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ABSTRACT OF THE THESIS

Nonnative Speaker Teachers’ Professional Identifibe Effects of Teaching Experience

and Linguistic and Social Contexts

by

Ka Hye Chung

Master of Arts in Applied Linguistics
University of California, Los Angeles, 2014

Professor Katrina D. Thompson, Chair

While a growing number of second language couasestaught by both native
and nonnative speaker teachers, the assumptiomakige speakers are inherently more
effective teachers is still quite prevalent, brimgichallenges to the construction of
nonnative speakers teachers’ professional idestitienis study problematizes the
dominance of “nativeness” in second language legraind teaching precisely because
the concept greatly influences and shapes the wayshich nonnative speaker teachers
establish their expertise and credibility in thassroom. Even though issues related to
these teachers are not limited to the field of heag English as a second language, to
date, the majority of studies on this topic haveteeed on speakers and teachers of the

English language. As societies become increasimgjtiingual and multicultural,
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however, the dichotomy between native and nonnajpeakers needs to be reexamined
by taking into account speakers of languages atii@n English. Similarly, the self-
perceptions of nonnative speaker teachers neee itovbstigated in terms of the unequal
power relations involved in the labeling of natiaed nonnative speakers. Using semi-
structured interviews with nonnative speaker teexbé English, Spanish, Japanese, and
German, this study investigates the factors thidctafooth teaching practice and the
ongoing construction of teachers’ professional idies. The most critical factor
contributing to teachers’ self-empowerment is tloéiam of their “near-nativeness,” a
concept which reflects their nonnativeness as aslheir experiences learning a second
language and their attainment of a high level afipiency in their second language.
Identifying as near-native speakers enabled ancdbemed teachers to confront and alter
their students’ prejudices and negative stereotgbesit nonnative speaker teachers. At
the same time teachers still report a certain degfensecurity as nonnative speakers
particularly in the presence of heritage languageents in their classrooms, precisely
because teachers conceived of these students astipbthative speakers with more
intrinsic access to the target language. The fgsliof this study suggest that nonnative
speaker teachers can become successful teachemmlacing their nonnative speaker
identities and by capitalizing on their particulawareness of the language learning
process. The study findings provide insight inte tonstruction of the professional
identities of nonnative speaker teachers, thushéurtcontributing to their self-

empowerment.
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1. INTRODUCTION

Nonnative speakers teach a growing number of usityelevel language courses
in the U.S., yet the myth of the native speakaragherently model speaker and ideal
teacher is still widely accepted. This fact preseatallenges for nonnative speaker
teachers and can result in their professional mahgation. Furthermore, the assumption
that native speakers make better teachers reirgdiheeunequal relationship between the
two speaker groups in the field of second languegening and teaching.

At the center of nonnative speaker teachers’ ithentinstruction lies the
dichotomy of native versus nonnative speakers disawe¢he construct of the idealized
native speaker and issues of language ownershenative versus nonnative speaker
dichotomy becomes more complicated and controMeasiaocieties become more
multilingual and multicultural. The social consttwé the idealized native speaker needs
to be called into question because it does notogpiately reflect language use in reality
and involves other factors such as race, ethnigdtipnal origin, and accent. Also,
nonnative speakers’ professional identity formatieeds to be understood in relation to
language ownership because identity is interagtimebotiated in the power dynamics
between nonnative speakers and the target languoegeunity. That is, negotiation of
identity occurs as an interplay between individsedf-positioning and others’ positioning
of the individual (Pavlenko & Blackledge, 2004).reference to this dynamic, Davies
(2003) claims that it is possible for successfebsel language learners to gain native
speaker membership, a possibility which is deteechiby their level of confidence and

their identity. The present study aims to invesedaow nonnative speaker teachers



negotiate their professional identities and teaglpiractices vis-a-vis the social construct
of the native speaker.

The vast majority of research on nonnative spetdaahers’ professional
identities have centered on English language tegcheaving issues related to nonnative
speaker teachers of other languages rarely distussduding a study of Englisia,
lingua franca along with other languages that do not hold suphestigious status, the
present study aims to examine whether or not poglations involved in nonnative
speaker teachers’ identity negotiation emerge @diffdy depending on the status of the
language in question. It also aims to investigatelanguage-specific challenges that
nonnative speaker teachers face in their professiaorder to gain a broader
understanding of how nonnative speaker teacheestiiies are constantly negotiated and
transformed by their experiences in their profassparticipants who are teachers of
various languages were selected. By probing theatore speaker teachers’ lived
experiences, the present study seeks to explorenbawative teachers of various
languages form their professional identities, rémgahe factors that are involved in
their self-perceptions, attitudes, and beliefs alloeir teaching practice.

Identity construction is not fixed but an ongoinggess that is impacted by one’s
social, cultural, and linguistic experience (Norta000). In order to bring to light the
defining factors involved in their identify format, the study will explore the effects of
these nonnative speaker teachers’ experience miihggthe target language, as well as
the impact of their teaching expertise and thegetlanguage proficiency in their self-
conceptualization and their teaching practicesoAbecause identity is not fixed but

dynamic and contextually shaped, it is importaribtik at how participants negotiate



their multiple identities as second language lea;repeakers, and teachers. As Brutt-
Griffler and Samimy (1999) suggest, “the issue®ined in nativeness must first be
articulated through the experiences and self-regmtasion of both nonnative English-
speaking teachers and native-English-speaking ¢eath challenge the professional
boundaries and their ideological basis” (p. 429)ifgluding teachers who have
experience teaching both their native and nonn#tinguage, this study hopes to
scrutinize the teachers’ self-perceptions. Theisib@ experiences are a window through
which we can see how they make sense of their tegginofession and how they frame
their native and nonnative speaker identities wegpective languages. The ways in
which they make meaning out of their on-site exgrees allow us to see how they frame
their native and nonnative speaker identity witkpet to the language they teach and
allow us to examine the validity of the notion, aiPhillipson (1992) coined #se

native speaker fallagyvhich is that native speakers are more effec¢ti@@ nonnative in
teaching target languages.

The present study is therefore designed to loakhiotv nonnative speaker
teachers establish credibility and empower thenesehs language teaching professionals
as they encounter various challenges and diffiesiitn their daily practice. While
investigating the social and linguistic experientted disempower these teachers, the
study will at the same time examine the factors tbatribute to their self-empowerment,
including how they take advantage of their nonreatipeaker status and qualify
themselves as legitimate teachers. Phillipson (1888 Kramsch (1998) claim that non-
native speakers, with their own language learnkgegences, have certain advantages

that in fact make them highly qualified teacheigelise, Medgyes (1992, 2001) argue



that, though they necessarily have different stilesidooth native and nonnative speakers
can be equally successful teachers in their owmdemn order to explore the participants’
self-images as target language teachers, the stilidhnalyze their perceived strengths,
the source of their insecurities, and the wayshictvthey present themselves to the
students. The focus of the present study therdiegenot in identifying the strengths and
weaknesses of nonnative speaker teachers, buidimd@ how they develop a sense of
agency, how they understand their roles in class h@w they negotiate their identities in
the profession.

Several studies have problematized the binaryidivief native versus nonnative
speaker, and have criticized the use of the termnfiative speaker” in particular because
of the misleading notions it implies (Rampton, 19B@vies, 1991; Kachru & Nelson,
1996). As Moussu and Llurda (2008) argue, “therstilsno theoretical evidence for the
need to distinguish between these two categores318), particularly as it is often
difficult to categorize individuals into either onéthe two groups (Rampton, 1990; Liu,
1999Db; Brutt-Griffler & Samimy, 2001). A few studidave suggested alternative terms
though none of them have caught on; the distindtietveen the two speaker groups as
well as the terms “native speaker” and “nonnatpeaker” remain widely used in the
literature for practical reasons (Arva & Medgye80@). Likewise, Braine (2010) noted
that in TESOL (Teachers of English to SpeakerstbeOLanguages), the term
“nonnative speaker,” rather than the alternativesosuggested in the literature, has been
commonly used in presentations and publicationsamative speaker issues. The
present study will use the terms “native” and “native” precisely because nonnative

speaker teachers themselves have consented toeus#rh “nonnative” when they



established TESOL NNEST (Nonnative English Spedkachers) Caucus in 1998 and
the distinction of the two speaker groups is cemdrshe discussion of nonnative speaker
teachers’ professional identities.

The purpose of the present study is not to gerzeréiie participants’ experiences
and self-conceptions but to shed light on the wayshich they construct their identities
and establish themselves as qualified professiolmatyder to identify the major factors
that are involved in the ongoing formation of thaiofessional identities, the present
study employed one-on-one interviews that includeen-ended questions, a format
which allowed themes to emerge naturally. | hoe the findings of this study provide
insight into the construction of nonnative spedkachers’ professional identities and

further contribute to their self-empowerment.



2. LITERATURE REVIEW

2.1 Who is a native speaker? Who is a nonnative sjgeer?

Nonnative speaker teachers’ identity constructieads to be first examined in
relation to the ways in which the terms “nativeams” and “nonnative speaker” are
defined. Deciding who is a native speaker and vglenon-native speaker is a complex
matter in two respects. First, the definition ofivaspeaker tends to circulate, resulting
in nonnative speaker being negatively defined ajanative speaker (Davies, 1991).
That is, rather than being defined on its own tetims nonnative speaker is defined as a
speaker who is considered not a native speakerthateloes not have the characteristics
of the native speaker. Second, the defining feataf¢he native speaker involve notions
that are socially constructed. While being boro imlanguage and learning it in early
childhood are commonly discussed features of nafpeakers (Davies, 1991; Kramsch,
1997; Cook, 1999), other social factors also came play, making the issue far more
complex than it may initially appear. For examjidayies suggests that membership into
a community of native speakers is “a matter of astfription ... that members decide for
themselves” (p. 8). Accordingly, a speaker who dbss himself as a native speaker has
to “identify with other native speakers” (p. 8)thre speech community. In this sense,
confidence and identity is central to claiming natspeaker membership. Davies also
suggests that one’s social acceptance into thectsp speech community is a defining
element; this view is shared by Kramsch, who stiitasbirth, education, and linguistic

competence are not sufficient for claiming a naspeakership and that “one must also



be recognized as a native speaker by the relewamtncinity” (p. 363). In her study,
however, Kramsch did not further explore the spedtsctors that play a part in the
community members’ judgment of whether or not sameeis native speaker. As these
studies therefore show, there is no agreementeddhinition of native speaker or
nonnative speaker in the literature, which has @aliogly generated debate on the
validity of the notion of native speaker in general

While there is no clear definition of the nativeeager, many factors have been
found to be associated with the notion. The magotdrs discussed in the literature are
race, ethnicity, accent, and national origin. Baraple, Amin (1997) shows that ESL
(English as a Second Language) students assume titather’s race, nativeness, and
language ability are connected. They assume thmdy White teachers can be native
speakers of English” (p. 580), a notion that exekitkachers of color. This assumption,
combined with the students’ belief that only natspeakers speak English properly
results in the false assumption that teacherslof coust be nonnative speakers, and that
they are therefore less capable of teaching Entiish their White counterparts. In a
similar vein, Brutt-Griffler and Samimy (1999) fintdat national origin and accent are
the major characteristics that are “socially heldepresent those of the native speaker”
(p. 416). This finding is supported by the resuit€hen and Cheng (2012), which
demonstrate that, because of their foreign namesecents, nonnative English speaker
teachers at a university in the U.S. were freqygrelgyged as nonnative speakers by their
students. Chen and Cheng also found that thoseativanieachers who had a more
American accent felt more secure than those whaalidvhen they had to deal with their

students’ questions about their cultural identt§hat the findings of these studies show



is that the notion of the native speaker is sogi@tinstructed, and is a notion that

involves several biological and social factors #u& assumed to represent characteristics
of native speakers. With reference to this, Leung.1997) state that even though
language, ethnicity, and social identity are irdlated, the relationship among the three
factors is not fixed but changeable. Likewise, Rein1990) argued that one’s ethnic

background and national origin do not corresporiti V@inguage ability.

2.2 Different approaches to the issue of native amibnnative speakers

Researchers have taken two differing approachdsetstudy of nonnative
speaker teachers. The first approach suggestagyhdivision of native speaker versus
nonnative speaker, and asserts that the diffeegptd of language proficiency between
the two groups ultimately lead to significant difaces in instructional practices, which
were mostly language-related. For example, thowgtides not clearly present what
factors define one as a native speaker aside fenguhe language as a first language,
Medgyes (1992) divided speakers of English into dighinct categories based on their
native speaker status. Medgyes’ claim is that pagpeakers have linguistic competence
that nonnative speakers can never achieve no nattemuch time and effort they
invest in learning the second language. In the ssanse, Medgyes made a clear
distinction between native proficiency and nearvegproficiency, presenting the latter as
the highest attainment for nonnative speakers. Alicg to these distinctions, nonnative
speakers are permanent learners who can neverthebsrder between native speaker

and nonnative speaker. Furthermore, Medgyes cldiatgecognizing such differences is



beneficial for both groups of teachers becauselgshthem to be aware of their own
limitations as well as their own potential, anditbmately become successful teachers.
In addition, he argues that both groups of teacheth their different strengths and
weaknesses, can be equally effective teacherseomaivn terms. Also, Medgyes (1994)
and Reves & Medgyes (1994) investigate differemeta/een native and nonnative
English speaker teachers in terms of teaching bhehand concluded that the
discrepancy in their levels of language proficierscthe primary factor in the differences
in their teaching practices. This study is suppmblig Arva & Medgyes (2000), who
maintained that nonnative English speaker teacheutd never be on an equal level
with native English speaker teachers in termsngfuistic command in all four areas
(reading, writing, listening, and speaking).

These approaches that maintain a binary divisedwéen native speaker and
nonnative speaker (Medgyes, 1992, 1994; Reves &gyks] 1994; Arva & Medgyes,
2000) are grounded in the concept of linguisticaligfwhich is defined as the language
proficiency of nonnative speakers measured agthasof native speakers. In this
approach, nonnative speakers are positioned asdetass speakers, and the gap
between the two speaker groups is permanent. Qil6] addresses the problem using
the native speaker as the target for second lamgieagners, meaning that nonnative
speakers are not described in their own right byt m comparison with native speakers.

