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Ⅰ Aims of the Investigation
Drawing on personal experience as both a teacher and student of the traditional English writing teaching, the author aims to investigate how to improve students’ communicative abilities by exploring alternative teaching roles and implementing meaningful writing tasks. As writing is central to achieving many educational goals at higher levels of learning (Ni Nyoman Riyana Sari, Dewa Komang Tantra, & Santosa, 2018), relying solely on rigid and conventional teaching methods such as presentation, practice and production (PPP) may lead to the ineffectiveness of writing teaching. Motivated by this and previous research, the author has studied student-oriented Task-Based Language Teaching (TBLT) practices to enhance teaching efficiency through a thoughtfully designed syllabus. Tasks, the key component of TBLT, play a significant role in syllabus design, classroom teaching, and learner assessment, and are linked to communicative language teaching (Nunan, 2004, p.1). East (2012) also noted the feasibility of TBLT in improving communicative proficiency. 
This research will focus on the writing activities of adult learners in a Chinese education center and examine how task-based language teaching (TBLT) principles can be applied to the design of a writing syllabus that improves students’ communicative proficiency. Specifically, the study aims to answer three main questions and achieve the following objectives:

1.1 Research Questions
i) Does the application of the TBLT method have a positive impact on the learning outcomes of adult learners’ writing skills?
iii) How does TBLT affect adult learners’ motivation in writing? 
ii) What are the implications of syllabus design in TBLT teaching? 
1.2 Research Objectives
i) Investigating the effectiveness of TBLT in promoting writing skills in adult learners.
ii) Focusing on the use of TBLT to design engaging and relevant writing activities for adult learners.
iii) Analyzing the implications of TBLT for syllabus design in adult writing instruction.



Ⅱ The Rationale and Main Conceptual Themes for the Investigation
Constructivism in education emphasizesthe role of learners in constructing new knowledge through experiences and social interactions, integrating new information with their prior knowledge (Piaget, 1968). Vygotsky (1978), a prominent Soviet psychologist and social constructivist, argued that learning is a social process that occurs through interactions with more knowledgeable others. In the context of English language teaching, learners can construct their own knowledge through social interaction and collaborative learning activities, such as group work. Therefore, the importance of social interaction and communication in teaching cannot be overstated, as it helps learners transfer what they learn in class to real-life situations.
Researchers have investigated how to incorporate tasks into language instruction and syllabus design. TBLT has been described in various ways, with some advocating for a strong version called task-based teaching (Willis, 2005) and others proposing a weaker version known as task-supported teaching (Ellis, 2003). Ellis (2003) also draw a distinction between two crucial types of TBLT: the weak version and the strong version. These versions differ in their approach to incorporating tasks into language instruction and syllabus design. The strong version emphasizes tasks as the central organizing principle of language instruction, whereas the weak version uses tasks as a supplementary teaching method. This distinction is similar to the classification of strong and weak version of CLT (Howatt, 1984), which emphasizes the development of communicative competence through authentic communication situations where learners utilize the target language to convey information. Unlike traditional language learning approaches that emphasize the memorization of grammar rules and vocabulary, CLT encourages learners to express themselves in pairs or small groups, which enhance their communicative skills. However, in Asia countries, many English teachers consider CLT as an oral teaching method and overlook grammar instruction and language use accuracy (Butler, 2011). The goal of CLT is to facilitate meaningful communication, while TBLT goes further, expecting learners to communicate to accomplish or complete a meaningful task (Yasmine, 2021). The shift in terminology to “task” occurred in the 1980s (Skehan, 2003) as language learning moved away from focusing solely on language form and structure towards a focus on language meaning and usage in authentic contexts. 
Nunan (2004) distinguishes between “real-world” or “target” tasks and pedagogical tasks, with the former referring to language usage outside the classroom and the latter taking place within the classroom. When transferring tasks from the real world into the classroom, tasks are imbued with a pedagogical purpose. In the context of adult writing instruction, TBLT has been found to enhance learners’ writing skills due to the communicative nature of the approach. Derakhshan’s (2018) study investigating the effects of tasks on text accuracy and complexity found that participants performed better in all types of texts with the intervention of TBLT. Other studies have also shown improvements in writing skills through the incorporation of TBLT into the classroom (Kafipour, Mahmoudi, and Khojasteh, 2018; Madera González & López Pinzón, 2019). However, limited research exists on the implications of TBLT for syllabus design in adult writing instruction. 
As Nunan (2004) suggested, a task-based program may potentially contain a seemingly arbitrary set of tasks with noting to a unifying theme. Ellis (2006) has divided the TBLT methodology into two fundamental types of procedures. The first type involves designing lessons that are aligned with the goals and activities outlined in the syllabus; The second type of procedure involves specifying how the teacher and learners should participate in the lessons. 
This study aims to apply action research to integrate theoretical and practical perspectives to explore the ways in which a task-based learning approach can improve students’ English learning motivation. To obtain first-hand information, this study will adopt action research, and thus employing the cyclical process proposed by Kemmis and McTaggart (1992), which involved planning, taking action, observing, and reflecting.


