processes of change which underpin a transformation in the organization of human affairs by linking together and expanding human activity across regions and continents” (p. 15). When contemplating language education, this definition takes into consideration the transformative power of language to connect various people and their diverse cultures as they advance the work of humanity across the planet. 	Comment by McCoy, Dorian L: Tell me more. Add a line or two explaining “globalization.” You stated it in response to my question. 
While the presupposed goodwill of globalization intends to inspire positive change, it can also have negative ramifications. As global leaders and their governments jockey for positions of power, the value they place on other cultures, governments, and societies eventually influences approaches to language education; political leaders view proficiency in English, worldwide, as a necessary skill toward the access of positions of impact and influence (Harper, 2011). Block (2008) suggests that because facility in English is important throughout the world, the intentional study of languages other than English has become less important, particularly in the U.S. 
Therefore, in a world where proficiency in English is encouraged over others, it is important to consider how language becomes a tool used to leverage power. As Harper (2011) warns, “the United States’ current stance in the area of language education will contribute to this global language decline by reinforcing an already strong Anglophonic hegemony” (p. 515). That view is supported by other scholars who insist that “Formal education and media in dominant languages are the most important direct factors behind the macroeconomic, techno-military, social and political causes of linguistic genocide” (Skutnabb-Kangas & Phillipson, 2010). Researchers posit that if world language programs continue to be undervalued in public education, the need for world language teachers will continue to decline (American Academy of Arts & Sciences, 2010; Fischer, 2023; Shohamy, 2005; Swanson, 2012). Given that researchers attest the positive influence world language education has on democracy (Block, 2008; Harper, 2011; Preston, 2020; Rivers et al., 2018; Stein-Smith, 2020), the implications toward a nation that could be more internationally aware are critical. 	Comment by McCoy, Dorian L: You really need a very recent source here. Because this is an issue in 2023/2024. 	Comment by McCoy, Dorian L: Are they? Revise this. 
	Even if educational policies could guarantee equitable access to and the stability of second language programming in public education, preparing teachers for the expectations of their role is another implication researchers should consider. If research contradicts the need for teachers to speak the TL 90% or more of the time to be effective and to inspire their students toward second language success, professional organizations, policy makers, researchers, and teachers must consider the need for teachers to achieve a certain level of proficiency on certifying exams. Data from this study and other research indicate there are enthusiastic and dedicated WL teacher candidates who do not enter the profession because they are yet unable to meet minimum language proficiency standards toward certification (Blackford et al., 2012; Kissau et al., 2017). However, if they were able to enter the classroom to teach, their language proficiency would likely grow through immersion in the content. The implications for teacher preparation and certification programs is significant. Given the high levels of attrition in WL education (Burke & Ceo-DiFrancesco, 2022; Shohamy, 2005; Sulis et al., 2022) the recruitment of enthusiastic and willing candidates should be considered a boon. 	Comment by McCoy, Dorian L: Go to approx.. 70-72 minutes in the recording and 	Comment by McCoy, Dorian L: Who? Be more specific. Policy makers? School boards? Administrators? 	Comment by McCoy, Dorian L: More recent citation needed. 
	Another implication to consider is the retention of WL teachers once they enter the profession. Findings in this study and in other research indicate that WL teachers lack intentional collaboration with their L2 peers (Caprara et al., 2006; Savignon, 2017; P. Swanson, 2014) which affects their own perceptions of efficacy. Even though teachers in this study indicated they could judge themselves as less effective while comparing themselves to their peers, they also discussed learning from their colleagues, being inspired to try a new resource, approach, or activity. Swanson (2014) explains that intentional collaboration is a way for teachers to establish a broader base of both content and pedagogical knowledge enabling them to “share the workload, develop materials together, and not feel so isolated, which is a common reason among those who have chosen to quit the profession” (p. 37). 
Apart from professional collaboration, WL teacher professional development is another implication of this study. Participants and researchers alike avow the benefits of travel toward the professional development of both WL and non-WL teachers (Fichtner & Chapman, 2011; Patterson, 2015; Xamaní, 2015). Not only do WL teachers benefit from the cultural immersion of travel to their second language cultures, but they also improve their language proficiency as well. Though the cost of travel may preclude in-service teachers from considering it as an option toward intentional professional development, WL teacher education programs should require an immersive experience for WL teacher candidates. Regardless of a teacher’s ability to participate in travel, the professional development opportunities available to them should be high quality and frequently offer options to increase their proficiency, language content knowledge, and approaches to pedagogy specifically for the L2 classroom.