Furthermore, Medgyes (1994) viewed being born akanguage as a defining
characteristic of all native speakers, which consetly decides one’s proficiency in the
language. He claims that nonnative speakers asedéiable sources of both linguistic

and cultural knowledge, while native speakers grbitih representatives of English



language and the cultures of English-speaking cmstEven though, in these studies,
there is no clear definition of native speakerpa@sated out earlier, if we use birth and
acquisition in childhood as defining elements, ibanative speaker can never become a
native speaker no matter how competent he is itafget language simply because he
can not go back and change his language learngtgrizi Cook (2005) argues that if we
define native speakers as people who use thddirgtiage learned in childhood,
“nothing learnt in later life could qualify you asnative speaker” (p. 49). Examining the
concept of native speaker within the frameworkexfand language acquisition, Cook
(2005) concludes: “L2 users should be judged bytey are, L2 users, not what they
can never be by definition, native speakers” (. 50

In contrast, the second approach to the issuemiatore speaker teachers calls
into question the idea that native speakers andatore speakers are two distinct groups.
Davies (1991) challenges the idea that “a natieaker is uniquely and permanently
different from a nonnative speaker,” instead plg@peakers on a continuum rather than
a dichotomy (p. 45). Additionally, he insists tltas possible for adult second language
learners to move along the continuum and to acouative speaker competence. He also
refers to this competence as a source of confiddérates essential for individuals to
claim native speaker membership. In this respechéiieves that native speaker status is
decided not only by linguistic competence but dgself-ascription, meaning that one
identifies oneself with other members in the naipeech community.

In similar fashion, as the basis for their arguneagdinst the dichotomy of native
versus nonnative speakers, Kachru and Nelson (1®8&)yed to “the great variety of

users and uses of English today” (p. 77-78). Ttlaim is that the labeling of native and
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nonnative speakers is too simplistic as it overtodiversity, more evident today than
ever before, in the use of English. Drawing attanto the status of English as an
international means of communication among speakerarious sociocultural and
linguistic backgrounds, they point out the, in famplicated nature of deciding who
will be labeled an English speaker. Kachru & Nelfather assert that the labeling of
native and nonnative speaker that “used to be sdartably available as a demarcation
line between this and that type or group of usé&nglish must now be called into
serious question” (p. 81). Though the languagekerpresent study do not hold such a
prestigious position a& lingua francaand therefore may have less diversity in terms of
users and language varieties, the binary divisfarative versus nonnative speakers is
nevertheless a complex issue that can be obsanegery language, especially as
societies become more multilingual and multicultura

A number of studies have questioned the nativekgpearsus nonnative speaker
dichotomy within the framework of second languagpgahing and teaching (Phillipson,
1992; Amin, 1997; Kramsch, 1997; Braine, 1999; Bfaitiffler & Samimy, 1999; Liu,
1999b). Phillipson (1992), for example, coined timen native speaker fallagyarguing
that the belief that the ideal language teachamative speaker of the target language
has no scientific validity. According to him, tharpary qualities that make a good
teacher are knowledge of the target language aghininto the language learning
process, qualities which are not innate but aréllexs, whether a teacher is a native or a
nonnative speaker of the target language, throegther training. In addition, he asserts
that teacher training can help nonnative speakeasquire assets assumed to be

exclusive to native speakers. Furthermore, accgrairfPhillipson, nonnative speaker
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teachers who have undergone the process of seangddge learning and have
successfully achieved near native proficiency mayehdeeper insight into the students’
needs, which may in fact make them better qualtitettach target languages than their
native speaker counterparts. Additionally, he rsjélce idea that language teaching
intrinsically involves imparting the culture of na speakers, insisting instead that
nonnative speakers who do not have such a cubackground can still teach the target

language successfully.

2.3 The notion of the idealized native speaker

Other researchers have questioned the dichotomgtofe versus nonnative
speakers by critically scrutinizing the construmftshe native speaker and the mother
tongue. Essentially, these studies have concluddltere exists no such thing as a
“native speaker” or a “nonnative speaker.” In hiobThe Native Speaker Is Dead!
(1985), Paikeday examines the meaning of the tetmenspeaker, concluding that the
concept “represents an ideal, a convenient fictoorshibboleth rather than a reality like
Dick or Jane.” A similar stance is revealed in Kezim (1997), who draws attention to the
disparity between the conventional concept of #eve speaker and language use in
reality. She asserts that the native speaker isiaginary construct that fails to
adequately reflect the linguistic repertoire of mapeakers in real life. This approach is
also shared by Ferguson (1982), who states, “Thdenhystique of the native speaker
and the mother tongue should probably be quiethpped from the linguist’s set of

professional myths about language” (p. vii).
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Calling into question the widely held notion of thative speaker, other studies
put forward alternative concepts for describingredationship between people and
language. These studies take into account the spgagency and the social context in
which language is used, placing particular emphasithe changing nature of the
relationship between people and language. Leungjsiand Rampton (1997) also
challenge the notion of the native speaker, instadlthg itthe idealized native speaker
because the term describes White monolingual speakadeal speakers of English
while marginalizing ethnic and linguistic minorsieTheir argument is that the notion of
the native speaker assumes a fixed relationshipdaset one’s ethnic background and
one’s language use, thereby overlooking the compkeys in which one’s linguistic
repertoire is formed through the negotiation betwethnicity and social identity. In
addition, they put forward the concept that Rami®90) proposes as an alternative
conceptual framework for describing speakers’ reheship to languageéanguage
expertise, language inheritancamdlanguage affiliation The termanguage expertise
refers to one’s level of proficiency in a languagaguage affiliatiorrefers to one’s
sense of attachment to a language,landuage inheritanceefers to one’s birth into a
social group traditionally linked to a particulanguage. Introducing these concepts that
separate linguistic competence from sociolinguistantities, Rampton (1990) insists,
“the notion of expert shifts the emphasis from ‘wlowu are’ to ‘what you know™ (p. 99).

Even though several scholars have criticized thargidivision of native and
nonnative speakers, the terms “native speaker*aninative speaker” continue to
circulate, perpetuating the assumption that napaakers are permanently superior to

nonnative ones (Rampton, 1990). For these reasohslars have proposed alternative
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terms, includingexpert speaker@Rampton, 1990ynembers of a speech fellowship
(Kachru, 1985)proficient users of Englis(Paikeday, 1985), etc. Even though these
terms are justifiable on both linguistic and idepéal grounds, none of them have been
widely used to replace the terms “native speaked ‘@monnative speaker” (Arva &
Medgyes, 2000), both of which continue to be extahg used in the language teaching
profession. Noting this, Clark and Paran (2007uartpat emphasis on language
competence has not succeeded in eliminating thefubse labels native speaker and
nonnative speaker. In addition, Medgyes (1992) esdghat the alternative terms do not

offer definitions that are any more accurate thendriginal terms do.

2.4 The power relations in the labeling of nativeeakers and nonnative speakers

The power relations in the labeling of native andmative speakers and their
attendant professional issues have been frequexylpred in the literature. For example,
Davies (1991) maintains, the binary division ofiv@English speaker versus nonnative
English speaker is “power driven, identity-lademd @onfidence-affecting” (p. 166, cited
in Liu, 1999b, p. 86). Furthermore, Armour (2010}sjts that speakers using a second
language are involved in power struggles with reaigeakers, and are consequently
positioned in the margin by native speakers. Lilsewlinguistic and sociopolitical power
dynamics between the two groups disempowers norasgieaker teachers, thus
influencing the construction of their professioitgntities (Samimy & Brutt-Griffler,
1999). Sharing this argument, Tsui (2007) suggésis‘identification is both relational

and experiential” (p. 660) and that power relatiopglays a critical role in the processes
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of identity formation, concluding that asymmetripaler relationship leads to the
marginality of membership. Phillipson (1992) istpararly concerned with English
language teaching, making a distinction betweenté&emd Periphery English-speaking
countries. In Phillipson’s framework, the Centensigts of powerful Western countries
such as Britain, the U.S., Canada, Australia, ae@ Mealand, in which English is used
as a native language, whereas the Periphery reféine dominated countries such as
India, Nigeria, Japan and other countries in witidlglish is used as a second or foreign
language. Phillipson focuses on the unequal relship between Center and Periphery,
explaining it in terms of the spread of English émel worldwide hegemony of English,
which resulted from the policies that dominant @erbuntries adopted for their own
economic benefits. Phillipson (1992) further argtedthe native speaker fallagy
defined as the belief that the ideal teacher iatev@ speaker—has reinforced the
linguistic norms of the Center while preventing floairishing of local pedagogical
initiative, thereby causing an ideological and sfnual dependence of the Periphery-
English countries on the Center. In addition, thevpiling unquestioned acceptance of
the belief can further perpetuate existing unegoater relations (Phillipson, 1992) as
well as the dominance of nativeness (llieva, 2010).

Other studies examine the discrimination that ntweapeaker teachers
experience in employment practices. Mahboob €R8D4), for example, investigated
employers’ attitudes towards teachers’ native statuhe hiring process. The study was
carried out in the ESL context in the United Statied the results indicate that the “native
English speaker criterion” greatly impact employegsruitment decisions. Basing their

study on Mahboob et al. (2004), Clark and Paraf{2@xplore the extent to which, in
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the United Kingdom, ESL employers’ perceptionseafdhers’ nativeness was regarded
as an important factor in hiring decisions. Theliings of this study were consistent with
those of Mahboob et al. (2004) in that the “natirglish speaker criterion” had a
considerable influence on hiring decisions. Sinyldriu (1999b) presents the
phenomenon of nonnative English speaker applicaiisnizing their nonnative speaker
identities by using English names in order to reblerlooked before their qualifications
for employment are reviewed. These studies reW@lrtonnative speakers are
discriminated against and are marginalized in egmpent, which results from the
prevalent assumption that native speakers of Bnglie better qualified to teach the
language.

Pre-service nonnative speaker teachers as wibas who are actually teaching
face challenges that have the potential to undexithiair credibility as teachers. This
matter has been one of the most frequently disdussanes in the literature. This body
of research describes their struggles to estatiimimselves as authentic teachers
(Widdowson, 1994; Braine, 1999; Brutt-Griffler aBdmimy, 1999). Due to their
nonnative status, the nonnative ESL and EFL teaaheBraine’s (1999) study often had
their experience and their expertise and professiegitimacy questioned by their
students and colleagues. Likewise, the stereotyyastudents and parents have about
authentic language teachers cause nonnative spiealders to feel disempowered
(Brutt-Griffler & Samimy, 1999). Widdowson (1994lpans, “The notion of authenticity,
then, privileges native-speaker use as the prepgulage for learning. But it also, of

course, privileges the native-speaker teacheiseofainguage” (p. 387).
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The argument against tinative speaker fallackeads us to two fundamental
guestions: ‘Who is an ideal teacher?’ What aresisential qualities that make an ideal
teacher? A number of studies have identified tlotofa affecting teacher efficiency; at
the center of the discussion lie teachers’ own e&pees of learning second languages
successfully. For example, Medgyes (1992) maintdiasthe ideal native speaker
teacher of English is the one who has attainedla ¢d¢gree of proficiency in the students’
first language, while his or her nonnative couraetrps one who has successfully attained
near native proficiency in English. Sharing thiswpoint, Phillipson (1992) asserts that
an ideal teacher of English, whether he or shensti@e or a nonnative speaker, is one
who has an experience of successfully achieving matave proficiency in his second
language as well as familiarity with the languagd aulture of his or her students. Even
though Phillipson does not suggest separate méoledsach speaker group, these
qualities imply that an ideal teacher is one whe $izbstantial knowledge of both the
target language and the students’ native languatues is in fact the case, then why do
these scholars take firsthand experience of legraisecond language to be crucial to
teachers’ professionalism? The answer can onlhéteetfectiveness as a teacher can be
largely gained from actually going through the céempprocess of acquiring a second
language, a process which lends insight into tHferénces between one’s native and
one’s second language as well as aids in understastlidents’ difficulties in second

language learning.

2.5 Nonnative speaker teachers in the classroom
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The linguistic, cultural, and learning experientes nonnative speaker teachers
share with students are considered to be the noegtnful resources that contribute most
significantly to teachers’ professional strengthsr example, Ling and Braine (2007)
show that university students feel that the maiengjths of nonnative English speaking
teachers is their empathy for students’ experiemcktheir shared cultural background
with students. Medgyes also (1994) identified pesitharacteristics of nonnative
English speaking teachers, which were later sunm@diby Moussu and Llurda (2008):
“1) They provide a good learner model to their stud; 2) They can teach language
strategies very effectively; 3) They are able tovme more information about the
language to their students; 4) They understanditfieulties and needs of the students;
5) They are able to anticipate and predict languhifieulties; and, 6) In EFL settings,
they can use the students’ native language to #daiantage” (p. 322). Similarly, in his
investigation of ESL students’ perceptions of ndiveaspeaker teachers, Mahboob
(2004) found that students considered the teacbens’experiences of learning second
languages to be their biggest strength. Studehtthé this factor enabled teachers to
give more satisfactory explanations and to be rearpathetic. In accordance with these
findings, Cook (2005) claims, nonnative speakechess “provide models of proficient
L2 users in action in the classroom,” and “presxamples of people who have become
successful L2 users” (p. 57). Furthermore, EIlB02) maintains that nonnative speaker
teachers of English have multilingual and multiatéd experiences from which their
particular knowledge and insight about successfthing may develop. In addition,
these teachers can establish solidarity with @teilents and become models of

successful second language learners, thus moftyvatid encouraging their students.

18



Supporting this argument, Tang (1997) adds thateesl first language between
nonnative speaker teachers and students can l&fud to®l for instruction. Moreover,
nonnative speaker teachers are insiders who are kmowledgeable about the particular
social and local context in which learning and heiag take place (Widdowson, 1994;
Tang, 1997).

On the other hand, a number of studies have explbieeshortcomings of
nonnative speaker teachers. The findings of Revb&eégyes (1994) show that the most
frequently mentioned areas of difficulty were voglaoy, speaking and fluency, and
pronunciation. Cook (2005) also notes that noneadpeaker teachers feel at a
disadvantage in terms of their level of fluencyit®ating this, Mahboob (2004) explains
that nonnative speaker teachers received negaimenents from their students with
respect to teaching speaking, culture, and promatioai. Additionally, the students did
not regard nonnative speaker teachers as gooceleaadels, a conclusion which
contradicts the findings in Medgyes (1994) and C&f}05). In addition, though
negative aspects were considered to be influengeéledocal context, Ling & Braine
(2007) reveal the weaknesses of nonnative speasiehérs in Hong Kong, which include
using an exam-oriented teaching approach, oveectng students’ work, and

exhibiting limited use of target language.