Ⅲ A Description of the Evidence to Collect
i) The previous studies have focused on the language teaching and application of TBLT in writing activities for adults
ii) Field notes 
iii) Learners’ progress through the results of pretest and post test
iv) The change of learners’ motivation in writing activities by using questionnaire
v) 

Ⅳ The Methods Used to Collect Evidence
i) Literature review: To identify the current state of knowledge on this topic and highlight gaps in the literature that can be addressed, the author will conduct a comprehensive review of relevant literature on social constrcutivism, syllabus design, and TBLT as well as its effectiveness in promoting writing skills in adult learners. Sources will be gathered from online databases such as JSTOR, Google Scholar, and academic journals in the field of language teaching and learning.
ii) Field notes: One of the important resource of data collected for qualitative analysis in TBLT research is the field-notes through observations, experiences and reflections. Besides, the field-notes should be instantly recorded after class. They necessarily include: students’ interaction with teacher, their reactions towards different tasks, and unexpected problems in the class. By analyzing the field notes together with the results of students’ pretests and posttests, as well as follow-up questionnaires, the researcher will be able to gain a more complete picture of the effectiveness of the teaching tasks and syllabus being used in the classroom. 
iii) Pre- and post- tests: Prior to the implementation of TBLT, a pretest will be administered in the writing class to establish a baseline measure of students’ knowledge and to identify those with similar levels of proficiency. 
Following the completion of the TBLT intervention, a posttest will be conducted to measure the impact of TBLT on learners’ learning outcomes. To evaluate students’ writing skills, the Analytic Marking Scale adopted from Hughey et al. (1983) will be used. This scale consists of five dimensions: content, organization, grammar, vocabulary, and mechanics. Each dimension will be evaluated separately, and a mark will be given based on the level of performance in each dimension.
iv) Pre- and post- questionnaire: According to Seliger and Shohamy (1989), questionnaires are commonly employed to gather data on phenomena that are not easily observed, such as attitudes, motivations, and concepts. In this study, the similarities and differences in the learners’ writing motivation before and after the research will be measured through questionnaires. Brown (2002) has claimed that motivation has a significant impact on language learning, so I will use the data to evaluate the participants’ motivation for using the TBLT approach and its effectiveness in promoting their writing skills. 
Both pre- and post- questionnaires will be open-ended ones. The pre-questionnaire will consist of 20 items, with the first section asking about participants’ personal background and the second section of 10 items focusing on their motivation, including intrinsic and extrinsic factors. The post-questionnaire will only contain 10 items related to motivation. All the questionnaires will be translated into Chinese to make sure that it is easy for the respondents to understand. The Chinese versions then were refined by two translation experts and converted back into English to check the equivalence between the original and the translated versions.


