KEY QUESTIONS

LIA D, KAMHI-STEIN

Non-Nauve English-Speaking
Teachers in the Profession

¥ How should the terms native speaker and non-pative speaker be defined?
P How has the World Englishes movernent contributed to the role and status of non-native tngiish-

speaking protessionals?

¥ What are some stralegies that non-native Enghish teachers-in-preparation and their teacher educa-
tors may use to enhance the professional development of non-native English-speaking professionals!

EXPERIENCE

There was a sharp knock on the door of my
university office. A graduate student whom [
often see al departmental seminars and parties
popped his head mside the door and said, “Do
vou know any native speakers [of Englishj:"
He had a sheet of paper with approximately 20
sentences and phrases, and he wanted a native
speaker to go over them, 1 offered to look at
them. He reluctanty handed me the sheet,
and 1 did not find it difficult to give him the
“correct” answers, Indeed, the problems and
questions were so simple that most teachers
of English as a second language {12SL.), partic-
ularly at the higher levels where there is
cimphasis on colloguialisms and where vou are
supposed o have a “feel” for the language,
could easily have answered them. | pointed
ot a few phrases that T would not use and
others that T considered to be acceptable.
Tie thanked me and as he was leaving said,
"“Would a native speaker agree with vou on
these suggestions?” (Nuzhat Amin, 2004, a
speaker of Pakistani English)

Once at a job interview for an English as o
Foreign Language (EFL) teaching position

o e

in Seoul, Korea, an employer told me he did
ot know how o categorize e, “You sound
like an American, yel vou are a Korean. You
dou’t sound like a Korean, hut vou can't be
a Korean-American because vou're not an
American citizen. And to make rmatters worse,
vou don't hold a degree from an American
university,” he said. (Hee Jin Kim, in Kamhi-
Stein, in press)

Are you a napve speaker or a nonnative
speaker of English® Well, my answer is neither
one. How do 1 perceive mysellr 1 perceive
myself as a bilingual or a mullicompetent
speaker. 1 learned English and Tagalog at the
same time, and 1 have been codeswitching
ever since | can remember. My fluency i
these two languages has made me Hexible,
powerfith, and skillful in responding w all of
life's demands, (Veneza Angel Pablico, in
Ramhi-Stein, in press)

The experiences of Nuzhat, Hee Jin, and
Veneza Angel are not umgue. Instead, they reflec
those of many English language teachers working
in a variety of settings, In this chapter, T discuss
these teachers’ experiences and identfly facrors
that contribute © non-pative Englishspeaking
(NNES) teachers’ suecess as language 1eachers.
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WHAT IS A NON-NATIVE ENGLISH-
SPEAKING PROFESSIONAL?

'I“t‘atealilit)11:1]i)’. the termy native speaker has been
used w reler 1o “someone who learned a language
moa natural seding from childhood as first or
sole language” (Rachre & Nelson, 1996, p 81).
The validity of the native speeker constrwet (e, the
notion that all native speakers share one and the
samne language and culture) has been challenged
on the bhasis that it &5 an abstraction based on
a person’s hoguistic and physical characteristics
(Kramsch, 1998a). In fact, Amin (2004} arguces
that the constroct of tie native speaker "is nol
only abow linguage competence but is deeply
cmbedded i discourses of racism and colonialism”
(p- 62), The term has also been challenged on
the hasis that it gives the impression—a false one
indeed—ithat there is linguistic unity in the world
(Kaplan, 1999} and that native speakers speak only
a standard variety of their language (Kramsch,
998ar. The professional  Hreratmre identifies
three different positions on the native English
speaker (NES) /NNES dichotomy, as represemed
in Figures 1. 2, and 3.

The first position, shown in Figure 1, is what ],
Eiu (19989) calls the “noninterface position” {p. 86).
This position is hest represented by the pioneering
work of Medgves (1994, 20H ), who sees teachers as
belonging in either the NES or NNES category. For
the purposes of Medgves's research these two groups
are considered to be two compietely different, and
homogeneous, “species” (Medgves, 2001, p. 434).

The second position, depicted in Figure 2,
driaws o the work of A Davies (2003), who supports
the idea that “the native speaker s a fine myth: we
need it as a model. a goad, almost an inspivation”
(o 10730 Davies {2003) further sugyesis that a
second langoage (L.2) tearer “can become anative
speaker of a target language™ (p. 210), though with
dilliculty. However, Davies views the fundamental
dilfercnce between NES and NNES as one of
power; native speaker status is thevefore an issue

NNES professionals NES professionals

Figure I. NES professionals and NNES
professionals are different.

NNES
Professionals

[ NES
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Figure 2. With difficulty, NNES professionals
can become NES professionals.

ol contfidence and identity rather than an issue
of which language the speaker leams as a fivst
language (1.1).
The tinal pusition, shown in Figure 3, draws
on the ideas of rescarchers who argue that the
labels native speaker and non-naltive speaker are in
themselves problematic (e.g., Canagarajah, 1999,
V. Cook, 1999 Jenkins, 2011, personal commu-
nication) since they empbasize the hiclogical
rather than the social factors affecting the 1.2
learning process. Researchers like Amin (2004)
further argue that the native speaker construct-—
ad by extension, the native specker fallacy (ie.,
the idea that the native speaker is the ideal
tanguage teacher)—shaould be eliminated because
this construct “divides the profession according to
acaste system” (p. 74). In Uns respect, researchers
like Krmnsch {1998h) and Velaseo-Martin {2004)
pomnt out that the native and non-native speaker
lahels have no relevance in multilingual or mult-
cultural settings sich as the European Community,
where teachers of English are perceived to he
“intercubtural speakers,” V. Cook (1999) further
proposes the use of the term “multicompetent
language users” {p. I85) as a replacement for the
terms natve and non-native speaker stnee this
term allows L2 users 1o be viewed in a positive light
rather than as “hailed native speakers” (p. 185},

ES S
Professionals Profassicnals

Figure 3. Labels are perceived as problematic,
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The belief that native and non-native speakers
are completely different (as represented in Figure 1)
has been criticized in the field, most insightfully by
Pasternak and Bailey (2004), who argue that being a
native speaker of a language is not the same as being
proficient in that language. They suggest that, rather
than focusing on the native and non-native speaker
constructs, the field of teaching English o speakers
of other languages (TESOL) should place emphasis
instead on issues of language proficiency and profes-
sionalism and that both constructs should be viewed
on a continuum rather than as an either/or proposi-
tion. Figure 4 depicts Pasternak and Bailey’s (2004)
continua of language proficiency and professional
preparation, with four possible combinations. As
we see in the figure, teachers falling in Quadrant 1
are those who are proficient in the target language
and are pro[‘essim)ally ])repnred: conversely, teachers
falling in Quadrant 4 are those who are neither profi-
cient nor have professional preparation. Teachers
falling in Quadrant 2 are professionally prepared
and not proficient in the target language, and finally
teachers falling in Quadrant 3 are proficient in the
target language but not professionally prepared.

Proficient in
the target language

. Not
Professionally | 3 rofessionall
prepared as a P Y

s——— repared as a
language P
guag language
Kewsher 2 4 teacher

Not proficient
in the target language

Figure 4. Continua of target-language proficiency and
professional preparation.