2.6 Self-perceptions of nonnative speaker teachers

In particular, a body of research has drawn atertth nonnative speaker teachers’

self-images and perceived needs and concerns. K&taim (2000) summarizes and
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addresses the major issues from the extant literatu nonnative English speaker
teachers: 1) “low confidence and self-perceivedlehges to professional competence”;
2) “self-perceived language needs”; 3) “lack ofceand visibility in the TESOL
profession”; 4) “self-perceived prejudice basecetmicity or nonnative status” (p. 10).
Medgyes (1992) asserts that nonnative English spaakchers, despite their potential,
have a sense of insecurity and a low level of sefffidence caused by their realization of
their limited knowledge of the target language.sTtmferiority complex” (p. 348)
hampers their professional growth as teachers R&wdedgyes, 1994). Similarly,
Samimy & Brutt-Griffler (1999) describe how nonnatipre-service teachers enrolled in
TESOL (Teachers of English to Speakers of Otheguages) teacher preparation
programs are influenced by the disempowering disasuof nativeness, which resulted
in their having low levels of self-confidence wittgard to their capacities as language
teaching professionals.

Teachers’ self-perceptions are of great importdremause they substantially
shape the ways in which teachers construct theahiag practices, which ultimately
affects students’ motivation and attitude towarghing (Kamhi-Stein, 2013b). That is,
teachers’ self-images as teachers play an impaéatn how they present themselves
in the classroom, how they interact with their stotd, how they design their classroom
instruction, etc. Duff & Uchida (1997) assert tkedchers’ role identities are closely
associated with their instructional practices, Wwhiten guides their professional
development. On the other hand, teachers’ self-@nage constantly changing as they
“confirm, validate, and sometimes modify and chatigse images with additional

experience” (Duff & Uchida, 1997, p. 474). Nonnatispeaker teachers in particular are
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continuously reconstructing their identities inaten to their students’ attitudes towards
them, their self-perceived needs and concernsthaidpositioning in employment
situations (Chen & Cheng, 2012). These facts detretesthe importance of exploring
teachers’ self-perceptions with respect to theexdnh which their teaching practices
take place, including factors such as their retediops with students, the level of the

classes they are teaching, the policy of the laggymogram, etc.

2.7 Nonnative speaker teachers of various languages

While research on nonnative speaker teachersredsminantly explored issues
in English language teaching, studies on otherdaggs are rare, having begun only
recently, and, thus far, cover rather limited tgpieor example, Callahan (2006)
conducted a study that explored university stud@aiceptions of native and nonnative
speaker teachers, comparing a group of studentsngeEnglish as a second language
and another group of students learning Spanisif@®ign language. The findings of the
study indicate that, compared to those learningSpawho gave varying responses in
different areas in their ratings of the teache&l,. Btudents had a stronger preference for
native speaker teachers. In both groups, howeagikenspeaker teachers were regarded
as more effective at teaching pronunciation antucey while nonnative ones were seen
to be better at teaching grammar and were rategoas empathetic. Also, in both groups,
students who had a native speaker of the targgu&age in their family had a stronger
tendency to identify themselves with and to preftive speaker teachers.

Hertel & Sunderman (2009) investigated studeritgudes toward native and
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nonnative teachers of Spanish, finding that stiglenadvanced level courses showed a
preference for native speaker teachers with refpatide teachers’ knowledge of the
subject matter and teaching ability and rated tbein potential to learn from these
teachers more positively. In addition, they ratatve speaker teachers higher than
nonnative ones in teaching pronunciation and callkkmowledge—which reiterates the
findings in Medgyes (1992) and Phillipson (1992ttktudied teachers of English—and
rated nonnative speaker teachers of Spanish aseffeative in teaching grammar and
better at understanding student difficulties irréag than native ones. Acknowledging
the unique strengths and weaknesses of each spgakgy; the students did not show a
clear preference for either group.

In another study, however, Thompson & Fioramon@& examined self-
perceptions of nonnative speakers of Spanish wduhtat the university level. These
teachers did not attribute their limited oral skib their nonnativeness, explaining
instead that native speakers do not always speé&ictlg. These perceptions, however,
were inconsistent with those regarding pronunamtvehich they felt consistently
revealed their nonnativeness and was the factot comsmonly considered to be the
main indicator of their second language proficier@gsed on this result, Thompson &
Fioramonte problematized using pronunciation ascthieal measure of linguistic ability,
arguing that it strengthens the negative sterestypages of nonnative speaker teachers.
Pronunciation is generally framed in the literatassone of the major disadvantages that
nonnative speaker teachers report (Reves & Med@@sl; Samimy & Brutt-Griffler,
1999; Mahboob, 2004). Furthermore, Lecki (2011pstigated the challenges nonnative

speaker teachers of various Asian and Europeanidagy@s encounter as well as these
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teachers’ contributions to language teaching. Tindirigs of the interview and
guestionnaire confirmed those in previous studidsch include nonnative speaker
teachers’ concerns about maintaining and improtheg proficiency in the target
languages, their limited knowledge of the targdtuca, their qualification and authority
being questioned by others because of their nomnatatus, the fact that those teachers
belonging to a visible minority were judged morgaigvely, etc. Nevertheless, the
participants believed that their multilingual baakgnds enabled them to design their
courses more effectively and empowered them t@legemnodels for the students.

Furthermore, Lecki (2011) was the first to draveation to the issue of nonnative
speakers teaching heritage language students tdridpet language. While the teachers
considered those students’ linguistic and cultkna@wledge to be resources that support
their teaching, at the same time, they felt thatdtudents have a tendency to become
authoritative gatekeepers who challenged the tesctredibility. These results reveal
the double roles heritage learners may play irctagsroom as well as the power
dynamic between nonnative speaker teachers andhir@iage language students.
However, Lecki (2011) focused primarily on the tege language students’ roles in the
classroom and did not further investigate the uydey reasons that nonnative speaker
teachers perceived their heritage language studsrgsch. Since the vast majority of
studies on nonnative speaker teachers have lodkeagéish language, a language that
has predominantly second language learners, iggrgeent to nonnative speakers
teaching heritage language students have not geitvex attention.

While presenting a comparative analysis of studiasiing English and Spanish,

Callahan (2006) did not closely examine the refetiop between the students’
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preferences for native speaker teachers and thes siththe language in question. That is,
the study did not specifically look at whether ot the privileged position that English
holds asa lingua francampacted the students’ beliefs regarding the eatpeaker as the
ideal teacher. In the field of English languagekaag,the native speaker fallacy
(Phillipson, 1992)—defined as the fallacious belieit native speakers make the best
teachers—is explained in relation to the unequalgraelationships, rooted in the spread
of English and its worldwide hegemony, betweenveasind nonnative speaker teachers.
For example, Callahan (2006) shows that Englisguage learners, compared to
students learning Spanish, have a stronger preferfen native speaker teachers. This
finding implies that students who learn languagégmthan English may be similarly but
relatively less affected iye native speaker fallacy including participants who are
teachers of Spanish, Japanese, and German, tlepsésdy attempts to investigate
whether or not the notion of the idealized natipeaker that has been frequently
discussed in the literature on nonnative speakehtrs of English similarly applies to
students’ conceptualization of nonnative speakérs teach languages that do not have

the privileged status @f lingua franca
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3. METHODOLOGY

3.1 Participants

The participants in the present study are eiglthtei® who have experience with
teaching language(s) of which they are nonnatiealgrs at the university level in the
U.S. They were recruited through personal contaélstsugh snowball sampling, and
through recruitment emails sent to instructors larguage program.

As for meeting the eligibility criteria to parti@ge in the study, some participants
identified themselves via the recruitment emaihasnative speakers of the language
they were currently teaching or had taught, whileecs were identified as such by others
including myself and those who referred me to thdigipants. In the latter case, the
prospective participants claimed their nonnatietust either by agreeing to participate in
the study or by confirming with me that they weligible for the study. At the outset of
the study, the participants were informed thathmepose of the study is to explore
nonnative speaker teachers’ professional identitiasy were also informed that
confidentiality about their identities would be mi@ined through the use of pseudonyms.

The languages the participants have taught as tivarspeakers included
English, German, Japanese, and Spanish. The lehtie participants’ teaching
experiences varied, ranging between one and figesyd he eight participants were
teaching at a major research university in the dt$he time of the data collection. Some
of them had previously taught at other universitiethe U.S., or at high schools in or
outside of the U.S. Five of the participants alad bxperiences teaching their native

language, which they listed as either English ordga. The positions the participants
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held during the period of data collection were @itlecturer or teaching assistant, and
most of them were the sole instructors of the aaitbey were teaching. The majority of
the participants were raised and educated in tBe, ldnd all of them had either received
a PhD or were currently enrolled in graduate progran the U.S. The teacher training
they had received varied significantly, rangingnhirbaving been enrolled for one quarter
in a teaching assistant practicum course to hawogived a Teaching English as a
Second Language (TESL) certificate. It is worthimgpthat some of the teaching
practicum courses were not designed specificaltyaio them as second language
teachers, and did not therefore provide the pasditis with language teaching techniques
and procedures. The following table presents a sanypof basic information about the

participants.
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Table 1. Information about Participants

Name | TL Years | Years | NL Position | Place of | NL Teacher
teaching | learni | teachi teaching | teaching | training
ng TL | ng TL received
1| Angela | Spanish | 13 3 English TA: Florida, | None Language
instructor | California methodology
& practicum
course
(1quarter), 2
separate TA
conferences
(1 week each)
2 | Monica | Spanish| 19 2 English TA: California | None Language
instructor methodology
& practicum
course
(1quarter), TA
conference
(1week)
3| Phoebe| Spanish 11 4 English TA: lllinois, University, | Language
instructor | California | English as | methodology
a foreign | & practicum
language | course
(1quarter),
TA
conference
(1 week)
4| Sunny | Spanish| 16 1 Korean TA: California | None Language
instructor methodology
& practicum
course
(1quarter),
TA
conference
(1 week)
5| Eunice | Japanesgl3 1~-2 Korean| TA California University, | TA practicum
Korean as | course
a foreign | (1quarter)
language
6 | John Japanesgl4 1 English| TA: California | High TA practicum
instructor, school, course
TA Korean as | (1quarter)
a foreign
language
7 | Jane English| 25 5 Korean Lecturer  Califorpldniversity, | MA - TESL
Korean as | certificate
a foreign
language
8| Ethan | German| 15 1~2 English TA: California | High Language
instructor school, methodology
English as | & practicum
a foreign | course
language | (1quarter)
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3.2 Data collection

The data collection for this study took place iargh 2013. | met with each
participant in a library study room on a universigmpus or in the participant’s office. |
asked the participants to first complete a quesioe and then engage in an interview.
The whole procedure lasted for approximately nimetiyutes in each case.

Completion of the background questionnaire took@amately fifteen minutes.
The questionnaire consisted of two parts: the fiest inquired about demographic
information, and the second part concerned theggaanhts’ language and professional
background. The demographic data included theqigatits’ age, gender, ethnicity,
nationality, and place of origin. The second pécited information about the languages
they speak and their respective proficiency lewélsir language teaching experiences,
the language programs in which they work, theiitpwss in the program, their
workload, the level and kind of courses they te#tobiy majors and degrees, what kinds
of teacher education or teaching credentials tlaeye hetc. Some of the topics drew on
the questionnaires designed by Reis (2010) andil(20k1).

| interviewed the participants individually for@lt an hour upon completion of
the questionnaire. | conducted the interviews eitivé&nglish or in Korean, depending
on the participant’s choice. The interviews serteedonfirm the information collected
from the questionnaire as well as to elicit furthesponses pertaining to research
guestions. | employed semi-structured intervieves tihcluded predetermined questions
for guiding the interview but also allowed for opended and spontaneous questions,

which enabled a more in-depth investigation ineidsues raised. The interview
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guestions focused on the following points: (a)pheicipants’ social, cultural, and
linguistic experiences, (b) their experiences ohfpéabeled as non-native speaker
teachers, (c) their self-perception of their statng their roles in the professional setting,
(d) the linguistic and social context of their teimg practice, (e) the languages and levels
they teach; and, (f) their language learning aadheng experiences.

| began the interviews with a question based omp#racipants’ answers to the
background questionnaire asking about the partitgdaecond language learning
experiences. By asking the participants to shae gtories of second (or often times
third, fourth, and even fifth) language learningyds able to get a sense of the
participants’ language-related experiences andsemwe the major themes running
through their language learning and teaching egpea. This approach to opening up the
interviews allowed me to look at significant eveatsssues the participants encountered
during their language learning process, eventsiwmmay have eventually influenced,
either positively or negatively, their self-perdeps as nonnative speaker teachers of the
languages.

Throughout the interview process, | encourageg#récipants to elaborate on
their thoughts and experiences. This enabled naetdify the individual and contextual
factors involved in their conceptualization of saffd the ongoing construction of the
participants’ professional identities. By using satnuctured interviews that had the
flexibility of incorporating impromptu questionswas able to obtain more insightful

reflections, thereby enriching the data.
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3.3 Data Analysis

This study used qualitative data analysis. Firstidio recorded each interview
and later transcribed it. Second, in order to a®athe data, | read the transcripts several
times, looking for naturally emerging themes, catess, or patterns from an open-
minded perspective (Mertler, 2006). Similarly, Rogs and Rallis (1998) emphasize the
importance, when searching for themes, of approgdfie data with an open-mind.
Using this method, | identified similarities andfdiences among the participants’
responses, particularly regarding their self-petioag and attitudes towards their
teaching practice. The purpose of themes identifinahowever, is not to generalize the
participants’ reflections, but to shed light on tisagys in which nonnative speaker
teachers construct their professional identitieghiwithe larger social and linguistic
context. After clarifying the major themes from ttegta, | scrutinized each theme in more
depth, highlighting the passages that had sigmfioaeanings. In the following section, |

present the themes that emerged from data analysis.
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4. RESULTS AND DISCUSSION

4.1 Who is a native speaker? What is a native langge?

During my interview, | asked the participants wizatguages they speak and how
they learned them. Though | did not explicitly imguinto participants’ perceptions of
their native language, the reasons participantgighed for identifying a specific
language as their native language are illuminatirtpat they reveal the central
characteristics participants associate with napeakers. These characteristics are:
acquisition in early childhood, use of the spokamgluage at home, a high proficiency
level, and the ability to fully function in the Igunage in all registers. Most importantly,
the participants regarded acquisition in childheasdhe most critical factor in deciding
whether one is a native or a nonnative speakelariguage, a finding that agrees with
previous studies (Davies, 1991; Kramsch, 1997; C&6R9, 2000, 2005).