Ⅴ A description of the settings in wish you plan to collect your evidence 
This study will recruit participants from an adult education center in China, where learners are highly motivated and have a specific purpose for their studies. The writing instruction will be delivered in a dedicated classroom equipped with appropriate instructional materials, such as writing handbooks, writing prompts, and writing software. The classroom will also be equipped with computers and an internet connection to support online research and writing activities.
To select participants, the Preliminary English Test (PET) will be used to select homogeneous participants and measure their proficiency level. The participants must be above 18 years old, if possible, I will aim to recruit participants with an average age range.
Participants will be randomly assigned into three groups of equal size: the control group (CG, using traditional teaching method) , and the experimental group one (EG1, using strong version TBLT) and the experimental group two (EG2, using weak version TBLT). To ensure the validity of the tests, they will be sent to two experts in Teaching English to Speakers of Other Languages (TESOL) for consideration before they are delivered to participants.
Importantly, all groups will use the same textbook and participate in the research within the same period. This will help to ensure that any differences in writing skills between the two groups can be attributed to the teaching method rather than the materials or time frame used.

Ⅵ The Ethical Issues to Consider
In this study, I will serve both as the instructor and the researcher, which means that I need to be aware of potential bias and ethical concerns. Dual-role research can present several ethical issues, including conflicts of interest, informed consent, and privacy. To minimize bias, it is important to maintain objectivity and impartiality throughout the research process. To fully utilize the advantages of dual-role research and avoid potential risks, it is essential to take several measures:
Informed consent: All adult learners should be fully informed about the nature and purpose of the research, and their voluntary participation should be obtained through informed consent.
Confidentiality: The privacy of the participants should be protected, and any identifying information should be kept confidential. Meanwhile, participants should be informed of the data collection process and data protection measures.
Deception: Any form of deception should be avoided and unacceptable in the research study. 
Respect for cultural and linguistic diversity: The research should be conducted in a manner that respects the cultural and linguistic diversity of the participants. The research won’t discriminate against or marginalize either CG or EGs.
Institutional review: The research study should be approved by an institutional review board or ethics committee to ensure that it meets ethical guidelines and standards.
Data protection: Any data collected from participants should be stored securely, and only used for the purposes of the research.
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The right of withdraw: The participants will be given the rights to withdraw from the research at any stage and can make a complaint regarding to their involvement in the research.
Ⅶ The Methods to Use to Analyse the Evidence
This research adopts a pre-experimental-qualitative-interpretive approach, following Grotjahn’s (1987) research paradigms and Nunan’s (1992) distinctions among pre-experiments, quasi-experiments, and true experiments. Qualitative methods are used to gain in-depth insights into learner personal constructs, while quantitative methods provide a general understanding. This approach allows for a nuanced interpretation of the data and a comprehensive exploration of the research questions.
[image: 1680378020466]
i) To analyze the quantitative data
Quantitative analysis will be applied, which involves analyzing numerical data using statistical methods collected from the results of pre- and post- tests, Independent samples t-test will be used to identify differences and draw conclusions according to the results of these two tests. And correlation coefficient (r) will be applied to reflect the correlation between learners’ writing motivation and test results through questionnaires.
ii) To analyze the qualitative data 
The qualitative data, including pre- and post- questionnaires and field notes, will be analyzed with NVIVO. First, all the data will be coded and categorized into two themes: a) motivation towards TBLT; b) TBLT. The qualitative data will help to explore the reasons behind the changes in writing motivation observed in the study. Additionally, it will provide insights into which version of TBLT, the strong or weak version, is preferred by the learners.