Recommendations for Future Research 
	There is a lack of consensus in the teaching profession regarding the inherent meaning of the word “effective” (Caprara et al., 2006; Chacón, 2005; Cooke & Faez, 2019; Holzberger et al., 2013; Tschannen-Moran & Hoy, 2001). Therefore, it is difficult to accept that the entire teaching profession may judge world language teacher efficacy on a subjective and imagined scale that lacks consensus when a WL teacher’s own definition of their pedagogical or linguistic efficacy may be the most important factor effecting the role they play in the classroom (Bandura, 2001). This study sought to elucidate the life world of five in-service world language teachers as they reflected on their efficacy in the modern, communicative classroom. This study was conducted on a small and intimate scale so that an in-depth understanding of this phenomenon could be achieved. Future research done on a larger scale would help inform the field about the factors that influence WL teachers’ perceptions of efficacy which were not identified in this research. Participants in this study came from varying backgrounds, ethnicities, educational and life experiences but primarily identified as North American, U.S. citizens. Future research that recruited WL teachers on other continents and in other contexts would broaden the research base. 	Comment by McCoy, Dorian L: The critical scholar in me, might assume American is NOT the U.S. 
	Apart from the recruitment of participants from varying demographics toward defining efficacy, there is also a need to understand WL teacher collaboration and professional development. There is limited research in the field that addresses these topics. Given the findings of this study indicate the isolation WL teachers feel at their inability to collaborate with their peers, scholars could provide insight into the ways WL teachers cope through that isolation. The ability for them to maintain their professional course is evidence of their agency and their beliefs about their own efficacy. In considering that WL teachers may work in isolation, the work they do toward professional development becomes critical; however, there is a paucity of research addressing how WL teachers maintain or improve their language proficiency, how they affect their approaches to pedagogy, and how they choose and implement authentic resources toward the creation of orally communicative spaces.              	Comment by McCoy, Dorian L: Hmmmm…addresses…
Chapter Summary 
	In this chapter, I provided a discussion of the findings in relation to the research question and extant literature related to the study. The findings aligned with research pertaining to world language teachers’ views of efficacy as they relate to Bandura’s SCT (1991) and influences of efficacy (1977). Teachers in this study demonstrated experiences that aligned with all four sources of efficacy and judged themselves, overall, as effective in their teaching practice. Teachers’ own mastery experiences provided them with the highest influence of efficacy. Vicarious experiences and physiological arousal provided the next highest influences of efficacy. Verbal persuasion was the least often mentioned but was still a factor in teachers’ views of self-efficacy.
	This chapter also offered professional implications meant to inform current practice about the need for continued advocacy for and support of world language programs across all levels of education. Implications also discussed the recruitment of WL teachers, the requirements for certification, and their retention and development once in the field. Suggestions for future research included the need for a broader understanding of WL teachers’ views of their efficacy across all levels of teaching and from within more globalized contexts. Additionally, the need for research pertaining to WL teacher collaboration and professional development is clear. 
Final Thoughts
	It was an honor to spend time with each of these five dedicated, knowledgeable, professional, and reflective world language teachers. Each trusted me to safeguard their emotions, experiences, and perspectives which helped me gain insight into their unique views of success and challenge. Although their stories were unique and varied, their commitment to their students, to their profession, and to their professional growth was palpable. These five teachers positively influence our shared mission through the acceptance of and respect for both their students and the second language cultures for which they are vocal advocates. Through their stories, I was able to understand more clearly the factors that play a part in making our jobs challenging but noble; we are educators with a view toward access, equity, engagement, and understanding. If these five teachers are representative of the larger second language teaching community and world language teachers as a whole, our students are surely in the hands of effective teachers.  	
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Appendices
Appendix A: 	Informed Consent 
Research Study Title: 	World language teachers' perceptions of efficacy in the modern, communicative classroom 
Researcher(s): 			Primary Investigator/ Faculty Advisor: 
			Dr. Stergios Botzakis, University of Tennessee, Knoxville.  
	