Participants also listed other factors as beingliad in the determination of who
is a native speaker, a fact which demonstratesdgh®lexity of the matter. While the
participants who grew up speaking a single lang@dm@me described their native
languages in a relatively straightforward way byngiag to their age at acquisition, those
who were exposed to a more linguistically divemsei®nment as children offered
alternative insights into the definition of a natispeaker. For example, John did not
consider Korean to be his native language, desipgtéact that he was born into a
Korean-speaking household and grew up speakingahaeehome, factors which are
considered to be the major defining characteristfigsative speakers in the literature

(Davies, 1991; Kramsch, 1997; Cook, 1999). Johlaisrcwas that, though he had
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spoken Korean since he was a child, his use ofdoi®limited to casual conversations,
a fact which led him to believe that his Koreanas sufficient for making him a native
speaker. Instead, John identified English as Hiseéanguage not only because he grew
up speaking it, but also becadsecan participate in it in all aspects of life;luding
academic events, casual conversations, businessrey&tc. He believes that this ability,
not the age of his acquisition, enables him to hdldledged member of the native
English speaker community. John’s self-identificatwith regard to his two languages
concurs with Davies’s (1991) claim that native $@eanembership is self-ascribed,
meaning that one has the confidence essential tobmeship and identifies oneself with
other members in the speech community. In addifl@vjes suggests that one’s social
acceptance into the respective native speaker cantyns central to claiming a native
speaker membership. A similar attitude is refleeteldramsch (1997) who remarked that
birth, education, and linguistic competence aresafficient for claiming native
speakership; instead, “one must be recognizechasivee speaker by the relevant
community” (p. 363). For example, another partioip&lonica, identifies herself as a
native speaker of English and a nonnative spedk®panish despite her exposure to
Spanish in childhood and near native competence s&ites as her reason that it is
difficult for someone to be considered a nativeagee of both languages by others unless
that person grew up in a bilingual household ohwitbilingual education. In sum, native
speaker membership can be ascribed to those whofiddhemselves as belonging to the
native speaker community and are accepted andmaashas a member by the relevant

community.
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The language learning history of the participanthis study supports the
argument that the concept of the native speakeatsieebe reassessed (Rampton, 1990;
Leung et al., 1997). For example, Angela, who gugvin a bilingual English-Arabic
household for a certain period of her early litkentified herself as a native speaker of
English only. She was once a heritage speakerabidtbecause her father, who is from
Egypt, spoke Arabic to her. Due to a decreasingambnvith Arabic-speaking family
members as a result of her parents’ divorce, Angeddually lost her Arabic ability. She
now no longer considers herself to be an Arabiakgeat all, let alone a native speaker
of Arabic.

Despite the differences in their length of learnamgl their exposure to the
heritage language, the language learning histofidehn and Angela show that every
person’s language learning experience is differ@md, that language learning involves a
wide array of social factors that clearly demonsttae difficulty of defining who can be
considered a native speaker of a language and armmt As Leung et al. (1997) states,
the prevailing view on ethnic and linguistic catagse fueled by the native speaker
construct does not adequately describe the complekianguage use in reality, as it
fails to fully acknowledge the changing naturelw tnextricable link among ethnicity,
language use, and social identity. That is, peapeconstantly forming linguistic and
social identities and, thus, their language usel@mohing must be understood within the
sociocultural context in which it takes place. e present study, a number of
intertwined factors are involved in defining nats@eaker identity, including one’s self-
confidence with regard to the target language, ©a#iliation with the target language

community, the conditions of one’s birth, one’s @isgion of language in childhood, and
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others’ recognition of one’s belonging to the limjic community. The participants’
understandings of native speaker membership irelibat there is no clear-cut definition
of a native speaker, a finding which is in linelwmhany academic studies (Phillipson,
1992; Kramsch, 1997; Leung et al., 1997; Nortor® 7Aook, 1999) that call into
guestion the validity of the notion of native spesaitself. As the participants’
conclusions about their status as native speakgly| the notion of the native speaker is
a socially constructed concept.

Intuition was another factor participants in thisdy considered to be a critical
factor in determining one’s native speaker statuen though the ways they interpreted
intuition varied greatly from participant to pargant. Knowledge of correct
pronunciation, the ability to discern subtle diffeces between two words, the ability to
make correct grammatical judgments, and the emaltimannection with the language
were all suggested to be evidence of having antiomunto a language. Despite the
inconsistency among the participants’ areas ofganuwdiscussing intuition, it is
noteworthy that they had a general tendency to raak&ssociation between intuition and
proficiency. That is, the participants saw intuitioot as an ability that is innate, fixed, or
belonging to native speakers exclusively, but asetbing that can be developed through
study and training. The participants’ understanaihmtuition corresponds to that of
Davies (1991), who also argues that intuition isinoate and that second language
speakers, like native speakers, can acquire iotuabout the target language. The
participants who identified themselves as nonnapesakers of the languages they teach
stated that they have a strong sense of intuiitmthe target language, which, for the

most part, does not fail them. At the same timey ithid not equate their intuition with
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native intuition, saying that their version is agperfect foundation. That is, even though
it is possible for nonnative speakers to enhanee thtuition to some extent, it is not
comparable to native speakers’ linguistic intuitidhis distinction between native and
near-native intuition is in line with participan@éscription of their own proficiency in
the target language, which was “near-native.” B@neple, Angela equated near-native
proficiency with a strong intuition, saying, “I winbisay that I'm near native with a lot of
things now. That | do have a really strong intuitio Spanish.” Similarly, John, who
stated that he has an intuition for Korean, regatdmself as a near native speaker of
Korean because his Korean is limited to colloqusdge. On the other hand, Monica
attributed her strong intuition to the early agénef linguistic acquisition, describing it as
one of the advantages that she has over other tieat@achers. Her belief that the
development of her intuition was influenced by #ge of her acquisition is consistent
with the commonly held notion of native speakera\ies, 1991; Kramsch, 1997; Cook,
1999), which considers acquisition in early childd@s an essential characteristics of

native speakers.

4.2 Being labeled as a nonnative speaker and usetloé¢ term

In general, the participants stated that they didfeel offended when they were
described by others as a nonnative speaker oatgettlanguage. They did not find the
term “nonnative” inappropriate, and instead samasif factual description of someone,
like themselves, who did not grow up speaking #rgdt language. They did not feel that

being called a nonnative speaker was particulagdgrdpowering or discriminatory. Even
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in cases where the participants had insecuritie®anative speakers, they did not
particularly relate their sense of insecurity te tarm itself. However, some participants
suggested that the term could be used to disempmverative speakers by connoting a
sense of ranking in terms of proficiency. Similatlyu (1999b) brings into question the
power relations reflected in the labeling of natwvel nonnative speakers, arguing, “the
labels reinforce the idea that native speakerdeiter at using and teaching the language
than nonnative speakers are” (p. 97). LikewisetBauiffler and Samimy (1999) argued
that notions of nativeness and nonnativeness aiallyoconstructed through discursive
practice, confining second language speakers tetttas of permanent learners and
setting up boundaries that define and limit thapacities. Because the concept of the
nonnative speaker is negatively defined againstdmeept of the native speaker (Davies,
1991), the term “nonnative speaker” could potelytiaé used to insinuate that the

speaker lacks the qualities that native speakess. ha

4.3 What is near-nativeness? Why is this important?

The majority of the participants in this study désed their own level of
proficiency in the target languages as “near-ndtiaed all of them identified themselves
as nonnative speakers of the languages they tBacticipants made a distinction
between native proficiency and near-native proficie and some described the former as
speaking perfectly without making any mistakessTitiea that equates native
proficiency with perfection is an idealized abstrihat does not fully recognize language
use in reality where even native speakers makeakastall the time. In these

participants’ perception, near native competendaertarget languages did not qualify
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them as native speakers of the languages; onlg thvbe grew up speaking the language
qualify as native speakers and attain native-legetpetence. According to this logic,
those who did not acquire the language in childhmsthot attain the characteristics of
native speakers or become native speakers. Inrsatime speaker membership is
ascribed to someone based on acquisition in chedhid this is the case, then heritage
language students are potential native speakegg, ttough their proficiency level is
currently low, whereas nonnative speakers, no mate proficient they are in the target
language, can never be native speakers of it. Alaogly, while acknowledging their
attainment of near native competence in the tdagefuages, participants did not believe
that it was possible for them to penetrate the damnbetween the two speaker groups, a
belief which is shared by Medgyes’ (1992), who ns&elear distinction between native
speakers and nonnative speakers in terms of laequadiciency. Then, what does it
mean to be a near native speaker of a second Ige@uae present study looks
specifically at teachers with near native proficgand the relationship between their
self-perceptions regarding their near-nativenesistlagir teaching practice.

First, for participants in this study, to be a neative speaker means that the
speaker has attained linguistic competence thaingparable to that of native speakers.
Using a continuum of proficiency, the participadéscribed their target language
proficiency as near-native. Although they identiftaemselves as nonnative speakers of
the languages they teach, thereby applying thepuhigision of native and nonnative
speakers (Medgyes, 1992), they also placed thepsselase to native speakers on the
continuum. In other words, near-native speakerspeakers who started out as

nonnative speakers with no understanding of thgeetdanguage but have successfully

37



moved along the continuum, attaining proficiencattis close to the native-speaker level.

While using the dichotomy of native and nonnaspeakers and recognizing the
differences between near-native and native competgrarticipants also acknowledged
that they have accomplished a high level of commeteomparable to a native level.
What this implies is that being a near-native speak a target language is a source of
both self-confidence and insecurity. In explorirmythe participants interpret near
nativeness, what is most significant is the incstesicy among them with regard to their
self-positioning vis-a-vis native speakers. Regassllof the relative consistency with
which participants described their level of pragiacy in the target language and the
similarities of their stances on being described@mative speakers, the meanings they
made out of the concept “near-native” varied gyefntim person to person. While some
of the participants regarded it as a source of evepment that represents the highest
level of accomplishment for nonnative speakerserstithought of it as a limit that
represents a permanent boundary between themseldasative speakers. The quotes
from Monica and Angela below illustrate this.

Being a nonnative speaker, even with near natigégeency, was a source of
insecurity for some of the participants. For exaanplonica and Ethan both described
feeling inferior to native speakers in terms ofitihevel of proficiency. The concepts they
associated with native speakers were “utter padigtand “speaking without mistakes.”
Ethan asserted that, as he is fully aware of himatveness and his abilities, he does not
find the term nonnative incorrect. He also belietleat he would never be able to catch
up to native speakers or have the intuitive undading of German that they have.

Because native speakers have been hearing, speakohthinking in German constantly
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since birth, Ethan believed that the language wasained in them, freeing them from
worrying about making mistakes. In contrast, EtBgpressed his fear of speaking and
making mistakes, defining it as a self-stigma #tams from his own perception of his
linguistic competence rather than from his expem@snof being outwardly disapproved of
or being questioned by others. This shows how ttlgotbmy of native versus nonnative
speaker has been internalized, leading to Ethaffsggmatization and low self-
confidence. Such a finding corresponds to thatefd? and Medgyes (1994), who
propose that nonnative speaker teachers’ negalfsnsages and feelings of inferiority
result from a realization of their limitations ising the target language. In a similar vein,
Monica regarded the speech of native speakers ‘tottee perfection” because native
speakers do not make the mistakes that a nonregieaker, like herself, even with near
native proficiency, tends to make. Furthermore, Marsees the divide between native
and nonnative speaker as unbridgeable.

“For me, native-like is somebody that speaks veell and for the most

part, speaks, you know, has a large vocabularydibesn’t tend to

make a lot of mistakes. But | guess, in my mindiveas just utter

perfection? And, so, it's hard for somebody, unkgss grew up

bilingual, like in a bilingual household even orthvbilingual education,

to be a native, to be considered a native spe@kat's why | say

native-LIKE because I'm NOT native. I'm NOT. | feldte I'm

bilingual in some terms but then sometimes, youktigere are

different types of bilingualism and | don’t feebth’'m like the perfect

bilingual like fifty-fifty...” (Capital letters indiate the participant’s

emphasis) (Monica, Participant #2)

In contrast, other participants evinced relatiyabgitive stances on the notion of

the near native speaker. This stance results fn@mn tespective understandings of the

concept of nativeness, which separates the mdttereds linguistic proficiency from a
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consideration of whether or not they grew up spaakine target language. For them,
acquisition in childhood does not determine competean the target language, meaning
that being a nonnative speaker does not necessajlify a lack of competence. Davies
(1991) problematizes the way in which nonnativeagpes are often negatively defined
against the notion of the native speaker, a defmithat often results in the biased
perception that nonnative speakers lack the geslttiat native speakers possess. The
participants who interpreted being a near-natieakpr in a positive way rejected those
commonly accepted notions of native speaker, idstiefining the ternmonnative
speakeras someone who has learned the target languageahult and has attained a
certain level of competence. In this conceptiomrfreative speakers are those who have
achieved the highest level of proficiency. Angelkstatement below presents this

approach to the notion of near nativeness.

“I like the term near-native because it sort of imathe definition that
it's not your first language nor are you a heritageaker but that
you've attained probably what will be YOUR HIGHESLUENCY
and that it's SIMILAR to a native; that | would béle to sort of
navigate native circles very well, I'd be ableyoy know, live in that
target culture and get jokes and watch movies andtion, completely
like someone who is a native. But then there miighthings that |
might not understand. Dialectal things or very dperegional things.
But the same way that like in English, like, whdivéd in Tallahassee,
| was introduced to Southern culture. There wens taf idioms and
phrases and cultural things that | had to leammymative language. So
| feel like if that happened to me in Spanish thatldn’t be like a
symbol of my lack of fluency or anything. | feetdi I've attainted the
HIGHEST that | will and that it's as close to natias I'll be.” (Capital
letters indicate the participant’'s emphasis) (Aagelarticipant #1)
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Here, Angela conceptualizes target language pevfay by saying that one can
be a nonnative speaker and at the same time lgghly Iproficient speaker of the target
language.

Participants also stated that, to be a near napieaker, one must have knowledge
of the target culture that enables one to partieipathe cultural practices of the target
language community. Second language learning isneogly an acquisition of a
linguistic form, but rather a struggle of sociatiynstructed and situated beings
participating in another culture (Pavlenko & Laft@000). In order for a learner to be
validated by the new speech community, the leamest have familiarity with the target
culture, have an awareness of the differences leetlwiss own and the target culture, and
must respond appropriately to various social ariii@al practices. An understanding of
the sociocultural context of target language useiggested as an essential component of
the abilities of a successful nonnative speaker.

On the other hand, some of the participants fotddficult to have an adequate
understanding of the target culture, especiallyases where the target language is
spoken in a wide variety of countries and cultusegh as is the case with Spanish. As
they obviously cannot be familiar with every sin§lpanish-speaking country, the
nonnative speaker teachers of Spanish must leattmeamown about different Spanish-
speaking countries introduced in the textbook ofeoto prepare for their classes. Even
the participants who had experience studying okuagrin Spanish-speaking countries
or who grew up in Hispanic-dominant neighborhoadthe U.S. recognized their
limitations in terms of cultural knowledge. In sutine participants’ perceptions of near-

native competence with regard to cultural undeditapwere, therefore confined to
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being able to use the target language in accordaitibehe target culture, and being able
to participate in social and cultural activitiesappropriate ways.