Regarding the problematic nature ol the
terms, and more specifically, the term NNES profes
sional. three additional points need to be made:

1. In spite of the fact that the terms native and
non-native speaker have been challenged by
rescarchers, as argued by Moussu and Llurda
(2008), the same researchers still use the terms
“in order to start constructing their supporting
argumentation” (p. 318).
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2. For years, the term non-native Lnglish speaker
was used with negative connotations. In this
view, being a non-native speaker is problem-
atic because “it defines a group of people for
what they are not” (Matsuda, 2003a, para. 2).
Over the last few years, the term non-noulive
English-speaking professional has begun to be
reclaimed with a positive connotation—arn
idea that many .*;uppurl.1l However, in no was
does this mean that the term has become
widely accepted by all NNES professionals.
In fact, it is not uncommaon to hear NNLS
professionals reject the term due o its nega-
tive historical connotations.

3. The label non-native English-speaking teacher 1s
particularly problematic for novice ESL/EFL
teachers who are visible minorities—those
who do not resemble the stereotypical blond,
hlue-eyed American. In fact, it is not wneon-
mon to find second-generation native speakers
of English whose nativeness is challenged
because they do not look like the idealized
native speaker. Hee Jin Kim, whose scenario
is presented at the beginning ot this chapter.
faced challenges to her native speaker status
due to her appearance, in spite of the fact
that she sounded like a NES. Like many other
professionals, Hee Jin faced mistrust when she
first started looking for teaching positions in
and outside innercircle countries (countries
where English is the primary language) by
administrators who require  that applicants
both look like native speakers and be native
speakers of English? (Clark & Paran, 2007:
Mahboob, Uhrig. Newman, & Hartford, 2004:
Selvi, 2010). In this case, a change in how
leachers present themselves, from non-native
speaking professionals to multicompetent or
bilingual professionals will allow them to sce
themselves in a positive light (Golombek &
Jordan, 2005; Pavienka, 2003).

While Pavlenko (2003) argues that the non-
native speaker label is pu)blcmalic, Medgyes (1994)
argued that what is problematic is the “linguistic
deficit” (p. 33) that NNES teachers suffer fron.
According to Medgyes, it is due o this deficit that
non-native speakers have an “inferiority complex”
(p. 40) and may implement instructional strate-
gies that do not place them in a positive light
vis-a-vis their NES counterparts’ (see Medgyes.




2001, For a list of these strategies). Medgyes's (1983,
Y994 view has been referved to as a “language as
problem” perspective (Kambi-Stein, 2005, p. 77).

Seidlhoter (1949} presents an alternative posi-
tion, one that can be called a “language as resource”
position (as cited in Kamhi-Stein, 2005, p. 77).
Seidlhofer argues that NNES teachers should be
viewed as “double agenis” (p. 235) and that the dual
rode that NNES teachers play adds to their "value” (1o
use Seidlholer’'s term). For Seidlhofer, these teachers
perlorm their role as double agents by sharing their
stucents’ first language and cideure and by helping
10 mediate between the two languages and cultures
{2 point also made by Velasco-Martin, 2004).

CONCEPTUAL UNDERPINNINGS

In this section 1 present an overvew of selected
rescarch focusing on NNES professionals in relation
to nativist and World Englishes” perspectives; the
intersection among race, language siatns, and hiring
practices; the relatonship among self-perceptions,
language probciency: instructional practices; and
issues of wacher preparation. {See also the Celce-
Murcis chaprer on World Englishes, this volume.)

Nativist and World Englishes
perspectives in the language classroom

When 1 started studying EFFL in Argenting in 1965,
mv seachers, all NNES professionals, sought to
provide me with native speaker models with the
nltimate poal of having me sound like an ideal-
ized native speaker, Nowhere was this expectation
more apparent than in the area of pronuncia-
tion. However, although my teachers had received
professional preparation as EFL teachers and had
taken several courses in English phonctics and
phonelogy (with & strong emphasis on British
Received Pronunciation), 1 sincerely doubt that
they themsebves truly Bad command of this variety
of English,

The belief that a native speaker standard is
the only acceptable standard is consistent with
Quirk’s (1990 "moenocenuric” view of the English
Language (as cieed in Jenkins, 20006, 1, 1713, This
monocentslc view, typical of nativist perspectives in
place in the 1960s, applied w both users of ouwter-
vircle varieties {spoken iu countries where English is
widely used for eclucational, political, and business
purposes) and w speakers ot expanding-cirele

varieties (spoken in couniries where English is a
foreign language, like Argentina), In the case of
Amin, a speaker ol'an outer-circle variety of English
{Pakistani English), the expectation that she sound
like an idealized native speaker would not be rele-
vant since outer-circle varietics have gone through
a process of mativizatdon n which these varieties
have developed their own norms, Iy my own case,
as a user of an expanding-circle variety of English,
the expectation that my Argentinian teachers and
I should sound like idealized native speakers was
not realistic either. Expanding-circle users do not
have their own norms bt have instead wadition-
ally retied on innercircle norms (B, B, Kachru,
1985}, In expanding-circle settings, factors like
age, language aptitude, motivation, personality,
affective vuriabies, the learning scuting, the amount
of input received (as well as issues of identity) all
contribute to the variety of English used and/or
the level of proficiency attained,

Today, people who use Epglish in the
expanding and outer circles far oumumber those
who ase English as a natve knguage in inner-
circle settngs {Kachro & Smith, 2008), Fnglish bas
become an “international commaodiny” {Burns, 2000,
p. 2) and is no longer perceived as being the prop-
erty of those i inner<ircle settings (Widdowson,
1994}, At the same dme, the feld of TESOL has
experieaced what B, B, Kachru (1992) calls a “para-
digm shift” {p. 362), in that language teaching—at
lewst in theory—no longer privileges the inner-circle
varieties of English as the only acceptable standard.
In contrast to a monocentric framewark, in which
only one standard is acceptable, what is appreciated
from a World Englishes perspective is “the varia.
tton and cultwral pluralism denoted by the term
Englishes” (Kachra & Smith, 2008, p. ).

In the language classroony; the most evident
consequence of the paradigm shift is that, rather
than having the emphasis of instruction placed
on siudents acquiring a native-like pronunciation,
emphasis is now placed on having them speak inek
ligibly. Intelligibility has been described by Smith
{(1992) as being one of three refated components:

L Intelligibdity, involving the listener’s ability o
recognize words und utterances

2. Comprehensibility, involving the histener’s ability
to recognize the meaning of words or utterances

3. Interpretability, involving the listener’s ability to
understand the speaker’s intentions
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This shift in the goat of instruction from an ideal-
ized native speaker proficiency 10 intelligibility
remnoves the burden from teachers and students of
pying o sound ke someone they are not more
important, it places emphasis on teaching students
0 communicate -for real purposes rather than w
smitate native speakers {Burns, 2000).