			Co-investigator: Valerie Schmidt-Gardner, University of 			  		Tennessee, Knoxville. 		
Why am I being asked to be in this research study?
We are asking you to be in this research study because you are currently a world language teacher in a classroom where students are expected to communicate orally in the language they are studying.    
What is this research study about?
The purpose of the research study is to understand if and the ways in which world language teachers experience feeling effective while teaching in a classroom focused on growing students’ communicative language skills. 
How long will I be in the research study?
If you agree to be in the study, your participation will last a maximum of 2 hours and 15 minutes over the course of a two-month research and analysis period. The study involves the following activities: 
· Responding to a brief demographic survey, which requires 10–15 minutes of response time.  
· A 60-minute interview 
· A self-directed reading and reflection session intended to last no longer than 60 minutes.
What will happen if I say “Yes, I want to be in this research study”? 
If you agree to volunteer for this study, we will ask you to share your experiences with efficacy in your world language classroom.   
· Once you have submitted your consent to participate in this study, and have completed the demographic survey, we will schedule your interview. The one-time demographic survey asks questions about your years of teaching experience, the language(s) you speak, the language(s) and level(s) you teach, and other similar, profession-related questions. 
· The one-time interview will be conducted and recorded online, through the University of Tennessee secured Zoom account, on a date and at a time that is mutually agreeable. Recording the interview gives us continuous access to the material for more effective analysis. The recording and any downloaded transcription information will be destroyed six months after the completion of the study. 
· The reading and reflection session will happen within two weeks of your interview. We will share with you, through Google Docs, a transcript of your interview along with some preliminary understandings of your experiences. We encourage you to read the transcript, reflect on our interpretations of the transcript, and give us written/typed feedback to clarify or correct anything we may need to better understand your experiences. You will submit your comments directly on the Google Doc transcript, which will be secure through the University of Tennessee data server.   
What happens if I say “No, I do not want to be in this research study”?
Being in this study is up to you. You can say no now or leave the study later. Either way, your decision won’t affect your relationship with the researchers or the University of Tennessee.
What happens if I say “Yes” but change my mind later?
Even if you decide to be in the study now, you can change your mind and stop at any time. 
If you decide to stop before the study is completed, please contact either the Primary Investigator or the Co-investigator. When contacting us, please say you would like to be removed from the study.   
Primary Investigator/Faculty Advisor: Dr. Stergios Botzakis
Email: sbotzaki@utk.edu
Phone: 865.974.6159