At the same time, other participants believed beahg a near-native speaker does
not necessarily mean that the speaker identifiesélif as belonging to the native speaker
community. This belief concurs with Kramsch’s (198rgument that second language
learners do not always have a desire to identéyngelves with the native speakers of the
target language, and that the pleasure of leaasgrond language may lie in merely
expressing oneself in another language. She fucthens that multilingual speakers
have multilingual perspective that enables themigrate between different languages
and to appropriate the language of others, thusifay linguistic and sociocultural
identities on the border. Sunny, a nonnative speak®panish, stated that she does not
have any specific Spanish-speaking culture to whiehcan relate, a fact which makes it
hard for her to be native-like no matter how muttbreshe puts into improving her
Spanish. Similarly, Eunice stated that understamdimeself as a native or nonnative
speaker is an identity-laden issue; she reportsstimnever felt badly about being called
a nonnative speaker of Japanese precisely bechestearly identifies herself as Korean
and does not therefore understand herself as plynadfiliated with Japanese native
speakers, regardless of her near-native Japanesse participants’ understandings of
the meaning of being a native speaker not onlypelinguistic proficiency, but also an
emotional attachment to the culture in which thegleage is spoken, as well as a self-
identification with other members who belong totttidture. Davies (2003) shares this
perspective, proposing self-affiliation, along wgtoficiency and acceptance by others,

as one of the factors that decides native spedketity. Similarly, Inbar-Lourie (2005)

42



puts forward affiliation and confidence as marka&raative speaker identity.
Furthermore, some participants regarded being imborand growing up in the culture as
an important factor that allows a speaker to dgvslach a sense of belonging. The
participants’ descriptions show that one’s levepaificiency does not necessarily

correspond with affiliation or identification withe target language community.

4.4 Disclosing nonnativeness and self-presentation

The present study explores nonnative speaker tessc®df-perceptions by
looking at how they frame their nonnativeness ama they present it to their students. It
focuses on the ways in which these teachers estiabiemselves as authority figures in
the classroom. In particular, the study examines teachers disclose their
nonnativeness to their students, which gives irisigh how they intend to position
themselves as nonnative speaker teachers and legwvotiid relationships with their
students. Teachers reported that their self-incbdns to the class generally include
their educational and personal background; how namchwhat kind of information they
reveal about themselves as well as how they deliverthe students varies widely from
one teacher to another. Why, then, are teachdfgdeeeptions important? Kamhi-Stein
(2013b) has attempted to answer this questiondignalg, “Self-perceptions are
important because they affect how teachers poditiemselves in the classroom (Kamhi-
Stein, 2013a), contribute (positively or negatiyetyinstructional practices, and

ultimately affect students’ motivation and learnii@Bytler, 2004)” (p. 591). By looking at

43



how the participants disclose their nonnative statithe classroom, the present study
examines how they view their nonnative status wethard to their instructional practices.

While some teachers choose to include their nomaateaker status in their self-
introduction, others choose not to for various oeas Whether the participants in this
study voluntarily informed their students of theonnative speaker status or whether
they were asked by the students about their stetesy participant in this study had to
negotiate the disclosure of their nonnative statusme point during the course.

Five participants chose to perform a full discl@saf their nonnative status on the
first day of class. The disclosure included infotima about their status as a nonnative
speaker of the language, how they learned the &geguheir experiences with the target
language communities, their ethnic background,®bene participants told the students
that their knowledge of the target language maybeqgberfect, that they may make
mistakes, and that they may not be able to ansoree ©f the questions student raise in
class. Participants provided these caveats bectugsereported, they found it beneficial
for their instructional practices as well as foilthng credibility with the students. At the
same time, their self-presentations shifted thesdoom their nonnativeness to the assets
they gained from their target language learningeernces, thus qualifying themselves
as qualified teachers. The second language leaexipgrience of the participants was a
central aspect of their abilities to conceptualaeguage and language learning. They
were fully cognizant of how the linguistic and edtianal experience that they share with
their students contribute to their teaching practind how to capitalize on those

experiences in order to better present themsekl/gsaified professionals.
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At the same time, these participants clearly lmadesinsecurities about their
target language competence. They were very corsaibtheir limitations in terms of
proficiency, and dealt with their insecurities abtheir proficiency in the target language
by straightforwardly admitting their imperfectionghis disclosure helped them to avoid
any prospective criticisms from the students whileultaneously building a foundation
for rapport. In other words, participants dealthathe disclosure of their nonnative
speaker status not by simply stating their noneagtatus but by strategically presenting
their status so that it could play a part in theaching practice and, ultimately, in the
students’ target language learning. In this respedidating and being aware of their
own potential as language teaching professionalsatiield is the first step toward
having a more positive self-image and, ultimatahieving self-empowerment (Brutt-
Griffler & Samimy, 1999).

Monica, for example, explained that she does radttfee need to hide her
nonnative status from her students and added hledfiegls comfortable disclosing her
status on the first day of class. However, she mlgkes sure to focus on the fact that she
has already passed through the target learnindnéragtudents are currently
experiencing, taking care to explain that her intggnto learning Spanish makes her
class a safe place for learning in which studentstaacher learn together. Emphasizing
their shared nonnative speaker status, she makesalssroom a learning community in
which she, as an advanced learner, guides therdtutesuccessful Spanish learning. As
she believes that students learn by making mistakeswants everyone in the class to
feel comfortable making and correcting mistakesluiding her own. She also admits that

by making the classroom a safe place for bothtidesits and herself, she can more

45



effectively circumscribe the students’ potentialicism of her teaching. While previous
studies have revealed the influence of sharedileg@experiences on the teachers’ self-
images (Medgyes, 1994; Reves & Medgyes, 1994; TE®; Ling & Braine, 2007,
Benson, 2012), Monica’s approach to her classeBamihat those experiences could
also bring about the students’ empathic attitudestds the teacher. In this way, she is
moving back and forth between being an authorgyre and a fellow second language
learner.

Similarly, when Eunice taught Japanese, her tlaingjlage, she candidly told her
students on the first day of class that she isrmative speaker of Japanese, that she is
from Korea, and that if she cannot answer a questialass, she would bring the answer
to them in the following session. Her intention inehthis disclosure is to let the students
think of her as a more advanced learner of Japaa#ser than a teacher, someone who
has gone through the same learning process thaateegoing through and someone who
can therefore help them with their learning proc&sslecting on this strategy, she added
that positioning herself as a facilitator ratharttan absolute source of knowledge at the
beginning of the course might have been, at leagait, the result of her desire to protect
herself from any potential criticism regarding imaperfections in Japanese. Similar to
Monica, Eunice believed that presenting hersed aennative speaker of the target
language resulted in the students’ increased empatlner, which gave her something
to fall back on. She also noted that her posit®a geaching assistant whose duty was to
help the students to practice in their section vihey had previously learned in the

lecture, might also have affected her self-positignin short, Eunice’s nonnative
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speaker status was the means of establishing eypetiveen the teacher and the
students.

While Reves and Medgyes (1994) attributed nonnajpeaker teachers’
empathetic attitudes towards the students to iiring a mother tongue, the result of
the present study indicates that the shared lagdags not necessarily have to be the
teachers’ first language. For example, Eunice& fanguage was Korean and, taking
into account the linguistic diversity of Los Angglét is also very likely that English was
not a first language for at least some of her sttedd his fact implies that empathy is not
only linguistically but also emotionally groundete ability to understand the students’
emotional responses in target language learnieff iteuld be considered empathy. In
the same sense, for Eunice to position herselfh aslaanced learner allowed the students
to identify with her, an identification which magpve been particularly helpful when
facing difficulties in learning. In short, Euniceag/not only a teacher but also a model of
a good learner who had undergone a very similanieg process successfully. From the
perspective of the students, nonnative speakerbedagarner models in a way that is
fundamentally not accessible to native speakehtaovho have not been second
language learners of the target language. Nonngpigaker teachers are, in a way that
native speakers can never be, living examplesdinaonstrate the real possibility of
attaining a high level of target language competetitus motivating the students.

Angela is another participant who reveals her noneatatus to her students as
she introduces herself on the first day of clasgn&hough no one has ever outwardly
guestioned her authority, she feels that the stsdsyme to class with prejudices against

nonnative speaker teachers. Prejudices and stpesobased on the students’ perceptions
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of the teachers’ ethnicity or nonnative status Hasen suggested to be one of the major
areas of concern for nonnative speaker teachemliik&tein, 2000). Also, Brutt-Griffler
and Samimy (1999) note that nonnative English spetachers feel disempowered by
the social construction of the nonnative that oftegscribes boundaries for their abilities.
In order to quash those preconceptions and toledtdterself as an authority figure in
the classroom, Angela focuses on proving hersedf @mpetent user of Spanish on her
first day. At the same time, she performs a fudkctbsure of her nonnativeness, which
includes her non-Hispanic background and her hisitbtearning Spanish as a second
language. Her need to focus on her level of preficy can be explained by the findings
of previous studies that explore the relationstaween proficiency and self-perception
(Reves & Medgyes, 1994) as well as between praftgieand qualifications as a teacher
(Phillipson, 1992; Medgyes, 1994). Reves and Med¥894) note that nonnative
English speaker teachers who have higher levgsaficiency in English are less self-
conscious and insecure, and that self-confidenessential to successful teaching. In
that sense, for Angela to demonstrate to the stader near-native command of Spanish
upon their first encounter could contribute to lbreg down their potential stereotypes
about nonnative speaker teachers as well as tdibgiher self-confidence as a teacher.
This finding implies that native-like proficiency the target language is vital for
nonnative speaker teachers to be successful tsacher

Gaining credibility with the students is anotheabof a voluntary disclosure of
nonnativeness. For example, Sunny reveals hermaraad educational background on
her first day of class so that the students woalkkhncreased trust in her teaching.

Included in her self-introduction are details ableert ethnicity and background, how she
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learned Spanish in Spain and Korea, her degregpanish linguistics, and more. Even
though she had feared that the students mightdsetitowards her because of her
nonnative and non-local status as well as her Astlnicity, she realized that revealing
her personal and educational background was agtoatieficial for gaining credibility
with the students. In addition, several classro@seovations of both native and
nonnative speaker teachers enabled her to ideartyappreciate the unique strengths
and weaknesses of each group of teachers fronetispgrtives of the students, which
led her to realize that she could benefit fromr@inative speaker status and thus
promote the students’ learning. Even though shmllyi felt constrained by the social
construction of nativeness (Kamhi-Stein, 2000; B@utiffler & Samimy, 1999), Sunny
later became aware of her own strengths as a nearsgeaker teacher, thus validating
not only her nonnative speaker identity but alsodnefessionalism. The key aspect of
empowerment is “people coming into a sense of e power, a new relationship with
their own contexts” (Fox, 1998, p. 2 cited in LathE991, p. 4).

Three participants choose not to volunteer themmative status at the beginning
of the course, a decision that helps them to bibest personal self-confidence by
embracing their nonnative speaker identity, as a®lheir professional self confidence
by helping them to realize that students value thamtheir teaching skill. For example,
Jane’s self-introduction on the first day of clasdudes her educational and professional
background and her teaching experiences but ndathehat her first language is Korean
and that she is from Korea. Although teachers tdrcare commonly assumed to be
nonnative speakers of English, considering thetfettshe has been teaching in Los

Angeles where native English speakers of Asianieitlgrare frequently found, Jane may
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have thought that her students would not be abjedge her English speaker status
based solely on her appearance unless she toldvthather first language was and
where she was from. With regard to this selectigeldsure, she explained that when she
first started teaching she was worried that intéonal students in the U.S. might not like
the idea of learning English from a nonnative speakhis concern reveals her fear of
being recognized as a nonnative speaker of Englidter students. In this study, Jane is
probably the one who is in the most difficult pasitbecause she is teaching English in
an English-speaking environment, whereas the q@heicipants are teaching foreign
languages, a context in which students are moedylilo expect to find nonnative speaker
teachers. She reports, however, that her inseaynaiyually diminished as she withessed
how much her students appreciated that she undergteir learning process, that she
empathized with their needs, and that she prouidesh with her insights into English
language learning from the perspective of a setamguage learner. The students’
positive reactions played a role in her realizabbher own strengths as a nonnative
speaker, which therefore gave her more confideméeaching and helped her to
construct a positive professional identity. Thredfing shows that teachers’ self-
perceptions are not fixed but are realigned andgbaver time, greatly influenced by
the students’ attitudes towards the teachers.Heratords, teachers’ professional
identities are relationally and contextually shaped

Even though Jane now has less insecurity regardngonnative speaker status
than she once did, she still does not reveal henatoveness initially, thinking it not
necessary. She cites as a reason that many ogercitors in the program do not

necessarily say where they are from when theydnoicte themselves to students.
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Typically, she ends up telling her students latethe quarter that her first language is
Korean and that she is from Korea. Yet, she alscktyushifts the focus from the fact of
her nonnative status to her experience learnindigndhereby qualifying herself as a
teacher who has a solid understanding of the stadeeeds as well as a grasp of
effective pedagogical skills. In fact, Jane reptntg she feels more qualified to teach
English than to teach her first language, Koredactthat she ascribes to the teacher
training she received as part of the TESOL (TeachEEnglish to Speakers of Other
Languages) certificate program. This finding impliee important role of teacher
training in teachers’ professional development,levht the same time indicating the
problem of the simplistic extrapolation of lingucstompetence in measuring one’s
competence as a language teacher, which placesucl emphasis on language ability
while overlooking social and pedagogical criteria.

Cook (2000) argues that nativeness is not the idediactor but one of many
factors that affect the students’ judgment aboatheng. In accordance with this finding,
Phoebe, like Jane, does not volunteer informagganmding her nonnative status or ethnic
background unless her students specifically aslkabeut it. What she focuses on instead
is to establish her authority in class by provieg tompetence in Spanish, as she
believes that that is what the students really ahmit. Insofar as they see her as a
proficient user of Spanish, she automatically bez®mlegitimate teacher. According to
Phoebe, what determines her credibility with stuslénot whether or not she is a native
or a nonnative speaker, but rather her competen8panish. Believing that using
Spanish competently and authoritatively helps beset forth who she is and who she is

going to be in the context of the class, Phoeh#sstaery first day of her class speaking
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Spanish exclusively except for the part where s®etb explain the course syllabus.
Additionally, she includes some discussion of hgregiences studying in Spanish-
speaking countries in her self-introduction, behgwvhat those also contribute to her
gualifications as a teacher.