Ⅷ The Timetable for the Proposed Project.
This investigation is expected to take approximately 7 months to complete. The proposed timetable is as follows:
	Duration(week)
	Date
	Events and Research Instruments

	Before the research

	1
	26/02/24
03/03/24
	①Participants recruitment
②Research Introduction
③Pre-test and pre-questionnaire collecting

	During the research

	14
	04/03/24
01/06/24
	①Research conducting
②Recording field notes
③Post-test and post-questionnaire collecting

	After the research

	4
	03/06/24
03/08/24
	①Analyzing the data
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I. Introduction 
English, as a global language spoken by approximately 1.5 billion people worldwide, has been the subject of extensive study regarding the distinctions between native English-speaking teachers (NESTs) and non-native English-speaking teachers (NNESTs). Educational institutions in non-native English-speaking nations have a long debated whether NEST is superior to NNEST regarding second language teaching, but this issue remains a point of contention with arguments on both sides. The linguist Braj Kachru (1985) allocated the present World English (WE) into three concenrtic circles: The Inner Circle, the Outer Circle and the Expanding Circle, implicitly establishing a hierarchy of Englishes. The Inner Circle, comprising countries where English is the primary language and used for political, economic and political purposes, such as the USA, the UK, Australia and New Zealand; the Outer Circle, containing former British colonies where English is an official language and used in education, government, and commerce, such as Singapore, Malaysia, and Nigeria; and the Expanding Circle including countries where English is a foreign language but widely taught and used as a lingua franca, such as China, Korea, and Saudi Arabia. While this model has been influential in describing the diversity of English in global contexts, it has also been criticized for its perceived hierarchical and colonial underpinnings. Holliday (2005) indicated the socially-constructed labels based on race, ethnicity, accent, and nationality would result in conflicts among educators and researchers. While this model highlights the diversity of English as a global language and has been regarded as an valuable contribution to its development. However, these influential labels can have negative effects on way English teachers are perceived, especially in the Expanding Circle. 
Ultimately, the ultimate goal of this essay is to demonstrate the differences between NESTs and NNESTs for effective language teaching. Through an exploration of relative literature, this essay seeks to provide valuable insights into the strengths and challenges of NNESTs, and to identify ways in which they can be better supported in their roles as language educators. 