Research on intelligibility and comprehensi-
bhility supports fwo ideas. Firsl, the more speakers
(or students) listen 1o a particular variety of
Fnglish, the more they hecome accustomed Lo
that variety and the easier that variety becomes for
them (0 anderstand.? In fact, a study by Moussu
(2010) confirms that longer periods of exposure
1o NNFES teachers positively affected ESL students’
perceptions of their teachers’ prmmmiarirm {as
well as their other skiils). As Moussu {2010) notes,
i could well be the case that snedents rae evidenoe
of pro[’cssionnlism higher than issues of nativeness
in English.

The second idea supported by the research
s that teacher accentedness is independent of
eacher intelligibility {Buder, 2007, Kim, 2008).
In other words, language jearners can in fact
andersiand a teacher who is a non-native speaker.
However, what 4 (eacher's accent has been found
(o alfect is students’ percepuons of comprehensi-
hility; that is, a teacher ]’)ﬁl'(it?i\'t?d to have 4 sltrong
accent is also perceived to he difficult to under
stand (Kim, 2008}, I warn, these pcrccplions lead
students in EFL and ESL serings to have more
positive attitudes toward teachers. with a native
speaker accent {Butler, 2007 Kim, 2008, Liang,
2002). However, it should be noted that, in spiie
of the FFL and ESL students’ preference for NES
reachers, ESL students have oftent been found 1o
have ditficulty ditferentiating hetween a NES and a
NNES accent (Keleh & Ganana-Witliamson, 2002;
Kim, 2008},

As previoushy supgested, the paradigm shift
that changed the teaching goal from producing
speakers with native-like accents o producing
intelligible speakers has not been widely rellected
in actual classraons but-has, insteacd, remained at
the level of seholarship (a poiut (hat is discussed by
Jenkins, ag06h) . In fact, the notions that standard
Arperican and British English are the two presie
gious varieties of English and that NES teachers
are guardians of those varieties are stll alive in
many language classrooms around the world. in
part, the mismatch between theory and praciice
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can be atuibuted to the fact that the system i
which weachers are educated plavs an wporiant
role in shaping their selt-perceptions and belicls.
More specifieally, in expanding-circle settings, it is
often the case that reacher preparation progrians
favor British and North American  inney-circle
janguage models along with inner-circle pedagogm
(i.e., communicative language teaching). For these
reasons, it is ot wusual 1o find expanding-cirele
NINES weachers who measure their proficiency i
relation to that of the ideatized NES and who fava
pedagopies that may not be the ones Mmost Appro
praie to their setting or the ones most relevant i
their students’ needs and wants.

The intersection among race,
language status, and hiring practices

Unfortunately, TESOL  abounds with  storie
showing that the credibility of professionals whi
ave visihle minorities, regardiess of whether they an
native speakers of English, is challenged becauss
they are perceived Lo be nop-pative  speaker
(Chacon, 2006: Govardhan. 900G, Nero, 2000)
Iy fact, as noted by Nero (20063, the pri\'ilcgc 0
white teachers is "nowhere more evident thai b
hiring practices” (p- 99}. This was the case for He
Jine Kim (related in the Experience al {he outsel ¢
this chapter), who sounded like a nagive speake
but did not look like one. As aresult, a prr)spec‘li\
employer chase not 1o hive her.

At this time, there is a small body of researc
focusing on the status of NNES teachers n rek
don 1o hiring practices in TESOL. Two suc
stuckics investigated hiving pracuces i (1) UL
intensive-Enghish - programs (Mahbhoob ¢t al
904); and (2) a variety of institations {privi
Language schools, universitics, and other educ
fional instutions) in the United Kingdom {Clay
& Paran, 2007). Taken together, hoth studic
show that NES weachers far outmbered NNF
tenchers i the programs investigated. n addito
hath studies show that whenever great nmportane
was accorded to native-speaker statts by progral
administrators, there were fewer NES teachers ©
their staffs. Finally, both swdies show that NE
status was the most lmportant hiring CrHeTing dn
accounted for the high aumber of NES wache
in ihe programs (Chark & Paran, 2007 Mahbot
el al., 20043,




in another study, Selvi (20U analyzed the
ah advertisements on the TESOL, association’s
mibine Career Center® and on Dave's ESL Caféb
. popular website that carries job advertisements
rom around the world. T bis analysis, Selvi (2010)
ound that most of the advertsements calted
or “native or native-like/near-native proficiency”
p. 165). Moreover, in some instances, advertise-
nents narrowed down the definition of  native
ifecker 10 applicants with passports from countries
arch as Austalia, Canada, Ireland, New Zealand,
he United Kingdom, and the United States. In
sther instances, advertisers cafled for applications
rom Awerican, Australian, South Afvican, and
Tanadian teackers with European Union passports
o from North Americans “whose first language is
English (no heavy accents)” {Seha, 2010, p. 170),
Che results of this study show that program admin-
strators heavily favor NES over NNES teachers,
Furthermore, the study shows that for these admin-
istralors, native-speaker stais is equated to having
een born in or having a passport from an English-
dominant country.,

Based on the results of these studies, it is
clear that there is a need for NNES professionals
to engage in advocacy Activities (o raise awareness
about discriminatory hiring practices (Sehi, 2010).
s otherwords, there is aneed foradvocicy designed
o disahuse adminisoarors of the potion that the
mative speaker is the ideal language eacher. Iry this
respect, the TESOL assoctation has produced oo
documents: Statement on Nonnatine Speakers of Fnglish
and Hiving Practices (19917 and Position Stalement
against Discrimination of Nowratioe Speakers of Engtish
i the Field of TESOL (200637 The 1991 document
stated that hiring decisions that are based solely
on the native speaker criterion are diserimina-
tory and e in “econtradiction to sound linguistic
research and pedagogical practice” (para. 3). The
Q006 document also opposes discriminarion against
NNES reachers; bt further arvgues that English
fangnage teachers should he proficient in English,
regatdiess of status {navve speaker or non-nagive
speakery and that hiving decisions should be made
based on English language proficiency, reaching
skills, teacher experience, and professional prepa-
ration. These statements have prompted discussion
and raised awarencess about discrhminatory hiring
practices. However, much still needs 10 be done
i change hiring practices in the English language
teacking profession.

While the findings discussed here may paint
a somewhat grim picture, the reality is that NN ES
teachers do get hired. However, as explained by
Amin (2004), teachers who are visible minoriies
tin the case of her research, female teachers}

are often at a disadvantage in the hiring process
because these teachers may lack confidence and
thus not be able 1o present themselves as effee-
live professionais. In turn, their negative self-
perceptions may resultin inssructional practices
that are not as strong as they could have been
had the teachers been able to negotate effec-
tiver teacher identities, Howoever, thi;-; s NOL O say
that these wvisible minorites are not successful
professionals in the field. In fact, the field also
shounds with stories of visible minorities who
have fought the challenges to their professional
credibility and succeeded (Amin, 2004; Braine,
1999: Nevo, 2006). Their successes can be atirib-
uted 10 several factors. Firsy, they serve as inspi-
rational rofe models for their students in that
they reflect the local student populaton (Flynn
& Gulikers, 2001). Second, they develop instruc-
tional materials that are apti-racist.(Amin, 2004)
and draw on their own status and experietices
{de Oliveira, 2011). Third, they create classroom
conditions that contribute to empowering their
students (Kamhi-Stein, in press). Finally, with
their presence in the classroom, they dispel the
netion of the white native speaker as the ideal
teacher (Amin, 2004},

The relationship among self-
perceptions, language proficiency,
and instructional practices

Why should we Dbe concerned with teachers’
self-perceptions? Self-perceptions are important
because they affect how seachers position them-
selves in the classroom (Ramhi-Stein, in press),
contribute {positively or negatively) o instruc-
tional practices, and ultimately affect students’
maotivation  and learning  (Butler, 2004), For
example, Veneza Angel Pabiico’s quotation (in the
Experience section) shows that she views her bilin-
gualism as conuibing to her flexibility, power,
and skillfulness.