Co-investigator: Valerie Schmidt-Gardner
Email: vschmid1@vols.utk.edu
Phone: 865.386.7911

Any information collected from you for this study will be destroyed immediately.  
Are there any possible risks to me?
It is possible that someone could find out you were in this study or see your study information, but we believe this risk is small because of the procedures we use to protect your information.  These procedures are described later in this form.
Are there any benefits to being in this research study?
We do not expect you to benefit from being in this study. Your participation may help us to learn more about world language teachers’ beliefs about efficacy. We hope the knowledge gained from this study will benefit others in the future.
Who can see or use the information collected for this research study?
We will protect the confidentiality of your information by storing all collected data on the University of Tennessee secured data server. 
If information from this study is published or presented at scientific meetings, your name, and other personal information will not be used.
We will make every effort to prevent anyone who is not on the research team from knowing that you gave us information or what information came from you. Although it is unlikely, there are times when others may need to see the information, we collect about you. These include:
· People at the University of Tennessee, Knoxville who oversee research to make sure it is conducted properly.
· Government agencies (such as the Office for Human Research Protections in the U.S. Department of Health and Human Services), and others responsible for watching over the safety, effectiveness, and conduct of the research. 
· If a law or court requires us to share the information, we would have to follow that law or final court ruling.
What will happen to my information after this study is over?
We will not keep your information to use for any future research or purpose. Your name and other information that can directly identify you will be deleted from your research data collected as part of the study.
We will not share your research data with other researchers.
Will I be paid for being in this research study?
You will receive a $25.00 VISA gift card after full participation in this study. Full participation includes responding to the demographic survey, participating in the 60-minute interview, and providing feedback on the interview transcription.     
Will it cost me anything to be in this research study?
It will not cost you anything to be in this study. 
What else do I need to know?
Number of research participants.  We expect eight to ten people will take part in this study.   Because of the small number of participants, it is possible that someone could identify you based on the information we collected from you. However, all collected data will be stored on the University of Tennessee secured data server. Any name used in a publication or presentation will be a pseudonym (false name) that we choose to further guarantee confidentiality. 
Who can answer my questions about this research study?
If you have questions or concerns about this study, or have experienced a research related problem or injury, contact the researchers: 
Primary Investigator/Faculty Advisor: Dr. Stergios Botzakis
Email: sbotzaki@utk.edu
Phone: 865.974.6159

Co-investigator: Valerie Schmidt-Gardner
Email: vschmid1@vols.utk.edu
Phone: 865.386.7911

For questions or concerns about your rights or to speak with someone other than the research team about the study, please contact: 
Institutional Review Board
The University of Tennessee, Knoxville
1534 White Avenue
Blount Hall, Room 408
Knoxville, TN 37996-1529
Phone: 865-974-7697
Email: utkirb@utk.edu
STATEMENT OF CONSENT
I have read this form, and the research study has been explained to me. I have been given the chance to ask questions and my questions have been answered. If I have more questions, I have been told who to contact. By signing this document, I am agreeing to be in this study. I will receive a copy of this document after I sign it.
					
Name of Adult Participant		Signature of Adult Participant	     Date

Researcher Signature (to be completed at time of informed consent)
I have explained the study to the participant and answered all of his/her questions. I believe that he/she understands the information described in this consent form and freely consents to be in the study.

					
Name of Research Team Member		Signature of Research Team Member	     Date  
Appendix B: Interview Guide
Interview Title: 
World Language Teachers’ perceptions of efficacy in the modern, communicative classroom. 
Purpose Statement:
Though studies in teachers’ reported views of self-efficacy within the general education setting are numerous and have examined varying factors that contribute to their beliefs regarding adequate content knowledge and the application of pedagogy, there is a lack of similar research about world language teachers’ perspectives about efficacy. Therefore, the purpose of this study is to understand world language teachers’ perceptions of self-efficacy in the communicative classroom.  
Research Question: 
How do world language teachers perceive their efficacy in the modern, communicative classroom? 
Interview Structure: 
I. Planning
a. List of ideal candidates (based on years of service, etc.)
b. Explain goals to gauge interest.
c. Familiarize myself with ZOOM through UTK OIT 
II. Invite agreeable participants.
a. Set date for interview.
b. Share informed consent. 
c. Discuss confidentiality.
d. Ask for questions. 
III. Introduction
a. Welcome and Thanks
b. Build rapport.
c. Allow time for participant to read silently.
d. Review consent form
e. Ask/answer any questions.
f. Participant will sign consent and retain copies.
g. Share info about audio equipment.
h. Ask for permission to begin.
IV. Interview
a. Begin interview using interview guide. 
b. Re-question to emphasize meaning.
c. Use watch to keep pace.
V. Closing
a. Finish by 60 minutes
b. Allow enough time for participant to finish thoughts and reflections.
c. End recording and inform participant of task completion.
d. Ask for follow-up if necessary.
e. Preferred method for member-checking
f. Schedule follow-up interview if necessary
g. Thank participant for their time. 
VI. Post Interview
a. Budget time to record initial thoughts on audio.
b. Reflect on interview, organize notes, feedback.
c. Download interview transcriptions onto UTK secure server. 