On the other hand, John, a teacher of Japanesadsd about his nonnative
speaker status for two reasons: one is that heressthat students can tell that he is not
Japanese from his family name, which is availabl¢he online course enrollment, and
two is that he understands the matter of lingusbimpetence as separate from teaching
ability. John freely told his students that hetil lgarning Japanese precisely because he
believes that this does not mean that he is naldempf teaching, just as the fact of being
a native speaker does not necessarily mean youlteath the language well. While the
vast majority of studies have presented nonnapealser teachers feeling disempowered
by the construct of the native speaker (Davies118®nin, 1997; Brutt-Griffler &
Samimy, 1999; Kamhi-Stein, 2000; Saito, 2003),dhesent study shows John rejecting
thenative speaker fallagyvhich is a term coined by Phillipson (1992), nder to
guestion the simplistic equation of native speaketis effective teachers. John’s self-
confidence in teaching is based on his belief timhonnative speaker status has little to
do with his teaching ability, and that it is notassary for the teacher to speak native
level Japanese to be able to teach beginning Jaynese.

Participants in the present study position thenesein the classroom to use their
nonnativeness to their advantage, while at the saneeacknowledging the possible
imperfections they have in the target languagekingeadvantage of their own

experiences of learning the target languages, phesent themselves as teachers who can
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effectively guide students through the learningcpss, as teachers who are good learner
models, and as teachers who have empathy for gtideraddition, participants often
rejected the dichotomy of native versus nonnatpgakers by proving their linguistic
competence in the target languages and presehtmgselves as proficient and confident
speakers rather than fearful and disempowered tioerepeakers. Furthermore, many
students make a distinction between native spes&ars, language ability, and teaching
competence. As Amin (2004) suggests, nonnativekgpe¢aachers are “more effective in
the classroom when they build their pedagogieseim honnative identities, rather than
when they try to follow the native speaker norm”§B). Furthermore, as studies have
shown, what the students are really concernediwitie teachers’ level of
professionalism, not their status as native or atime speakers (Liu, 1999b). Effective
nonnative teachers construct their professionaitites by capitalizing on their linguistic

resources and incorporating their learning expeasmnnto their instruction.

4.5 Experiencing challenges as a nonnative speakeacher

One of the major challenges that participants tejdiacing was the necessity of
confronting and altering students’ prejudices abmirtnative speaker teachers.
Participants were conscious of the negative imagetents have about nonnative
speaker teachers, which included that nonnativaksgye are never going to be like native
speakers, that nonnative teachers are not giviafuthexperience that native speakers
are giving, and that, therefore, the students waoldearn from nonnative speaker

teachers as much as they would from native speaehers. Seven participants thought
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that the students would come in with a certainllefskepticism and that it would be
critical to change that perception as soon as plessi order to establish themselves as
an authority figure in class. Regardless of the @amhof teaching experience, the issue of
proving oneself at the beginning of the quarter wasmmon theme that appeared across
the seven participants’ interviews. Previous stsidigow that nonnative speaker teachers
may feel disempowered by students’ stereotypes (AG897; Brutt-Griffler & Samimy,
1999; Kamhi-Stein, 2000; Rajagopalan, 2005). Furntioee, in the struggle to prove
themselves as competent teachers, participantstbiéenecessity of presenting their
target language proficiency at a near-native lagaghe most critical and challenging
factor. This finding suggests that near-native igrehcy is an essential quality for

making nonnative speakers confident and effeceaehers.

It is important to note that to confront the stuéprejudices about nonnative
speaker teachers did not always mean to be acmadistioned or challenged by students.
That is to say, participants were often concerhatitheir students would negatively
judge their ability to teach the target languageeleon their nonnative status, but this
was not necessarily because they actually hadssidéno questioned their authority in
the classroom. In their descriptions of their téagtexperiences, the participants did not
frequently present actual experiences of beingcéd or challenged by students. There
may be different reasons for this. One possibisitthat the students recognized the
particular strengths of their nonnative speakechess. Another possibility is that the
university where the present study was conductsdaHarge number of nonnative
speaker teachers, which may have caused the ssuddmecome familiar with and more

accepting of them. Alternatively, the students rhaye simply not verbally expressed
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their distrust. Whatever the reason, it is impdrtamote that the biggest challenge for
the participants was to confrattie native speaker fallaghillipson, 1992) and to prove
its invalidity. That is, what they really had toadlevith was their own insecurities as
nonnative speakers (Medgyes, 1992; Reves & Medd@gsl; Kamhi-Stein, 2013b)
rather than any of the students’ negative reactidhs fact illustrates the fundamental
role that self-esteem plays in building one’s pssfenal identity. Along with target
language proficiency, which, as we have seen,nsidered by the participants to be a
crucial factor in proving themselves to be effeetigachers, acknowledgement of their
own assets as nonnative speaker teachers als@icsigtly contributes to their self-
empowerment.

Eunice’s description of her first time teaching diagse shows that a nonnative
speaker’s self-perception can be substantiallycegtebythe native speaker fallagnd
the discourse of nativeness (Phillipson, 1992; &an& Brutt-Griffler, 1999), thus
shaping an individual’s teaching practice. Everutitoshe never experienced any
outward discrimination based on her Japanesebiliber teaching skills, she was
nevertheless very self-conscious and felt intimédatonstantly evaluating herself vis-a-
vis native speaker teachers in the program. Silypjlatile her students never blatantly
challenged her nonnative speaker status, she wasarily worried that it would
influence the students’ assessment of her. Eurlt@drticularly insecure about her lack
of intuition in Japanese, which she believed tedm®ething exclusively owned by native
speakers. Because she was concerned with hewedlatk of intuition, she was nervous
in particular about students asking her unantiegatuestions in class. Initially, to

obviate this problem, she prepared her lessoneraely thoroughly by spending much
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time reviewing sample sentences in the textbookeaxagnining nuances between two
similar words. Only after she finally received gog& course evaluations from her
students at the end of the quarter did she firralljize that what the students really cared
about was not whether or not she spoke native-lis@hnese, but instead how
satisfactorily she met students’ needs and promtbigid learning. Because the course
was designed in such a way that the students hatkoturer and one teaching assistant,
the students placed more importance on how effelgtshe helped them to review what
they had learned in the lecture session and lgssriance on whether or not she was a
native speaker of Japanese.

In a similar fashion, the biggest challenge fordgthvas his own insecurity,
which he described as self-consciousness ratherftban being outwardly questioned by
others. He described this insecurity as a “seffrstitizing of fearing speaking.” Initially,
he had a relatively high level of insecurity regagohis target language proficiency,
which illustrates how he was disempowered by théhrof native speaker prevalent in
second language teaching. Furthermore, Ethan’smalje as a second language speaker
had a significant influence on the way he percenerbus situations he encountered in
teaching. For example, in cases where he couldmawer the students’ questions on the
spot and instead had to tell them that he woule: havook them up, he felt that his
authority and expertise in German was challengéd.majority of participants felt
comfortable in similar situations.

Another participant, Jane, the most experiencethtzan the study, also felt
pressure to prove herself as a competent secogddge speaker, especially at the

beginning of a course. In the university writinggram where she has been teaching for
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five years, she reported that she did not feelltbanonnative status was much of a
challenge. She reported, however, that she felf 8@ new university to which she was
about to move, she would have to prove her Englisficiency and teaching skills all
over again. Whether it is a new university, a neagpam, or a new group of students, it
is clear that when one goes into a new teaching@mwment, proving oneself to others is
a challenge. Furthermore, the challenges the nimensppeaker teachers face are
dependent on the context in which the teachingtipeatakes place. For instance, Sunny,
a nonnative teacher of Spanish who grew up in Karehwas spending her first year
teaching at a university in California, explainkdttthe challenges she faced were multi-
dimensional because of her Asian ethnicity and bezaf her status as a non-local and
nonnative speaker of Spanish. Being non-local hstikto develop an understanding of
the things that were specific to the local conteuth as teaching methods widely used in
the U.S., the administrative issues in the departraed the university, and the particular
relationship between the teaching assistants andttildents. Additionally, she had to
adhere to the shared syllabus used in the Sparogingm, to use the communicative
language teaching approach emphasized in the $partgram, and to comply with the
Spanish-only policy in the program. Most importgnhe had to take into consideration
the sociocultural context of Spanish use and tegcini Southern California by altering
her European Peninsular variety of Spanish to tegid&n and South American varieties
more widely used in the textbook.

The ways in which nonnative speaker teachers présemselves to students
have a substantial effect on students’ perceptbtiseir teachers. Phoebe never had any

students who outwardly challenged her authority laglteved this was because of the
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way she presents herself in the classroom. Shaieel: “I don’t apologize for being a
nonnative speaker. Certainly, not. | don’t giventhiéhe chance to say things like that or
to feel that way.” Likewise, on the course evaloias, she never received any
commentary referring to her nonnative status oicatthg the students’ wish that she was
a native speaker. Phoebe explained that she haggh @érception of her own Spanish
ability as well as her teaching skills, and that sken felt that she had more advantages
than native speaker teachers because of her ovarierpe of learning Spanish as a
second language. Her self-confidence was largedgdban the ways in which she
focused on her nonnative status as an asset insteaédability. Though it may be true
that a teacher’s native or nonnative status mapme cases influence the way the
students perceive the teacher, what is clear tstleavay the teacher makes meaning out
of his or her nativeness and nonnativeness is fme important. If a teacher takes his or
her nonnative status as a defect or a limitatienghshe makes him or herself prone to
students’ negative assessments. If a teacher isawale of the particular attributes and
assets of nonnative speakers, however, student®gardéikely to positively respond to
the teachers’ nonnative speaker status. Self-cendel and self-awareness is essential for
self-empowerment (Kamhi-Stein, 1999, 2013b; Sam&nBrutt-Griffler, 1999;
Pavlenko, 2003; llieva, 2010). This is preciselymths often the focus of teacher-
training programs.

Another important factor that comes into play wheschers decide how they are
going to present themselves to students is thelerstanding of their duties and
responsibilities as teachers. If a teacher undwsthis role as the absolute source and

conveyer of knowledge from whom the students lelaemr she claims perfection,
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presenting him or herself as someone who speakswtierror. This is, of course,
impossible in reality. On the other hand, a teacherposition him or herself as a guide,
a facilitator for learning, and a more advancedrernof the target language. In so doing,
the teacher can shape his or her role as someonguuttes the students through the
learning process rather than as someone who posiddents with absolute knowledge
of the target language. Speaking to this differandeaching style, Jane reported that she
wants her students to think for themselves, esjhgsiace they are at university level.
This kind of approach gives the teacher the fldityoio move between being a learner
and a highly proficient speaker of the target lagg) thus allowing the teacher to make
the class a learning community in which the teacimelr the students take part.
Consequently, if the teacher encounters a situatiovhich he or she does not
immediately know the correct answer to a studeguiastion, he or she can make that a
teachable moment by honestly admitting his or &ek bf knowledge, thereby showing
him or herself as moving with the student through learning process.

In a similar vein, Monica points to the impact thaeacher’s self-presentation
has on the way the students understand the teaaloés’in the classroom.

“I think the comments you get from students tendépend on how

YOU present yourself and your own knowledge ofldmguage. If you

walk into a classroom and you lay down the law, ymafre constantly

So certain about everything that you're just sbttighen if you make a

mistake, students are instantly going to starttteQTION you. Also,

if you're asked a question and you respond witmeally knowing the

truth, you can be wrong a lot of times, and thesiiis won't respect

that and will make comments. But as | introduce etfy$ tell them that

I’'m going to make mistakes, that | don’t know evenygle word in

Spanish just as | don’t know every single word mgksh, and that |

may not know the answer to their question but loing to be very

honest with them and tell them. | think that thégww it as an
ADVANTAGE to have someone who’s honest and stréayitard
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with them. That will also kind of show them thatlnot professing,

like I'm not claiming perfection.” (Capital lettemsdicate the

participant’s emphasis) (Monica, Participant #2)

Whether a teacher is a native speaker or a nornspigaker, proving oneself and
building credibility with the students can be ayehallenging task. Being a native
speaker, however, does not necessarily guarardea teacher has complete knowledge
of the language, that he or she is going to belapd gaining the students’ trust, or that
he or she is completely free from insecurity regaydhis teaching ability. In a similar
fashion, as we have seen, being a nonnative sptsdarer does not necessarily mean
that a teacher is not capable of teaching the t#gguage or of establishing one’s
authority as a teacher. In fact, the way a teaphegents himself—including his or her
nonnative status, his or her role in the classraamd, his or her approach to the students
and to second language learning—can have a suiastiifiect on the students’
perceptions. What is critical in nonnative speadkachers’ self-empowerment is their full
awareness of their own strengths based on theirlearning experience as a second
language learner (Kamhi-Stein, 1999, 2013b; San&yutt-Griffler, 1999).
Furthermore, Amin (2004) states that nonnative lspreieachers can be more effective
pedagogues when they construct their teaching baséueir identities as nonnative
speakers. Kamhi-Stein (2013a, 2013b) similarly easptes the importance of teachers’
self-perceptions, noting their influence on theckeas’ instructional practices and the
students’ motivation and learning. In sum, it isazlthat the students appreciate the
teacher’s acknowledgment of both of their strengitd weaknesses as a nonnative
speaker, and take note when the teacher’'s nonrstigs is used to contribute to the

students’ learning.
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4.6 A power relationship between nonnative speakeeachers and their heritage

language students: the case of Spanish

This study includes nonnative speaker teacherpahiSh and Japanese who have
taught heritage language students, which givesiugpportunity to look at how heritage
language students influence the ways in which t@cherceive themselves and what
impact this may have on teaching practices. Ircthgext of the U.S., the terheritage
language learnerefers to “a student of a language who is raiseslhome where a non-
English language is spoken, who speaks or meralgrgitands the language, and who is
to some degree bilingual in English and the heeitagguage” (Valdés, 2000, p. 1). The
literature on nonnative speaker teachers has priedothy looked at teachers of the
English language, which has the privileged stafuslmgua franca(Paikeday, 1985;
Rampton, 1990; Reves & Medgyes, 1994; Widdowsof8418lorton, 1997; Tang, 1997,
Liu, 1999a, 1999b; Samimy & Brutt-Griffler, 199%W®enko, 2003; Cook, 2005; Ling &
Braine, 2007; Clark & Paran, 2007), and leavesassalevant to other languages rarely
explored. Among the nonnative teachers of languaties than English, nonnative
speaker teachers of Spanish in the U.S. have extéie most attention (Callahan, 2006;
Hertel & Sunderman, 2009; Thompson & Fioramontd,30perhaps due to the growing
number of students, including heritage speake&pahish, who sign up for Spanish
courses in the U.S. every year (Potowski, 2010yekbeless, nonnative Spanish speaker
teachers’ self-perceptions with regard to herilagguage students have not yet received

much attention. The case is the same with nonnapeaker teachers of Japanese.