The relationship between self-perceptions
and instructional practices is refiected in the
experiences of two public school English teachers
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in South Korea, as reported by Kamhi-Stein and
Mahboaob (2005}, The two subjects in their study
used Rorean and English in the classroom, but
to dilferent degrees and for different purposes.
Specifically, Teacher A used Kovean to transhate
terms that were not easy for the studenis to
access and 1o joke with the students (as a means
of creating a comtortable, relaxed atmosphere).
Teacher B used Korean for most of the class
tune; in her case, classroom  instruction was
limited to having students listen and repeat sets
of sentences in Korean and i English, Teacher
B attributed her linited use of English in the
classroom to her own lack of comfort in using
the language.

The cases of these wo teachers support
research [indings showing that NNES professionals
in outercircle settings such as Hong Koug or
expanding-circle contexts (e, Japan, Korea,
Taiwan, or Greece) may perceive their level of
English language proficiency to be lower than that
of NESs (Butler, 2004; Tang, 19497) and that, more
important, some NNES professionals (in the case
of the research reported here, teachers working
in Japan, Borea, and Taiwan) may perceive their
English Janguage proficiency to be lower thawn i
should be for them to provide effective instruction
in English (Butler, 2004).

These findings may give the misleading
impression that te relationship berween language
proficiency and language use in the classroont is &
shmple one. However, Kamhi-Stein and Mahboob
{2005), in thelr investigation of Korean, Pakistani,
and Argentine teachers {in which the two Korean
teachers previously described participated) found
that the use {or nonuse) ol English in the class-
room was affected by a complex interplay of factors,
Specifically, the extent to which the teachers used
their home language or English was affected by
their perceived and actual proficiency in English
{as measured by a batiery of tests) and their heliefs
about 1.2 teaching and learning. The researchers
also found that the teachers’ instructional prac-
tices retlected, to a large extent, the beliefs of
the cducational systems in which they had been
brought up and were functioning, Based on this
stuey, it appears inaccurate to say that Janguage
proliciency is the sole determining factor contrib-
uting to teachers’ use of English in the language
classroom,
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While 1 have argued that selfperceptions allec
how teachers position themselves in the classroom.
self-perceptions cannot be considered o he fixed
or stable. For example, in the case of NNES profes
sionals, self-perceptions have been found 1o be negse
tively affected by changes in the setting in whick
teachers function, for example, from EFL o ESL
(Kamhi-Stein, 1999; Samimy & Brutt-Griffler, 19499
Specifically, it is not uncomumon o find that EFL
professionals who travel o ihner-circle counrries s
complete advanced degrees shift their self-percegs
tlons, viewing themselves as accenled minories
rather than as model professionals (Chacon, 20068
This shift m self-perception can have a cebiliaeng
effect on the NNES prolessionals @ not properbs
addressed through the kinds of actions described i
the Classroom Applications section,

Issues of language teacher
preparation

Effective teachers have two types of knowledge:
declarative and procedural (Pasternak & Bailew.
2004). Declarative knowledge consists of "knowledge
aboult tacts and things that we know™ (O"Malley
Chamot, 1990, p. 220) . In the case of an ESL/EFL
teacher, thisinvolves a teacher’s ability w explam &
gramatical rule, tor example, Procedural knowledge
consists of "knowledge of the things that we knos
how to do” (O'Malley & Chamot, 1990, p. 233
An example of procedural knowledge for the
same teacher involves the teacher’s ability 1o use
the grammadcal rule automatically in connecte
specch. TESOL teacher-preparation  prograsss
in IIFL settings have shown great concern aboss
NNES teachers’ procedural knowledge as i clag
to their ability to use the English language (c.g
Lavender, 2002). NNES teacher educators i
inner-circle settings have the same concern abcosg
the language proficiency fucus i TESOL teaches
preparation prograns (f. Liu, 1994 Nemichinoss;
Mahhooh, Febuni, & Dogancay-Akouna, 2088
More specifically, Nemtchinova er al. muake thee
case {or Integraring a focus on teacher language
proficiency across the curriculum of TESCH
teacher-preparation courses, [t could be argres
that the ratonale for this concern relies o
the notion that "a teacher’s confidence s mosg
dependent on his or her own degree of language




cmnptrten(‘c“ (Murdoch, 1994, p. 958). Given this
iden, a concern for English language proficiency is
not supprising. Nevertheless, the idea that teacher
educators are responsible for explicitly helping
NINES pn‘)lbssimmls develop their language skills
is often disregarded by ¥ sacher educators’ i
mner-circle settings. In fact, a study by Frazier
and Phillahaum (201 1720192} focusing on teacher
educators in California showed that several of the
participants argued that Janguage (raining was not
part of their job.

In jnnercircle countries in North America,
several studics have depicted a complex picture in
relation 1o NNES teachers-n-preparation enrolled
in teacher-preparation  programs. Specifically,
teacher-preparation inner-circle
settings have been found to place great cognitive
and linguisic demands on the classroom partici-
pation of NNES students (especially in the areas
of reading, writing, and oral classroom participa-
fon). These demands may lead to feclings of high
anxiety (Lee & Lew, 2001 Mosita, 2000). To dead
with such feelings. NNFES graduate students have
heen found to implement variety of coping strat-
egies, including (urning o their NES peers for
support; spending a lot of time writing, rewriing,
and editing thelr papers (Lee & Lew, 2001} and
extensively rehearsing and preparing for their oral
presentations (Lee & lLew. o0 L: Morita, 2000).
NNES (cachers-in-preparation have also reported
gOINg through a sitent perind (Kamhi-Stein, 1099,
Thomas, 1899 and chalienging themselves 1o
participate in classroom discussions {J- Liu, 2004).
While these strategies may give the inpression thal
the burden of meeiing the cogpitive and linguistic
expectations of language 1 acher-education
programs lies solely with the NNES teachers-in-
preparaion. this is far from the vuth. As shown
by Morita {2004) in a stady of female japanesc
graduate students in a Canadian teacher prepara:
Hon program, classraon participation (or nonpars
{i(‘ipminn) is co-constructed. This mcans that the
reacher educators play & central role in creating
conditions that altow teachers-in-preparation fo see
(hemselves as legitimate members of the classroom

programs in

communify—tha is, as graduate students wha have
ideas to contribuge and are worth being listened 10
by their NES peors. Conversely, teacher educators
afso play a rede in creating negative conditions
that place NNES teachers-in-preparation in the

position of “the other,” that is, students who are
physically present in the classroom but, at the same
time, marginalized i terms of participating in
lassroom discussions and activities.