II. Differences between NESTs and NNESTs 
2.1 The Definition of NESTs and NNESTs 
The term “native speaker” refers to a person who speaks their first language, while a “non-native speaker” is someone who learns a foreign or second language (Braine, 2010). Linguistics have elaborated on this concept,defining a native speaker as an idealized speaker-listener who resides in a perfectly uniform speech community, as described by Noam Chomsky (1965). These concepts have significant implications in the field of English language teaching, where being a native speaker is often equated with privilege, fluency, and competence (Braine, 2010, p.9) while “non-native speakers” may face doubts and suspicions regarding their language abilities (p.9).
In the field of English Language Teaching (ELT), there has historically been a perception that NESTs are more reliable and have gained widespread acceptance, particularly in non-English-speaking countries.  This attitude is known as “Native-speakerism,” a term coined by Holliday (2005) to describe the belief that native speakers are inherently better in terms of language proficiency, cultural knowledge, and teaching ability than non-native speakers in ELT. This attitude remains prevalent among many English teachers and learners, which can trigger discriminatory treatment of NNESTs and negatively impact the learning outcomes of English language learners. 
For instance, Medgyes (1994) suggested that the main differences between NESTs and NNESTs exist in their language proficiency and teaching behavior. However, he also argued that both NESTs and NNESTs can be equally qualified as language teachers (p. 27). In other words, it suggests that being a NEST does not automatically indicate some one superior to a NNEST, and vice versa. 
Given to the current trend of globalization, the favored status of NESTs in ELT needs to be re-evaluated, and the dichotomy between NESTs and NNESTs based solely on their linguistic identities should be further discussed (Wang & Fang, 2020, p.4). Instead, a more inclusive approach should be adopted to evaluate the diverse background, experiences, and abilities of both NESTs and NNESTs.
2.2 Linguistic Background and Cultural Experience Differences
One of the most notable differences between NESTs and NNESTs lies in their linguistic backgrounds. NESTs, as native English speakers, naturally acquire language skills, whereas NNESTs learn English as bilinguals or multilinguals. This difference can affect not only their pronunciation and grammar but also their vocabulary and expressions. 
Cultural experience differences also exist between NESTs and NNESTs.  NESTs have grown up and been educated in an English-using community, where they gain an innate understanding of the language and cultural nuances. In contrast, NNESTs have learned English later in their life and may not have the same depth of language knowledge and exposure to English cultures.
However, the distinction between NESTs and NNESTs is not fixed or absolute. NNESTs can still achieve a high level of proficiency in English and develop a deep understanding of English-speaking cultures through dedicated study and practice. As NNESTs continue to improve their language skills and cultural awareness, the line of cultural and linguistic differences between these two groups is likely to become increasingly blurred.
Additionally, as bilinguals, NNESTs’ are constantly switching between two languages. This frequent cognitive switching may strengthen their ability to link corresponding cultural and linguistic information within and between the two languages, enabling them to have a more nuanced and flexible understanding of language and culture. Reversely, NESTs, as monolinguals, may be constrained by the lack of exposure to a second language learning process (Walkinshaw & Oanh, 2014). This can result in inability to make cross-linguistic and cross-cultural connections, especially in the classroom context that involves with different cultures and languages.
2.3 Pedagogical Differences in the Classroom
In an ideal scenario, learners tend to seek out experienced and skilled teachers who can meet their learning needs and help them study more effectively. Previous research has identified  teaching styles used by NESTs and NNESTs to increase student awareness and monitor classroom activities (Phothongsunan, 2017; Aslan & Thompson, 2017). According to Walkinshaw and Oanh (2014), NESTs are often considered as models of authentic, fluent, and standard pronunciation, while NNESTs excel in areas such as interpreting grammar and communicating with students in their native language. 