61



The majority of participants who teach Spanishagrahese in this study had
heritage language students enrolled in their ctasdee common experience that
participants shared was feeling more nervous anaichated when they had heritage
language students than when they had non-herisagridge students only in class.
While participants were aware of the fact that ¢hiesritage language students rarely had
any formal education in the target language antth®r intuitions were not always
perfect, they still felt that their target langudgel to be perfect, fearing that the heritage
language students would notice any mistakes. EXemhey were teaching beginning
level classes such as Spanish 1, 2, and 3, oyé@estJapanese, the participants were
nevertheless highly conscious of and more cautitrstheir use of the target language.
This fact implies that the heritage language sttgléevel of proficiency is not
necessarily the central factor that evokes feelofgssecurity in teachers. This raises the
following questions: What are the reasons behirgdmotional response? How
differently do nonnative speaker teachers perceéréage and non-heritage language
students? What are the particular characteristibggtage language speakers that make
nonnative speakers feel intimidated?

How nonnative speaker teachers position themseiges-vis heritage language
students ultimately leads to the question of wha mative speaker (Rampton, 1990;
Davies, 1991; Kachru & Nelson, 1996; Amin, 1997aKusch, 1997; Cook, 1999, 2000).
The fact that nonnative speaker teachers in thdydelt intimidated by heritage
language students who obviously occupied a lowesl len the proficiency spectrum
indicates that one’s proficiency does not signifibafactor in when deciding one’s

nativeness. In other words, one does not have follyecompetent in a language to be
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considered a native speaker of that language.ddsttone meets the biodevelopmental
definition of native speaker, one can be identiisda potential native speaker (Cook,
1999). In a similar fashion, how much education bag had in the target language does
not much matter when deciding the degree of natisef his language. Speaking to this,
when answering my questions about heritage langsiagkents, the participants
repeatedly called them “native speakers,” referttthe fact that these students were
exposed to the target language at an early aggramdup in a target language-speaking
household. The participants’ identification of hage language students as native
speakers implies a strong biodevelopmental aspiath explains why acquisition in
childhood is often considered to be a fundameiizbf in others’ perception of one’s
linguistic identity. Participants believed thatiheritage speaker whose proficiency level
is currently low continues to learn the languabaf heritage speaker could ultimately
attain native level proficiency and become a flddfged member of the target language
community. In contrast, they thought that they wdonéver be able to improve their
second language proficiency to the same nativekspéavel. In other words, part of their
insecurities with heritage speakers results frotiebieg the biodevelopmental definition
of a native speaker, which leaves second langueagadrs with a distant and unattainable
goal (Medgyes, 1994; Reves & Medgyes, 1994; Arvel&gyes, 2000). For example,
when asked where her insecurity comes from, Phaebeered: “Probably some sense
of insecurity like ‘Il may be really good but I'm wer going be as good as you could be.’

| know that no matter how much | know | will nevs a native Spanish speaker because
that would mean that | would have had to grow ugakmg Spanish. That is never a

possibility for me. But, | can get close, so thalie concept of near-native to me. | can
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approach that but I will never actually get thede.bther words, Phoebe’s insecurity
comes from the thought that she never will be aveapeaker, whereas her heritage
language students are potential native speakers.

Even though participants felt pressure to provendedves to students in general,
when facing heritage language students the pressarsome distinctive features. Both
the teachers of Spanish and Japanese feared tltaghdanguage students have a certain
linguistic intuition that tends to be more reliath@n those of nonnative speakers,
enabling them to notice any mistakes the teachghthmnake in class. Angela explains: “I
get more nervous around heritage speakers who gpewa Spanish-speaking household,
because as a native speaker they have these tingnstincts. My fear is that they're
going to know more than me.” Angela and Phoebeatnetl that heritage speakers have
good conversational skills and tend to know a fatadloquial vocabulary for casual
conversation. In a similar fashion, Eunice thougat heritage language students, even
though they do not currently demonstrate a full petance in Japanese, have been
exposed to Japanese in their homes for an extqetestl of time, which gives them a
keen awareness of what sounds right and what sourotsy.

It is noteworthy that participants were at the saime well aware of the fact that
heritage language students’ intuitions had impé&das, too. In some cases, the heritage
language students had internalized incorrect granemsyntax, demonstrating
grammatically inaccurate intuitions. For exampleo®be taught a grammar course
designed to train pre-service teachers, which Eda@bout half heritage speakers and
half non-heritage speakers. She knew that thedgerianguage students had little

education in Spanish and that the non-heritagekspea the class tended to be far better

64



at the grammar. Even though she did not thinkttheheritage speakers were necessarily
judging her Spanish, she still felt that her Splamiad to be perfect so that she could
prove herself to the class. She states: “My firsetteaching that grammar class, | had
about half and half and that was really intimidgtihfelt very intimidated. Even though |
don’t think that they were necessarily judging needuse a lot of them hadn’t had a lot
of instruction in Spanish, | still felt like ‘OhHave to be perfect, my Spanish has to be
perfect.” Similarly, when she had heritage langaiatudents in her second year Spanish
class, she reports becoming hyper-conscious obpanish even though she knew that
their knowledge of pronunciation and spelling wésmincorrect. Being self-conscious,
when she knew that she made a mistake, she madesexe to fix it, which is something
she does not always do in classes with non-heritaggiage students only. In sum, the
participants’ feelings of self-consciousness amdgitessure to prove themselves in front
of heritage language students is driven by therfge¢hat the students were judging their
target language ability, even though they knewelstsdents were not more advanced
than they were.

What the participants’ feelings of pressure andcnsity indicate is that the
power relation between native speakers and normapigakers (Davies, 1991;
Phillipson, 1992; Nayar, 1994; Armour, 2010) isragfuced between heritage language
students and nonnative speaker teachers. Davi@g)$@ggests, “the dichotomy of
nonnative speakers of English versus native spsakdtnglish, like majority-minority
relations, is power-driven, identity-laden, and fadence-affecting” (p. 166, cited in Liu,
1999b, p. 86). Similarly, Armour (2010) claims tim@innative speakers using second

languages are involved in power struggles withveaspeakers and are often
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marginalized, and Phillipson (1992) problematizesdominance of theative speaker
fallacy, insisting that it serves the interests of thaspawer while perpetuating existing
power relations. Additionally, Nayar (1994) expkite ownership issue in terms of the
power dynamics between native speakers and noerngieakers. Even though heritage
language students may be more knowledgeable iaigeteas, nonnative speaker
teachers are clearly closer to native speaker ctampe on the proficiency continuum in
most areas. The participants’ self-positioningaAgis the heritage language students is
therefore affected by the unequal power relatignbletween native speakers and
nonnative speakers, rather than any lack of pexfiy in the target languages.

On the other hand, participants sometimes congidezdtage language students
to be a good resource in the classroom. For instamicile she worries that heritage
language students may have more knowledge of Sptras she does, Monica also
thinks that this is something to take advantagatbfer than something to be afraid of.
For this reason, she often directs questions spaltyf towards the heritage language
students, and they often have knowledge that sbe dot. She adds that it is interesting
to compare what the heritage language studentsveeis correct with what she believes
is correct. Every heritage speaker has had diftetegrees of exposure to Spanish and
knows certain things more thoroughly than othefterXour years of teaching, Phoebe,
like Monica, now tries to involve her heritage laage students and to better incorporate
them into her class. She often first tells theslasw she says something and then asks
the heritage language students how they say ibwrtheir family members say it. In sum,
as participants gain years of teaching experiethes, realize that they can benefit from

having heritage language students in their classebscan strategically draw on heritage
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speakers’ everyday knowledge of the target langudgeicipants find this approach to
heritage language students beneficial for the @dasswhole because the teachers can
expose students to various ways of saying thinge different varieties of Spanish.

In this way, heritage language students can bei@zs®f affirmation of
nonnative speaker teachers’ linguistic competenctse target languages. Phoebe, a
nonnative speaker teacher of Spanish, recallebdghtage language students’ reactions
to her on the first day of class: “Every so ofté#nhlave Latino kids the first day and
they’'ll say ‘man, your accent is really good! Whare you from?’ And those are the
ones that ask. Or, they’ll compliment me on my atceand that generally means they
know I'm not a native speaker but they think I'mogd’ She finds it interesting that it is
always the heritage language students who makeadtiohing comments. With their
long-term experiences with Spanish, heritage spesgkdge whether one is a native
speaker or not as well as how proficient the namaapeaker is. While the remarks
Phoebe received are positive, her experience lslps understand what causes the
nonnative speaker teachers’ sense of anxiety arbenthge language students. Here, the
authority of the target language rests with théthge language students rather than the
teachers, thus mirroring a power relationship betwiem.

Nonnative speaker teachers’ responses to the geldaguage students in their
classes involve a number of issues that are powesrdand identity-shaping, and are
quite distinct from the issues involved in teachnmom-heritage language students. First,
the cause of the participants’ self-consciousnaddeelings of insecurity around
heritage language students are distinguishable fhmse around non-heritage language

students in that there is a power relation andestipn of linguistic authority between the
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teacher and the students. Speaking to this, gaaits feared that the heritage language
students might be more knowledgeable than themtdbeuarget language, might
recognize the errors they make, or might negatijelge their target language ability.
On the other hand, with students in general, tesgure on the participants seemed to
derive from the need to establish themselves astrority figure in class, to break down
the students’ possible negative stereotypes almutative speakers, and to prove their
target language proficiency. One of the primarypueses of nonnative speaker teachers
is their experience of learning the target languagya second language, an experience
that they share with students. Taking advantagkisfexperience as well as their insights
into learning, they are able to build rapport vathdents and present themselves as
model learners. This experience, however, canmatifyrbe considered a resource when
the class contains heritage language students, $rmooe the viewpoint of the participants,
heritage language students have gone throughranggrocess that is more similar to
that of native speakers.

At the core of participants’ insecurities, theeslthe issue of who has native
speaker membership. As Tsui (2007) posited, thgimaity of membership results from
an asymmetrical power relationship, which has aiBggnt impact on one’s self-esteem
and identity. Accordingly, participants defined iteege language students as native
speakers or potential native speakers, insistiag because they grew up in target
language-speaking households, heritage speakeatr@agly in a position to achieve
native speaker competence. That is, heritage speakeady have the potential to
become full-fledged members of the target languwagemunity, a possibility that is not

available to nonnative speakers regardless of hashreffort or time they invest in
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target language learning. While previous studielexamined the power relationship
between native and nonnative speakers and havensthatvnonnative English speaking
teachers are marginalized in their professions (@& Brutt-Griffler, 1999), the
findings of the present study show that similardsiof power dynamics emerge between
heritage language students and nonnative speadardes, thereby confirming the way in
which the discourse of nativeness disempowers eeacigentities. What these findings
imply is that it is not the privileged status tlgatglish has aa lingua franca but rather

the assumed definition of native speaker that detess the unequal power relationship
between native and nonnative speakers. The issiine ofative speakership, although
there is no clear definition of the native speakanilarly applies to languages such as
Spanish, German, and Japanese that do not hava suhleged status. Also, in the
participants’ perceptions, what plays the decisole in the ascription of native speaker
membership is acquisition in childhood rather tharrent level of proficiency.
Accordingly, nonnative speakers of Spanish andrksg®in this study, despite the fact
that they are more advanced than their heritaggukage students in terms of target
language proficiency, do not have the native spealemmbership that their heritage
language students have. This power inequality hadrtarginality of membership cause
the teachers to feel nervous and intimidated whew have heritage language students in
class. Similarly, participants’ description of hage language students being a source of
affirmation who validate the teachers’ target laauggel ability can be explained in terms of
the unequal power relationship between the spagkeips. Participants’
conceptualization of the native speaker has beanlgmatized by Cook (1999, 2005),

who maintains that if we use acquisition in childdas the defining characteristic of the
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native speaker, then it is impossible for seconduage learners to ever be native
speakers because nothing they learn as adultgwdlify them. Davies (1991, 1995) also
challenges the notion of the native speaker, ingjigshat second language learners can
accomplish native-like competence and have theidemée to claim native speaker
membership. If we take this argument to be true résults of the present study beg
further questions: Are heritage speakers reallysdrae as native speakers? Is acquisition
in childhood a primary factor in the predictionvatiere one would ultimately fall on the
proficiency spectrum? The findings of the preséumdy imply that unequal power
relationships between the teacher and the stugenfisundly affect the teachers’ identity
formation, leading us to ask the question: Whatld/give nonnative speakers a stronger
sense of the target language ownership? The fallpwhapters attempt to answer this
guestion by showing that embracing their nonnagpeaker identities is the first step

toward developing a sense of agency.

4.7 Teacher’s race and ethnicity

The teacher’s ethnicity and race was another thtbateemerged as a significant
factor in shaping the students’ perception of geeher, particularly during their first
encounter. More often than not, physical appeararaseregarded as a reliable clue that
instantly indicates whether one is a native or @nabive speaker of a certain language.
Previous studies have problematized the set ohgstsons that intertwines race and
ethnicity with language ability and nonnative otiva status (Paikeday, 1985; Rampton,

1990; Amin, 1997; Leung et al., 1997; Norton, 19Biytt-Griffler & Samimy, 1999; Liu,

70



1999a, 1999b; Kamhi-Stein, 2000; Ling & Braine, 2D®Bupporting the respective
conclusions of these studies, the present studystimat students often associate
nonnative speaker teachers’ racial and/or ethrekdraund with his or her competence
in the target language, thus charging these noregfieaker teachers with the additional
task of building credibility with their students.

One’s nonnative speaker status is often judgeddoasdiis or her ethnic
background, which should match the notion of ttealded native speaker (Leung et al.,
1997). The power relations involved in the labelfignative speaker and nonnative
speaker further reinforces the perception thaveapeakers are better teachers (Liu
1999b). This notion of the native speaker mistakenhphasizes biological factors, thus
overlooking the social factors that play a promirr@te in the relationship between
people and language (Rampton, 1990). In additfmrelationship between ethnicity,
language, and social identity is not fixed but deable (Leung et al., 1997). Phoebe,
who is Caucasian and does not explicitly revealnioemativeness unless she gets asked,
thinks that her physical appearance in combinatin her non-Latin name contributes
to her students’ assumption that she is a nonnapieaker of Spanish. On the other hand,
every so often, her students ask if she is fromeAtima, which she believes to result
from their tendency to make the connection betwaea, ethnicity, nationality, and
language ability.

In a similar fashion, the present study shows shadents tend to assume a
teacher’s heritage speaker status based on ohsewat the teacher’s physical
attributes, which primarily focus on assumptionsiwhhis or her race and ethnicity.