Appendix C: Interview Script
1) Please share your experiences of efficacy in the world language classroom.   

2) Please talk about things that have played a part in your efficacy. 

3) In the demographic survey, you rated yourself as being effective to different degrees for different skills. (Remind them of their ratings.) Can you explain your ratings, please?
  [image: ]
4) In thinking about your efficacy, can you talk about how it may relate to your own language learning journey? 

5) In the demographic survey, you shared that you did/did not have to pass a speaking exam for certification. Talk about those expectations versus speaking expectations as a classroom teacher. 
[image: ]
6) Please talk about your own language proficiency skills. 

7) What are your thoughts about speaking expectations in the profession?   

8) Please discuss your experience modeling spoken language. 

9) Please discuss your expectations for student use of speaking skills. 

10) Please talk about world language teacher content knowledge. 

11) What is necessary for a teacher to be the language leader in a classroom?  

12) Is there anything else you would like to share? 


[image: ]Appendix D: Social Media Flyer 

Appendix E: World Language Teacher Recruitment Email

Dear World Language Teacher(s), 

We are researchers at the University of Tennessee conducting a study to investigate how world language teachers view their effectiveness in classrooms where students are expected to learn to communicate in the languages they are studying. 

The best way for us to learn about your views and opinions is to meet with you, virtually, to hear more about your unique experiences with teaching a modern, communication-based world language. 

If you decide to become a participant in this research study, your commitment to the study would last no longer than 2 hours and 15 minutes, total. The three research study participation tasks are as follows: 
1. The completion of a brief demographic survey to assess essential participation criteria before an interview can be set. This step should take no more than 10–15 minutes. 
2. A one-on-one interview through Zoom at a mutually agreeable date/time. This interview will be recorded so that a written transcription can be generated once it has been completed. This step should take no more than 60 minutes.  
3. A reading and reflection session through which you will receive, by email, a link to a copy of your interview transcription. After reading the transcript, you are encouraged to share with us any feedback you would like to be included, considered, edited, or removed from the study. This step is meant to ensure your anonymous representation is as clear and correct as you intend it to be. This step should take no more than 60 minutes.       
Once all three steps are complete, participants will receive, by mail, a $25.00 Visa gift card for their time and effort. Gift cards are not available for completing less than all three components. 

Please click on the links below to learn more about this study.  

Social Media Recruitment Flyer

Informed Consent Document

Demographic Survey 

If you would like to participate in this research study, please download the Informed Consent document, sign it, date it, and email it to co-investigator, Valerie Schmidt-Gardner, at vschmid1@vols.utk.edu. 

Once we have received your signed consent, and you have completed the Demographic Survey (linked above), you will receive a Calendly link to choose your interview date and time. 

Thank you, in advance. We look forward to learning more about you and your experiences. 

Respectfully,  

Valerie Schmidt-Gardner
PhD candidate, Literacy Studies
[image: https://lh4.googleusercontent.com/-lw5KpnIX-Xj3As3WR2b-_N7pbkoKtVTlp6MgWJ2_DhzmsOL5aD-NX0Ngp4KCuQS0AU86DUkxqg3KCDw0rhdq1gcen4fKxG_8COvDjn94Y7X4ItazKYcs9g-K0MlB7wLOmMjEDcMvdto1Z1X61WTiWg]
University of Tennessee, Knoxville
A204 Jane and David Bailey Education Complex
1126 Volunteer Boulevard
Knoxville, Tennessee 37996-3442














Appendix F: Google Form
World language teachers' perceptions of and experiences with efficacy. Please click below to read the information about this study and to decide if you would like to participate.