Indeed, the impact of differences between NESTs and NNESTs, including their language backgrounds, qualifications, and individual experiences, on language teaching can be ambiguous and may vary depending on various factors. However, it is clear that these differences can affect their teaching methods and approaches. 
Regarding the use of materials, it is true that some NESTs may prefer to use materials related to daily life rather than relying solely on grammar textbooks (Wong, 2009). However, this is not always the case, and many NNESTs also use authentic materials to make language learning more relevant and engaging for their learners.
Both NESTs and NNESTs can be effective in teaching grammar and in using interactive teaching approaches. While it may be commonly perceived that NNESTs are more skilled in teaching grammar, NESTs may use more interactive teaching methods but may lack effective grammar teaching methods (Sung, 2014).


III. Advantages of NNESTs 
3.1 Understanding of the Challenges and Strategies Involved in Language Learning 
It should be noted that NNESTs come into the classroom with a wealth of experience studying English extensively. Their quality of language education, proficiency level, and understanding of English grammar may vary widely. However, NNESTs may have an advantage in clarifying English grammar rules and exceptions for language learners, particularly those who speak the same native language as the teacher. This is because NNESTs have likely encountered similar challenges in learning English as a foreign language and have developed effective strategies to overcome them. 
Additionally, NNESTs’ experiences as second language learners can be beneficial in the wider teaching process beyond just grammatical instruction. Through their own language learning experiences, NNESTs have acquired valuable skills and insights that can help them anticipate and address potential difficulties that their students may encounter. NNESTs often bring a unique perspective and approach to language teaching that can complement and enhance the traditional methods. Tudor (2001, p.9) took an “ecological perspective”on language teaching, which recognizes the significant of understanding the perspectives and experiences of all individuals involved in the teaching process, including students, teachers, and others who influence classroom practices. By identifying and understanding the various meanings that language teaching holds for learners, a more holistic view of language teaching of NNESTs can be enhanced.
3.2 The Growing Accessibility of NNESTs in Language Teaching 
The globalization of both the economic and educational sectors has contributed to the widespread use and importance of the English language (Alfarhan, 2016). In many countries, English is taught as a compulsory course, and specialized English classes are also becoming more common. 
It is worth noting that NNESTs are often more accessible to learners in many countries, particularly in those where English is taught as a foreign language in the Outer Circle and Expanding Circle.  Studies conducted by Canagarajah (1999) and Prodromou (2003) found that NESTs working in educational institutes were outnumbered by the NNESTs. Additionally, due to greater demand for English teachers, there is a growing trend of employing more NNESTs in language teaching positions, which may further promote the accessibility of NNESTs to learners.
3.2 The Dedication of NNESTs in Language Learning
The interview conducted by Hayes (2008, p.7) sheds light on the strong commitment and dedication of many NNESTs towards their profession. This deep belief in the value of their work is often rooted in a desire to help their students achieve their language learning goals and make a positive impact on society. This commitment is often based on their own experiences as language learners, as well as their desire to help others overcome similar linguistic challenges.
It is worth noting that while English teaching is often considered a global profession, many NNESTs primarily work within their own societies and have a range of social responsibilities as career teachers. Unlike NS teachers, NNESTs tend to have lower mobility. For example, in China, for example, many English teachers are employed by the local Department of Education and must pass rigorous examinations to be fully enrolled. As a result, these NNESTs are less likely to quit their jobs casually.