The demands placed on NNES teachers-
in-preparation are not minor. Their transition
From the expanding-circle setting, where they are
typically viewed as outstanding professionals, o
graduate study in inner-circie settings, where (in
the bestcase scenayio) they are often perceived
as accented speakers {Samimy & Brutt-Griffler.
1999 or (in the worst) simply as language learners
(G, Park, 2012}, has an ove -l negative Impact
on their self-perception. Teacher preparation
has been found to be instrumental in helpiug
NNES professionals develop positive selfidentities
in teacher-preparation coursework, particularfy
through classroom agsigniments designed w belp
them demystily the notion of the native speaker.
The work by Bruc-Griffler and Samimy (1999),
Golombek and Jordan (2005), Pavlenko (2003),
and Reis (201 1) providesstrong support for creating
environments in which reachersdn-preparation
engage in discussions about the native and non
native speaker CoNSUUCES and issues of identity.
As a result, NNES teachers-in-preparation who
initially may not perceive themselves as legitimate
owners of the English fanguage come 1o recognize
the native speakey fallacy and, a8 i CONSEGUENCe.
are able o realign their self-percepons. Through
class discussions and classToom assigniments, thev
cau begin to view themselves as multicompeteit
language users and as members of multilingual
comiunities vather than as disempowered non-
native speakers of English.

To reach the goal of empowerment. Bruii-
Griffler and Samimy {1999), for example,
propose a seminar that focuses ol issues related
Lo NNES educators, with the objective of helping
students understand the refationship between
language and power and recognize the impor
tance of creating a ;‘)r()[’essionai community.
Another approach to empowerment is described
by Kamhi-Stein (1999), who proposes a CTOSS-
curricular approach with @ threefold purpose:
(1) promoting refllection on issues related 10
NNES cducators: (2} ensuring thas discussions
on issues related to NNES educators are not
isolated 1o an individual course ot o one group of
Leachers-in-preparation {in this case. the NNESs);
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and (3) allowing NNES teachers-in-preparation
to sec themselves and the issties that concern
them as an integral part of the teacher-prepara-
tion curticwlun,

While clearly there are many positive practices
i some innercircle TESOL teacher-preparation
programs, another issue is the pracicun course,
which has been an ongoing topic of concern
for NNES te;ufhers-in-prepamti()n {Reinton, 2004,
Llurda, 2005; Nemtchinova, 2000), Overall, work on
the praclivisn course has shown that NNES teachers-
in-preparation ave often affected hy concerns
anchored in their staius as pon-native speakers
and, at the same time, by concerns that are typical
of all novice teachers, Drawing on these findings,
Brinton (2004) argues that itis the responsibility of
the teacher educator o create opportunities that
are p(:(lagogica]!y yneaningful and supportive for all
teachersip-preparaton.

CLASSROOM APPLICATIONS

What does this discussion mean for NNES profes-
sionals? In this section, 1 describe a variety ot
strategics that can he implemented o enhance the
English Janguage skills, sociat-affective standing,
and ;‘n'nf{-:ssinmll d(‘\'el:)pm(ﬂ11,f’in\fol\'ctmcm. of the
NNES teachers-in-preparation. White reading this
section, it is important to keep wo points in
mind. First, assuming that the strategies apply to
all NNES teachers-n-preparation is problemanc.
Second, the strategies described in this section
may and, in many cases, do apply to many NES
(eachers-in-preparation as well, I this section |
discuss the strategies in ferms of NNESs; however,
readers should consider extending the ideas to
their NES counterparts as well.

Strategies for English language
development

The scifdirected strategies dise wssed next wie de-
signed o help NNIS teachers (hoth novice and expe-
enced) enhance their English language skills.
Central to the sirategies 18 the idea that the teachers
need o be motivated w implement them,

Work on sounding intelligible (if concerned about
prommciation). This invoives NNES ieachers
heing aware of the sounds or InlonAtion pasterns
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that wiay contribute o miaking their speecl less
intelligible and working w improve these speech
features to enhance intelligibility. For exampie, it 2
conversation class. a stadent from Thailand said, "1
will go to Las Vegas nextnion. . . 2 The eacher asked
the student if he did not have a class the following
Monday. The student rephied: "o .. oL TEXT
mon.” Ar that point the teacher realized that the
stucent wanted 10 say month and the problem was
that he was not able W pronounce the th sound.
tntelligibility can also e hindered by grammat
and prosodic problems. 1f intelligibility is an issue,
then it is important that the NNES teachers iden-
tify what is impeding their intetigibiliey and take
steps o address the relevant issues. Some ol these
steps may involve the NNES teachers engaging in
a cyclical patern of: (1) working on probiematic
sounds and imopaton  pateras in their speech
by reading  passages containing  the  features
() recording themselves reatling the passages:
and (B then listening o their recordings and
engaging in a process of self-correction.

Develop (or, as I prefer, enhance) conversational
strategies. De Oliveira (2011) explains that NNES
reachers may benefit from implenmenting gques
fioning strategies designed 10 seek clarification,
explanation. or examples, For example, rather
than saving, " don't understand” (e A word
or expression), she suggests wsing  expressions
like “T'm not sure 1 know what vou mean. Would
you mind clarifying thate” “Iim not sure what
vou're refening Lo. Would you mind giving me an
example of thatz” or “Would vou mind explaining
that again?" (de Oliveira, o011, p. 233).

Another strategy that can he used 1o enhance
NNES  teachers’ conversational skills involves
fearning about turn-taking (how a speaker rakes
and holds the [oor in conversagony, As ('xpluim‘(l
by LoGastro (2012}, speakers from ditferent
languages and cultures furnction under different
assumptions about fur-taking; thervefore, learning
how and when 1o ke and hold the {loor nus
not be easy for NNESs. For this reason, LoCastre
(2012) suggesis & vartety of cues to assist NNEm
in recognizing that the speaker is getting ready
1o give up the Hoor. These cues include, hut ar
pot limited to, dropping one's pitch or loudness.
slowing down the pace ol one's speech, mitking
unfilled pauscs, inhaling audibly. making cye
contact, nodding ane’s head. and changing one’




hody posture. Theretore, it is important for NNES
eachers (o attend explicitly 1o how these cues arce
used in conversation o understand their interlocu-

wors intentions and expectations,

Prepare in advance to participate in classes and
meetings. Il is not uncommon o hear NNES
teachers say that one of their fears is that their
contribwions {in a graduate chiss, in a meeting
with an advisor, or as atlendees at a professional
meeting) may be overlooked, As explained by de
Oliveira (2011, iFNNES wachers want to he heard,
they need to present themselves “in a professional
manner” (po 2843 To help ow NNES graduate
students accomplish this in their graduate classes, 1
often counsel them to prepare what they are going
to say and stiategize how they are going 1o sav i
Then, in managing group dynamics, I make eye
contact with the students so that they can offer up
their contribution, After students hear their voices
a couple of times, they begin o see themselves as
members of the classroom community and fend 10
ncrease their participaton levels. Rehiearsing what
they are going o say and how they are going 1o say
it contributes to decreasing the level of anxiety that
some NNES gradoate students or teachers may fecel
initially when they are expected (o participate in
class, meet with an advisor. or attend and make
presentations at professional meetings.