Informed Consent Document
* Indicates required question	
1. Email *
2. What is your first name? *
3. What is your last name? *
4. Phone number: *
5. Are you currently employed as a certified, modern/communication-based world language teacher in a K-12 classroom? *
6. Mark only one oval.
Yes.	 (Skip to question 9)
             No; I am a Latin teacher. (Skip to section 9)
		 (Regretfully, this study focuses on teachers who have a minimum of five years' experience working in an intentionally communicative and orally productive classroom environment.)

 	Although I am a certified world language teacher, I do not currently teach. (Skip to section 9) (Regretfully, this study focuses on teachers who have a minimum of five years' experience working in an intentionally communicative and orally productive classroom environment.)

7. Where are you employed to teach language courses? (City, State/Province,	* Country, Name of School)
8. Please list your school email address. You must teach in a K-12 or Higher	* Ed. (college/university) language program to participate. Your professional email address will be used to book your interview. 
9. Are you currently between the ages of 27 and 65? *
Mark only one oval.
Yes
No
Teaching Experience:
10. How long have you been teaching at least one communicative world * language? 
Mark only one oval.
     less than 5 years (Skip to section 9) (Regretfully, this study focuses on teachers 		who have a minimum of five years' experience working in an intentionally 		communicative and orally productive classroom environment. )

5 - 10 years	 (Skip to question 10)
11- 16 years	 (Skip to question 10)
17 - 22 years (Skip to question 10)
23+ years      (Skip to question 10)
Language(s):
11. Please choose the language(s) and level(s) you currently teach. 
[image: ]
Background:
12. Where were you born? Please list country, state/province, city. (Example:	* USA, Knoxville, Tennessee.
13. What language do you consider to be your first language?   *
14. Do you consider yourself to be a heritage speaker of another language? *
Mark only one oval.
	No.	(Skip to question 15)
	Yes.	(Skip to question 14)
Heritage language(s): 
15. Please list the language(s) you speak as a heritage speaker.

Certification Experience: 
16. Were you required to pass an oral proficiency exam such as the Praxis or	* similar to earn your language teaching certificate?  
Mark only one oval.
Yes.
No.

17. Have you taken the ACTFL Oral Proficiency Interview? *
Mark only one oval.
Yes.
No.

Language Skills: 
Consider your classroom approach to teaching/modeling/leading the following language skills.
18. Please rate your feelings of personal effectiveness while	*
teaching/leading/modeling these skills with and for students. 
Mark only one oval per row.
Ineffective
Somewhat
effective
Effective
Highly
effective
Listening
Speaking
Reading
Writing



Informed Consent
Please download, sign, date, scan, and email your Informed Consent to vschmid1@vols.utk.edu. 
Informed Consent to submit.
19. Once I receive your informed consent, you will receive a link to choose your interview date/time. Please add any comments: 
Thank you for your willingness to participate. 
This content is neither created nor endorsed by Google.
 Forms
Vita
[bookmark: _heading=h.gjdgxs]Born in northeastern Ohio, Valerie M. Schmidt-Gardner grew up in North-East Tennessee. After high school, she attended the University of Tennessee, Knoxville and received a Bachelor of Arts degree in French Language and Literature. After a short time working in the private sector, she returned to education, pursuing advanced degrees in teaching, curriculum and instruction, and administration and supervision. As a National Board-Certified veteran French teacher with experience in public and private institutions and across many levels of programming, she sought to deepen her knowledge toward the training and support of future teachers. She returned to the University of Tennessee to pursue a Doctor of Philosophy degree with a major in Education and a concentration in Teacher Education. Her research interests include teacher preparation and efficacy, approaches to second language pedagogy, qualitative research methods, and educational policy. After graduation, she intends to work in higher education, continue teaching, and engaging in research. She is thankful for the encouragement, generosity, patience, and support from her husband and daughters, mother, family, and friends throughout this journey, and as she pursues the next steps in her career. 
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