IV. Challenges faced by NNESTs
4.1 External Challenges: Perceptions towards Non-native Teachers 
Previous studies have often categorized NESTs and NNESTs into two distinct groups, and studied attitudes towards them from both self-awareness and learners’ perspectives. Both NESTs and NNESTs have their weaknesses and strengths when it comes to teaching English as a second language. NESTs are generally recognized for their natural grasp of the language, and their understanding of the nuances and subtleties of the language is often considered superior to that of NNESTs. On the other hand, NNESTs are often thought to employ a more structured approach to teaching grammar and helping students overcome difficulties, which can make the learning process smoother overall (Florence, 2012). And studies have shown that some students prefer NNESTs over NESTs in terms of teaching capabilities and creating a positive learning atmosphere (Fuangkarn & Rimkeeratikul, 2020). However, it is important to  recognize that individual teachers, regardless of their native language, can be effective or ineffective based on various factors.
Studies have also been investigated among NNESTs’ self perceptions. Previous studies have implied a correlation between teachers’ self-awareness and their proficiency in second language they are teaching (Zacharias, 2018). Furthermore, some NNESTs have confessed experiencing discriminated from language language schools and students who prefer NESTs because of their native-like English proficiency. This can contradict the fact that NNESTs’ unique insights into the learning process and teaching methods can be highly valued by their students, as demonstrated in other studies.
4.2 Internal Challenges：Self-weakness and Awareness
NNESTs’ prior experience mainly comes from years of studying or working, but they may lack the natural language knowledge that comes from living in an English-speaking environment. As a result, the materials they provide may be more rigid and formal than the English used in daily life. Moreover, pronunciation may also pose challenges for some NNESTs. Although it is possible for NNESTs to achieve the same level of pronunciation as NESTs, the majority of them may need to work harder and pay extra attention to their accent.
While learners are likely to reach the same level of proficiency in a second language as a native speaker, many NNESTs may lack enough confidence in their language ability. This lack of confidence can be further compounded by self-perception, as attitudes towards an ideal English teacher can affect how NNESTs view themselves (Zacharias, 2018). If NNESTs strive to imitate NESTs but feel they fall short, it can negatively impact their self-awareness and teaching process. Additionally, some NNESTs may limit their multicultural or professional abilities by emphasizing the “non” in their title, further eroding their confidence.
V. Addressing the Challenges and Maximizing the Advantages of NNESTs 
5.1 Training and professional development for NNESTs 
A teacher training program for NNESTs should be an essential way to enhance not only their teaching ability but also their linguistic knowledge. For instance, one university has implemented a course called “Teaching English as an International Language” to enable NNESTs to learn about current trends in English and its pedagogical implementation (Flora & Willy, 2020).
Additionally, training programs for NNESTs can integrated “Curriculum Development” and “Materials Extension” with traditional courses to help teachers form a holistic and innovative view of English teaching. Moreover, dispatching NNESTs to English-speaking countries to experience the local culture can be useful. Compared to NESTs, NNESTs may have a better capacity to distinguish two distinct cultures in a more objective and open perspective of multinational culture.
Importantly, continuing education for NNESTs should not be limited to taking courses. NNESTs can attend conferences, workshops, and seminars to exchange teaching experience with peers and other scholars. Additionally, self-reflection and evaluation of training programs can be indispensable ways for NNESTs to improve themselves.
Differentiated training programs can help NNESTs to better promote their teaching progress and timely absorb cutting-edge knowledge and technologies, allowing them to enrich their teaching content and attract students.
5.2 Recognizing and Valuing the Contributions of NNESTs
To combat prejudice and negative attitudes towards NNESTs, both educational institutions and society as a whole must provide fair working environments that value and respect NNESTs. 
The recruitment process should focus on evaluating candidates based on their professional qualifications, rather than their nationality, race, or skin color. Research has shown that both NESTs and NNESTs can possess equal competence as language teachers (Medgyes, 1994, p.27). Furthermore, it has been suggested that NNESTs can use learner-oriented teaching methods to achieve the same level of effectiveness as NESTs (Huang, 2018). 
Additionally, ensuring equal treatment in terms of pay, opportunities for promotion, and access to resources is essential. Establishing and protecting an environment that recognizes and values the expertise and unique perspectives of NNESTs is crucial to the development of English teaching. 
Collective efforts should be made to emphasize on the advantages of NNESTs among other parties such as TV programs, advertisements, and social media producers. For instance, in China, the development of social media platforms such as TikTok has allowed many Chinese NNESTs to share their professional knowledge and gain recognition from their followers. Social media can also help unite teachers with other professionals to establish networks, share experience, dispel discrimination and give more opportunities for NNESTs to present themselves.
5.3 Essential Knowledge and Cooperation for NNESTs
To be a competitive teacher, NNESTs should possess solid grammatical knowledge consisting of vocabulary, grammar rules, and word formation to use the language properly (Flora & Willy, 2020). Additionally, sociolinguistic competence is crucial, which refers to the ability to use correct and appropriate language in different social contexts or situations. NNESTs with a high sociolinguistic competence are able to effectively navigate the complexities of English language use in different social settings and contexts. 
Apart from language knowledge, NNESTs are required to have disciplinary knowledge, which refers to the knowledge and understanding of a specific academic discipline or field. NNESTs need to adopt effective methodologies to satisfy the demands of different users, purpose and social development. To realize this, teachers should clearly understand the teaching objectives, employ multidimensional assessments of students and continuously improve teaching methods. 
Furthermore, creating an inclusive environment where NESTs and NNESTs work together can lead to a more effective and engaging learning experience for learners. The unique strengths and perspectives of both NESTs and NNESTs can complement each other, leading to a more comprehensive and well-rounded language learning experience (Tosuncuoglu, 2017). In particular, in Outer and Expanding Circle countries, where there may be a larger number of NNESTs than NESTs, NESTs can play a valuable role in providing oral language practice and modeling native-like pronunciation and intonation. Meanwhile, NNESTs can focus on organizing and leading teaching activities, drawing on their disciplinary and pedagogical knowledge to provide effective and engaging instruction. Such cooperation can further enhance cultural understanding and communication between NNESTs and NESTs.
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image1.png
Type

Characteristics

Pre-experiment

May have pre- and post-treatment tests, but lacks a control group.

Quasi-experiment

Has both pre- and post-tests and experimental and control groups,
but no random assignment of subjects.

True experiment

Has both pre- and post-tests, experimental and control groups, and
random assignment of subjects.

Nunan (1992: 41)