Implement macro- and micro-text deconstruciion
strategies to understand how different text types are
organized.  Mucro-lext deconstruciion strategies involve
iddentifving the overall stmctare of a text {wriden or
oral) as well the language features associated with
that particular text, Micreefext deconstrietion stradegies,
om the other hand, involve identifying vocabulary
items, phrases, and clauses that authors use. Both
strategies are helpful 1o NNESs as they seek to
identife text structuares, vocabulary, and phrases,
and clauses that they can incorporate into their
awn written or spoken discourse. In my own case,
1 have found the wse of these wxt deconstruction
strategies partoudarly helpful both as a language
vser and a teacher. Specifically, as a gracduate
student, { used macro-text deconstraceon strategies:
(1) to understand how rescarch articles i jour-
nals such as TESOL CQuarterly were organized; and
() o model my writing after more f’.xptﬁ]'iCl‘lCC(l
authors. For example, as 1 read the introduetion 1o
aresearch study, [ paid attention ro how the section
was organized (e, by understanding how the

authors established what the field had 1o say about
their topic. how they gave a biief summary of prior
vescarch, how they showed gaps in the literanre,
and how they made a statement or asked questions
designed to show how they intended to il the gap).
1 also used micro-lext deconstruction sirategies,
paving attention to the academic vocabulary that
authors used (c.g., analysis, benefit, conclude, date)
and interesting expressions the authors wsed 10
accomphish various discourse moves (e.g., The resulls
of prior vesearch show that . . X argues that . . . Centrad
to this ddect .. .y Flowever, X vesearch suggests that ).
Then, in writing my own papess, Dinodeled my texis
after the texts T had deconstructed—though T was,
of course, carcful not 1o plagiarize.

Use corpora to access authentic language usage.
Corpora are large collections of authentic texts
that are compiled and stored electronically and
are processed by a search engine (D. Liu, 2010).
Three examples of corpora are: {13 the Michigan
Corpus of Academic Spoken English (MICASE), 10
a collection of data from a wide variety of speech
events {eg., lectures, classroom discussions, and
fab sections) at the University of Michigan; {2)
the Corpus of Contemporary American Engiish
(COCA),Y which can be accessed  through
Brigham Young University and contains data for
texts like fiction, popular magazines, NCWSPAPers,
and academic texts; and {3) the Vienna-Oxford
ternational Corpus. of English (VOICE),'? a
corpus that contains natarally occurring data from
non-tative speakers communicating with other
non-native speakers. By conducting searches in
the various corpora and analyzing the results,
teachers can become more aware of issues such
as how English is used by non-native speakers
interaciing with other nonnative speakers (in the
case of VOICE), how American English is used in
different genres (in the case of COCA), and how
Fnglish is used in an academic settings (in the case
of MICASE). (Sec also the McCGarthy & O'Keetfe
and Zimmerman chapters, this volume.)

Social-affective strategies

The strategies discussed next are designed to help
NNES professionals enhance their self-percepiions
{as and if needed). Emploving these strategies
witl ultimately contribute to NNES teachers’

positioning themselves as professionals.
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Engage in a process of reimagiing self-identity.
For many professionals, calling themselves non-
native English speakers is problematic since il
relegates them to the pusition of “less compe-
tent” teacher (Pavienko, 2003, p. 269). Reading
the work of various authors (e.g., Braine, 2010;
Pavienko, 2003; Samimy & Brut-Griffler, 1999)
and reflecting on the native speaker fallacy will
help NNES professionals understand how iabels
affect their seif-perceptions. Using terms like hilin-
gl o multicompetent 1o describe themselves may
‘curm‘i\mte (o their view of self as being twice
as competent. In practical terms, n—:imagin‘i%xg
(using Pavienko's 2003 termn) ithemselves as b}ll‘n-
gual professinna!s could, for exampie, 'I'Cf?lll[ m,
job applications that highlight the pm{.essnnrlals.;
‘biiingu.u.l skills (rather than nan-native skills). _I:th
reimaginarion cdn also result 1 the dlenufice
ton of instructional practices that draw on the
notion of bilingualism as a strength rather than
NNES status as a weakness., One such instructional
practice, in the case where the teacher knows the
students’ L1, is his or her ability to use the Ll w
explain a term that students have difficulty under-
standing.

Buy into the notion that a teacher’s accent does
not mecessarily imply a lack of intelligibility.
Sometimes, NNES teachers’ self-perceptions are
negarively aflected because they have a non-mnative
accent. As noted throughout this chapter, self-
perceptions affect how teachers present themselves
in the classroom and vis-i-vis other professionals in
the field. Therefore, developing an understanding
of what the Held has to say about accentedness and
how accenteduess differs from intelligibility can
cantribute to disabusing teachers of the notion
that they need to sound like a native speaker to be
accepted into the TESOL professional community,

Identify areas of professional strength. Rather
than looking at what they are nof {i.c., native
speakers of English}, it i1s important for NNLES
professionals to develop a strong understanding
of the strengths they bring to the language class-
roat, 1 contend that teachers, regardless of their
language status, can be effective professionals
only if they have a sense of seifworth. To put it in
simple tenus, will students trust teachers who do
not believe in themselves? The answer is no. One
strategy that NNES teachers can use to develop
awareness about their professional assets is 10 make
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a list of their professional swengths (as well as
weaknesses) and to reflect on how these strengths
contribute to their instructional practices. At the
same time, teachers should consider developing o
plan of action to work on their weaknesses.

Find NNES professionals who can serve as
mentors. This is particularly hmportant for
NNES teachers working in inner-circle sestings,
where their professionalism can be challenged.
While getting initiated into the profession in

such sewings s Not easy for any teacher, 1t 1S
usnally more difficult for NN 'S professionals.
For this reason, it is important for them o find
mentors who can help them deconstruct the
educational systemn of the inner circle. The modet
of mentm‘ing: I propose is one of “mentoring as
Lransf'()x's'x1;1ti(i)nal leadership” (Kamhi-Stein &"‘dc
Oliveira, 2008, p. 40). In this model, mentormg
involves: (1) engaging i 2 dyadic {two-way)
relationship in which both mentor and mentee
heneht from the relationship; (2) creating oppor-
unities for professional and personal gmwl}?: z_uvui
{3) engaging in a spiral process in which, as zm-ﬂal
goals are met, new goals are established. Working
with a mentor will help prepaic NNES teachers
16 be suceessful professionals. In twh, based
on the assumption that mentees My be newly
graduated teachers, mentors will also henetit
Decause they will be expuosed to the latest develop
ments in the field, How can NNES teachers find
a mentor? Sometimes, NNES teachers (or NEb
professionals) are assigned 1o mentors through
formal channels in professional associations suck
as TESOL. Other times, finding a mentor witk
whom a teacher would fike to work requires
initative on the part of the potental menee.
However, in identifying a mentor, teachers should
not attend solely to the professional qualificatiors
of the potential mentor since, for the mentoring
relationship to work, it is important that there
be some level of personal comfort between the
mentor and the mentec.

Develop strong support networks. Before e
NNEST TESOL Interest Scction {formerdy #
caucus) was founded, it was not ancommon for
NNES professionals 1o feel marginalized and w
be unable to find their experiences in TESOL
reflected in those of NES wachers. At that 1ime,
finding support petworks o exchange ideas and
discuss issues related o their NNES status was




difficult, if' nog hnpossible, Currently, access (o
professional groups like the TESOL association’s
NNEST Interest Section. ! and Interestsections that
are part of TESOL's affiliates (e.g., the California
afliliate [CATESOLIM or the \-Vushiuglon area
affifiate ITWATESOLD 1 can help NNES profes-
sionals develop a sense of community and can
provide contacts that they may not otherwise be
able to make,

Professional-preparation programs in
inner-circle settings

The strategics diseussed nexe are classroom
accommodation strategies that TESO programs
canimplement o avoid the marginalization
of NNES graduate siudents, The vationale for
implementing these strategies is that (rather than
lowering program standards) they will contribute
W strengthening program qualtty hy raising the
visibitity and contributions of the programs’ NNES
graduate stndents,

Provide an orientation for NNES graduatestudents
from international backgrounds, International
students who enroll in TESOL MA programs
- innercircle conexis mav fack an under-
standing of how graduate classrooms function,
what instrucrtors® expectations are, and so on.
In addition, as previousty expluined, the change
N setting from FFL 1o ESL may alfect the
NNES professionals’ selt-perceptions. Thereflore,
it is Important 1o provide NNES students with
an orientation session so tha their adpstment
Dracess is fess tratmmatie. This orientation session
can be followed wp with individual neetings
o which the NNES student and his or her
advisor provide each other with an updaie on
the former's process of adapiation. As a teacher
educator, T hold individual meetings with all
incoming students 1o learn about theiy profes-
sional goals and expectalions. In addition, I meet
with NNES studen s {as needed) 1o help them
strategize their classroom participation,

Iplement strategies designed to balance student
participation in the classroom. One of the areas
of greatest concern for NNES graduate students
enrolfed in teacher-preparation pragrams is oral
classroom participation (Barrat, 9010 Kamhi-
Stein, 1999) 1 is not URcormmon 1o hear NNES

graduate studens complain that class discussions
move o fast and that they encounter difficulties
entering conversations given their lack of famil-
tarity with turn-taking  conventions. Therefore,
teacher educators need (o mmplement batanced
participation stategies (i.c., strategics that create
an environmert conducive to the participation of
all studenis) as a solution, s least in part, to the
problem described. Examples of balaneced partici-
pation strategies include implementing a wait-time
petiod so that all students have an opportanity
to think about their answers before responding:
inviting students o volunteer 1o respond, and
calling on different volunteer studdents to hear
different voices: making arangements with indi-
vidual students so that they conduct the warm-up,/
review ae the beginning of class or the summary/
closure activity at the end of class; and having
studernes work in groups in which every person has
o make a contribution, These strategies have two
goals. First, they give all studenis an equal oppor
wnity to be heard. Secand. becanse they mirror
strategies that are typically used in language class-
rooms, faculty can have students engage in reflec-
ton activities o create student awareness abous
chassroom participation. In my own case, doing
this usually contributes 1o my students” enhanced
understanding of the important role that (he
teacher plays in creating classcoom environmenis
in which either all scudents feet aceepted or some
are putin the position of the “other.”

Implement online asynchronous forum discussions,
Forum discussions that exist as part of a course's
wehsite or course management  svssemn  allow
students o participate ay their own pace. While
these features may  henefit all students, they
have been found w be particularly helpful for
NNES students since they promote active partici-
patton withouwt putting students under pressure
o perform. They also allow students “ro hear
multiple voices and perspectives”  (Kamhi-Stefn,
2000, p. 448), voices that for linguistic, cultural, or
personality reasons may not surface in face-to-face
discussions,

Integrate discussions and activities designed (o
raise awareness about NNES teachers’ issues across
the curriculum of the TESOL program. Topics
such as the native speaker fallacy, the relation-
ship {or lack thereof) between accentedness and
intelligibility, the reality of Workd Englishes, and
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the relevance of various leaching methodolo-
gies 1o ditferent types of societies {e.g., Western,
Asian, and Afvican) are central 1o the preparation
of English language teachers. An approach o
instruction on NNES issues implemented across a
variety of courses in TESOL programs will provide
all furure teachers, NES and NNES alike, with
multiple opportunities to systematically examine
these topics, In addition, implementing a cross-
curricular approach to issues of tnterest 10 NNES
prolessionals promotes  meaningful  dialogues
bewween NESs and NNESs and prevents the larter
[rem being marginalized, Some of the activi-
ties that raise awareness of NNES issues include
writing linguistic wutobiographies; researching
hiring practices in various geographical areas,
along with the beliefs supporting such praciices;
and analyzing exenplary practices implemented
by NNES professionals.

Put NNESs in the position of consultants and
experts, NNES graduate students bring 1o
TESOL programs a wealth of knowledge and
experience. Drawing on this knowledge and
experience will beirefit the graduate programs in
which rthese students are enrolled. Therefore, it is
important to view them as sources of knowledge
rather than as individuals who bring deficien-
cies or gaps to the programs in which they are
enrolled.

Work on issues of English language proficiency
(both perceived and real). Sometimes, NNES
teachers  belieoe that their English  language
proficicney is not good cnough o teach in an
instructional seiting. However, i1 many of these
cases, the problem is one of self-perception. In
this case, doing sclfstudies or getting hands-on
experience teaching langoage learners will give
teachers the secasity and contidence they need o
succeed. On the other hand, in those cases where
language proficiency really is a problen, it may be
necessary o provide language support. The type of
support provided will depend on the prospective
teachers’ needs. For example, such support could
involve assigning conversation parmers 1w those
students who need o enhance their language
fluency or integrating a language-development
component into the classes that graduate students
ke (D Liu, 1999), For example, in grammar or
Hinguistics courses, students could work on their
own use ol straciures, idioms, or word collocations;
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in phonetics classes, they could investigate tf
articulations of speech sounds (DL Lig, 19
or focus on their performance in planned
unplanned speech.

Professional development and/or
involvement

The strategies discussed next are designed o ra
the status of NNES professionals in the field whi
al the same time, providing novice NNES teach
with models they can emulate. (See also Crand
& Finn-Miller, this volumne)

Serve as mentors for novice NNES teache
Serving as mentors for new eachers is an e
tant form of professional service. In addition,
I have alveady explained, the mentoring relatic
ship brings benefits not only to the mentee but
the mentor oo,

Participate in professional associations. Profc
sional associations are always in need of new leade
Given that NNES professionals bave heen langua
fearners, they have an enhanced undersianding

the language learning process as wel as of the nee
and wants of English language learners. Therefon
they can make excellent contributions 1o local, stat
and inrernational associations,

Monitor hiring practices, take action, and brir
discriminatory practices to the attention of profe
sional associations. This importoy advoca
activity has o goals: (1) 1o educate adminisirato
aboat the myth that the native speaker is the ides
teacher; and (2} 10 work with professional associ:
tions 1o develop ant-disaiminatory position stat
ments and job-advertising pracices,

FUTURE TRENDS

Jusr as hanguage dlewmners canrer be considere
to be a monolithic group, ncither can NNE
professionals. Given the diversity among NNE!
professionals, there is a need to expand the researc]
in towr directions. First, it is important 1o contin
presenting nuanced descriptions of NNES prodes
sionals. Such descriptions should not be limited 1«
professtonals in expanding-cirele settings; insteacd
they should include professionals in inner-cirele




countries like the United States, where there are
growing munbers of NNES language teachers who
are lomgsterm inunigrants, Second, it 18 impor-
tans to address the ssue ob hiring practices in
inner- and expanding-ircle countries related to
NNES prolessionals. Tn this area, there is a need

to identifv hiring practices in various geographical
areas and work within professional associations to
develop advocacy action plans addressing discrimi-
natory hiring practices, Third, in expanding-civele
countries there is a need 1o look at teachers” and
students’ perceptions about the ownership of the
English language as well the relationship berween
stich perceptions and teachers’ instructionat prac-
tices. Finally, it is important to understand whether
the English language is becoming nativized in
specific expanding-cirele settings and, where this is
the case, to identify the features of these varieties
ol English {Seidthofer, 2004).

CONCLUSION

In this chapter, [ have argued that English is no
jonger perceived as the property of inner-circle
speakers; however, the teym non-native English-
speaking teacher has continued 1o be used in
TESOL. While some professionals argue for the
need 1o find a new term, others have hegun o
rectaim he term. What is a fact in relation to the
rerm nonnative English-speaking teacher is thal
it continues o be problematic, particularly for
novice teachers who find their credibiliny chal-
fenged because they may not sound or fook like an
iclealized native English speaker. In this respect,
there is an urgent need for advocacy activities
designed to address discriminatory hiring practices
and 10 edueate adminstrators about the native
speaker fallacy.

I have alsu argued that being a native
speaker of English is different from being profi-
cient in English. Teachers do not need to e
native sprakers of English to teach the language.
Instead, what is needed is a high level of profi-
cieney in English, although how high this Jevel
needs to be depends on a variety of factors,
including but not limited to the setting in which
the teachers funcion, the skitl areas being taught,
the purposes [or which students are sudving
Engtish, and the students” own Jevel of proli-
ciency in English.

SUMMARY

»  Being a native speaker of Enghish is not the
same thing as heing proficient in English.

> [ssues of language proficiency and profes
sional preparation need w0 he viewed as
a continuum rather than as an either-or
proposition,

»  Fnglish is an international commodity and
cannot be perceived as the property of inner-
circle speakers. Language teaching can 1o
jonger privilege  inner-civele arietes  of
t.nglish as the only acceptabie standard.

¥  Olten imbued with negative connotations in
the past, the termn non-native English speaker
has begun to be rechiimed as having a posi-
tive connotation,

»  Teachers who are members of visible minori-
ties may find their professional credibility
chaltenged simply because they do not look
ke an idealized native English speaker.

»  There is a need for advocacy and action
0 educate achinistrators concerning the
value that NNES professionals bring 1o the
profession.

¥  The extent to which teachers use English in
the classroom (when teachers and students
share a L1} s alfected by many factors,
including teachers’ actual and perceived pro-
ficieney in English, their beliefs about L2
teaching and learning, and the beliefs ol the
educational system in which they have been
educated and function.

»  Fliective language leacher-preparation pro-
grams have been found to be insttumental
in helping NNES teachers view themselves
as muliicompetent language users and as
members of multifingual communities rathey
than as disempowered non-native speakers of
Lnglish,

P Language teacher preparation programs in
inner-circle setings need o more effectively
integrate opics of refevance to NNES tcach-
ers into their courses,

DISCUSSION QUESTIONS

. Are vou convinced that the native speaker fal-
Lacy exists? [T so, what are the arguments tha
have convinced vou? Are there any additional
arguments thar should have been considered?
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2. How do vou perceive yourself {as a native
speaker, a non-native speaker, a multilingual
speaker, or some other categorv)? Does the
fabel affect how you position vourself’ in the
field of TESOL?

3. Have you cver experienced discriminatory
hiring practices, or do you know someonc
who has? What were the circumstances? Do
You agree with the idea that there have been
some small, though positive, changes in hiring
practices? Whar do you think needs 1o be done
lo change administrators’ views about hiring
highty qualificd NNES teachersy

SUGGESTED ACTIVITIES

1. Tdentify the setting in which you teach {or are
planning ro teach). Then, make a list of the
strengths vou bring to the language classroom.
In making the Ist, consider issues of reacher
preparation, language proficiency, and socio-
cultural knowledge, Then, identify the areas
of concern to you; that is, make a list of VOUr
weaknesses, Finally, design an action plan,
What strategies are you planning to implement
te Improve vour skilis?

2. Reflect on the strategies vou have imple-
mented o enhance your English or foreign
language skills, social-affective standing in the
fiekd, and professional preparation. Are there
other strategies vou can add to the list? Share
them with your colleagues or professional
networks.

3. Find an exemplary teacher who has an accent
that distinguishes him or her from the jdeal-
ized native speaker. Interview the teacher,
some of his or her students, and an adminis.
trator, What factors contribute o the teacher's

succesy in the classroom from the points of

view of the teacher, the students, and the
administrators

FURTHER READING

Braine, G, (200100, Nonnative specher English teach.
ers: Research, pedagogy and frofessional growih,
New York, NV Routledge.
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This book, written by a founding member of
TESOL's NNEST Caucus (now NNEST hierest
Section}, describes the roots of the NNES teachers’
movement and provides a summary of the rescarch
focusing on NNES professionals,

Kubota, R., & Sun, Y, (Eds,) (2019), Demystifying
career paths afier graduate school: A guide for see-
ond language professionals in higher seducation,
Charlotte, NC: Information Age Publishing,

This collection of articles provides a variety of prac-
tical suggestions on how to develop a successtul
academic career.

Morita, N. {(2004). Ncgoti:ﬂing participation wand
identity in second language academic comunu-
nities. TESOL Quarierly, 38(4), 573-604,

This research study describes how six female
graduate stadents from Japan negotiated their

participation in the classes they took.

ENDNOTES

? See, for oxa mpie, Matsuada's C20034) article. in which he unpresies his
prride in being celled a non-native speitker,

Y1 should note that oftenumes emplovers' idea of wheo iy 4 milive
spesker is problematic sisce it is sometimes dependent on the
apphcant’s last e, the cownoy isuing the passport, or the
applicant’s place of hirth (Selv, 9010,

* One Dimitstion of researeh onselsperceptions is g, as Medgves
{1994} explains, conclusions re made hased on teanchers
seltreported dati A review of the fist of het perceied diifer-
enees in weaching behavior between NES and NNES professionals
sugpests that the NNES professiomals implewens insirctional
pracices that we not “valued” ig the contest of modem peda-
gogival practices, Therelore, 4 question thu should be asked s
“Whit counes as goad pedagopy e specifie vincultiral contexis?
(Lin, Wang, Akansisu, & Riws, 2605, 5 2105

Fsee the summary o research findings in Pickering (90063,
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