These prejudices are driven by the notion thatlagg use can be successfully equated
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with ethnicity. Included in this notion is the id#eat a language is owned by a certain
ethnic group and, by extension, the idea that lgghgnto a certain ethnic group means
speaking the language that is spoken by the mgjofithe members of that group. In this
view, the descendants of an ethnic group natunaliigrit the language and, similarly, the
ethnic origin of a person is the predominant fathat decides his language abilities.
Leung et al. (1997) questions these beliefs, aggthiat membership in an ethnic group
does not necessarily mean inheritance of the laggguaed by the group.

Some of the participants have experienced and emarecious of their students’
tendency to associate racial and ethnic backgreutidthe language taught in the
classroom. This might influence or shape a teasltsslf-image as a speaker and a
teacher of the target language. For example, idsi@s not explicitly tell them that she is
a nonnative speaker of Spanish or that she iSQamltasian and half Arab when she
introduces herself on her first day of class, stisleften assume that Angela is of
Hispanic descent. Although her explanation thatgkee up in a Latino neighborhood
speaking Spanish may factor in, she thinks thaahdsiguous appearance plays a
significant role in her students’ assumption. Ethaino is Caucasian and teaches German,
shares a similar experience. Once his studentsyieware that he is a nonnative
speaker of German, they often ask him whether bhaas of German descent. He
interprets this question as a result of the assiomphat only people who have an explicit
connection to Germany would be interested in legraind speaking German. Phoebe’s
understanding of her experience is comparableabahEthan. Since she does not
explicitly include the fact that she is a nonnasypeaker of Spanish in her self-

introduction on the first day of class, the studesametimes ask her straight out if she is
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Latina or Hispanic, or in a more indirect way as&he grew up speaking Spanish. In
both cases, the students are making an associ#tareen one’s language learning
history and use and one’s ethnic and/or heritagkdraund, thus overlooking many
other factors that may be more pertinent to oreeigliage learning experience (Paikeday,
1985; Rampton, 1990; Leung et al., 1997). In fexcthe language acquisition process of
children of immigrant families, a number of socm@ltural, historical, political, and
economic factors other than the ethnic origin effdmily are intertwined. What should
also be recognized here is the assumption, for pkarthat Ethan’s Caucasian
appearance is similar to the stereotypical ideatudents’ minds about what Germans
look like, and the added influence this idea hatherstudents’ assumption that Ethan is
of German descent and possibly a heritage speattearrthan a nonnative speaker who
has no ethnic link to Germany.

What these cases show is that students have antgntterelate a teacher’s racial,
ethnic and/or heritage background with his lingais¢pertoire, which could sometimes
result in erroneously assuming that a nonnativalsggreteacher is actually is a heritage
speaker of the target language. This finding is gamable to those of previous studies
(Paikeday, 1985; Rampton, 1990; Leung et al., 18®rton, 1997) in that one’s racial,
ethnic, and/or heritage background is to some @egsed as the basis for an assumption
of how one acquired the target language as a child.results of the study show that
these same erroneous beliefs may result in thergegan that a teacher is a heritage
speaker of a language rather than a nonnative speak

Furthermore, participants felt that the studentsd&endency to assume their

level of target language competence and teachiitydiased on how native or
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nonnative the teacher’s appearance was perceivael féor example, Angela, a teacher
of Spanish whose appearance is ambiguous, belikat# is easier for her to gain
credibility whereas it is harder for the more Caiaa-looking teachers. Those teachers
are more likely to get negative reactions when thelk into a class or are introduced to
the students because students assume they wilkenatoficient speakers of Spanish.
Monica shares a similar perspective on this isShe. thinks that her appearance, which
is Caucasian with blonde hair and blue eyes, @asignificant role in the students’
initial impression of her as a speaker and a teaah®panish precisely because of
students’ tendency to assume the teacher’s lingustnpetence based on their
perceptions of her race and ethnicity. She hagdrtbi the students often appear
surprised at her appearance when they walk intelassroom. What the experiences of
these two participants illustrate is that a teash@wnnative speaker status is accentuated
by his or her appearance particularly if it conitcéglthe stereotypical image the students
have about speakers of the target language. Nevest) Monica reported that she
believes that her nonnative speaker status anchegpee are factors that are easily
overcome when she starts speaking fluent Spanitetstudents.

These cases illustrate the notion of the idealimdt/e speaker (Rampton, 1990;
Amin, 1997; Leung et al., 1997; Kramsch, 1997; Nost1997), which equates language
with race and ethnicity and marginalizes ethnicanires. Teachers who belong to a
visible minority contradict the students’ imageanfideal authentic ESL teacher, causing
the teacher to feel disempowered by the studetgs@types and to experience more
difficulty gaining students’ approval (Paikeday 859 Amin, 1997; Brutt-Griffler &

Samimy, 1999). Similar to these findings, the teasslof various languages in this study
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had to go through some kind of linguistic verificat process in order to prove
themselves as competent speakers of the targetdgegnd to establish their authority
as teachers.

The assumed relationship between language andinaiter ethnicity in the
definition of the native speaker plays a signiftcante in nonnative speaker teachers’
self-perceptions. Regardless of how much the teacdwstually experienced the effects of
the stereotypes students may have about nonngiaker teachers, teachers were still
highly conscious of and concerned about the stgdpotentially negative reactions. This
was particularly true for teachers whose appeasadoaot correspond with the
stereotypical image of the native speaker of thgetdanguage they teach. Furthermore,
teachers’ actual experiences with students weregergtdifferent from their predictions,
thus confirming the socially constructed idea diveaspeaker of the target language that
students tend to have (Leung et al., 1997; No168ay).

Jane, who is Korean and who teaches English, exqaahat she would feel more
native-like if she were Caucasian because it whelg her to blend in more easily and
pass as a native speaker of English. Jane’s comsmenin accordance with the finding
that the teacher’s self-image and self-confiderasel®e affected by students’
stereotypical idea that native English speakerd imei€aucasian (Paikeday, 1985;
Amin, 1997; Leung et al., 1997; Norton, 1997). E#leough she has been living and
teaching in Los Angeles, where native English spesa&f various racial and ethnic
backgrounds can be found, for several years, dh&ests that people tend to judge her
English speaker status based on her appearangatéd® great ethnic and linguistic

diversity of Los Angeles, and despite the fact ffedple of Asian descent often speak
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English as their native language, Jane still féeds English is commonly regarded as a
language that belongs to Caucasians. That is, spgakcolor are often excluded from
the notion of the idealized native English speaker.

The widely held belief that a particular group ebple can claim ownership of a
language affects the way Jane sees herself amkespd English, which could
ultimately disempower her professional identityJame’s perception of herself as a
speaker of English, not only her linguistic prodiecy but also her racial and ethnic
background comes into play. Depending on how mucbrmative speaker’s appearance
corresponds to the socially constructed image ehtitive speakers of the target
language, his or her nonnative speaker status ¢muédther diminished or accentuated,
ultimately affecting his professional identity ctmstion.

In a similar fashion, Sunny described how beind&fn ethnicity, in addition to
being a non-local, nonnative speaker teacher, vpasreary source of her insecurity as a
teacher of Spanish. She worried that the studeotddabe biased against her because of
these characteristics, and her impression of teediass meeting was that the students,
who had expected either a Hispanic or an Amerieaahter, were very surprised to see an
Asian teacher. She was highly self-conscious abeing the only Asian and nonnative
teacher in the Spanish language program, to the gwt her reaction to the long wait
list for Spanish 1 (there are multiple sectionsSpanish 1) was one of relief that her
class would not be cancelled despite her Asiani@tiinOnce she started teaching the
course, however, she got positive reactions fronshelents, especially from those of
Asian descent, which allowed them to feel comfdeatith her and to want to take her

classes again in following quarters. This resuleeds how a shared racial background, in
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addition to the shared experience of learning déngett language, creates a rapport
between the teacher and the students. Jane shsiresaa experience, which is that her
Asian students have a tendency to identify theneselith her. In Sunny’s case, while it
is not clear if the shared racial background hesctly caused the positive responses of
her students of Asian descent, it is notable thelh sesponses had a consequent effect on
the teacher, resulting in Sunny’s preference fodeits of Asian descent. Even though,
at the time the interview was conducted, it way &wr third quarter teaching Spanish
and though Sunny had not had any negative exp@esenith any students, she still stated
that she felt more comfortable with students ofaAsiliescent. While being Asian was a
source of her high self-consciousness, having stadd the same race ultimately helped
her to feel more confident and secure, encouradgengo have a more positive self-image
as a Spanish teacher. This suggests that a teacheg might not always be a factor that
disempowers, but could promote the teacher’s pes#elf-perception, depending on the
context.

The findings of this study show that the assuméuthisic connection between
ethnicity and ability in a certain language anddtexeotypes of an authentic teacher are
the most significant factors in students’ percapgiof teachers. Additionally, this study
presents data on the influence that a teacher’sigdlyappearance has on the students’
conjectures about his language learning backgronhdther those be that a teacher is a
native, a nonnative, or a heritage speaker ofatget language. What is it that drives the
students to rely on the teachers’ appearance injtltgment of the teachers’ target
language learning and competence? One possibte fastsuggested by some of the

participants, is that the course levels the paudicts in this study have taught are mostly

77



beginner or low intermediate; therefore, the stisl@rere not proficient enough in the
target language to correctly judge the abilityled teacher. Instead, the teacher’s physical
appearance was the only clue easily accessibledersts of all levels. It is also possible
that students do not have previous experiencesneitimative speaker teachers, and
therefore have had no reason to challenge thegdiges. In conclusion, students’
perceptions of a teacher’s racial, ethnic and dgeitbackground is not clearly separated
from their judgments about the teacher’'s competascgpeaker and a teacher of the
target language. This may challenge a teachertwaty and ultimately disempower him
or her, or it may promote identification betweeadeer and student, depending on the

context.

4.8 Accent and nativeness

Despite the fact that | did not specifically exgdhe participants’ perceptions
with regard to accent, it emerged as a signifiessie in participants’ descriptions about
second language proficiency and nonnativeness. Wimaiteworthy is that accent is
similar to race, ethnicity, family name, and coyrif origin in that the participants
reported that others frequently identified theinnative status, making judgments based
on how closely their accent conforms to the promtran of the native speaker. That is,
the degree of foreign accent in the target langweggean important factor that the
nonnative speaker teachers perceived as an indmfatioeir nonnativeness, linguistic
proficiency, and teaching ability in much the sansgy that the assumed connection

between race, ethnicity, native or nonnative idgnéind linguistic competence shaped
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the students’ perception of the teachers (Paiketi285; Rampton, 1990; Amin, 1997;
Leung et al., 1997; Norton, 1997; Brutt-Griffler8amimy, 1999; Liu, 1999a, 1999b;
Kamhi-Stein, 2000; Ling & Braine, 2007). Brutt-Gidr & Samimy (1999) state that
accent is one of the major characteristics thatsoeially held to represent those of the
native speaker” (p. 416); therefore, those witleiign accents are usually labeled as
nonnative speakers (Chen & Cheng, 2012), a pigdmghahich reinforces the idea that
they are less capable of speaking and teachin@tpet language than their native
speaker counterparts.

Accent is often regarded as a vital measure ofeaement in second language
learning (Reves & Medgyes, 1994; Cook, 1999). Tlheena speaker’s accent conforms
to native speaker norms, the more successful Bheois considered as the learner of the
target language (Cook, 1999). Cook’s claim is thiaile every speaker has an accent in
his first language and is still accepted as a membie speech community, second
language speakers are deemed failures at secayublga for sounding foreign. Even
though the goal of most second language learningti$o produce students with native
accents, and even though accent is only one ahtligple factors indicating one’s
linguistic competence, accent is one of the cefdicbrs that determine how listeners
judge one’s success in second language learnimgn{pkon & Fioramonte, 2013).
Furthermore, participants with native-like acceares sometimes mistaken for native
speakers and are accepted on this basis into tive s@aeaker community, which
signifies the exclusiveness of native speaker meshige (Thompson & Fioramonte,
2013) and the power relations involved in the ladgedf native and nonnative speakers.

Liu (1999b) problematizes this labeling, insistthgt it reinforces the erroneous belief
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that native speakers are more competent than nearsgteakers are to use and to teach
the language. Likewise, Thompson and Fioramont&3ppoint to the problem of the
way that accent is used as a measure of lingustigpetence, claiming that this
perpetuates the negative stereotypes of nonngieeksr teachers. In other words,
foreign accents often label nonnative speaker tracs deficient speakers of the target
language, without regard to their overall lingusgiroficiency or teaching ability.

While the participants in the present study didmake a direct association
between accent and competence in teaching the targgiage, they still felt that accent
had a significant impact on the ways in which they perceived by others. Their
experiences reveal that the degree to which oreesrs conforms to native standards is
an important factor in others’ assessments of thegret language proficiency. Accent
differs from other factors in that it clearly re\®ane’s nonnative status, while other
factors such as grammar may go unnoticed, espgtiadpeech (Thompson &
Fioramonte, 2013). The findings of the presentystairespond with those in previous
studies (Hertel & Sunderman, 2009; Thompson & Frarate, 2013) in that the
participants framed the notion of accent such alsaent was judged a primary indicator
of linguistic proficiency.

Despite the fact that accent is not the sole el¢mfenhich proficiency or
teaching skills consist, nonnative speaker teachrerstill liable to be evaluated by others
based on their accents. Native-like accents wortlottnative speakers’ advantage,
leading others to be less judgmental or criticahefspeakers’ abilities than they would
of nonnative speakers who do not have such acd@entthe other hand, nonnative

speaker teachers who do not have native-like as@atprone to be negatively judged
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by others, thus making these teachers feel chalbagd disempowered. For example,
Ethan reports that people often assume that heasiee speaker of German because of
his native-like accent; they are not likely to pighk his mistakes.

“People usually tell me that | have a REALLY GOOIZBENT. Like,

a lot of people I think I'm a native speaker of @an. So, if | do make

a mistake, they're a little more confused as to Wegund like that?

Why is he making, why does he talk a little funiifzat’'s what German

speakers would tell me. It’s like, they can tdilave an accent kind of,

they can't really tell where from, or maybe sometsthey think it's

from like a weird part of Germany or something. Aad, | think in that

way they're a little LESS PRONE TO JUDGE MY LANGUAG

because they kind of ASSUME IT'S NATIVE.” (Capitatters

indicate the participant’s emphasis) (Ethan, Pigdiat #8)

Ethan feels that his native-like accent acts asfiebthat keeps his German from
being judged harshly by others. Similarly, Phoediethat there was a correlation
between nonnative speaker teacher’s accents ammyaheations they received from
students. According to her, those teachers whawegeommentaries that explicitly
point to their nonnativeness on the course evalode.g. “It was obvious that she was
not a native speaker”) or display the studentsfegesces for native speaker teachers
over nonnative speaker teachers tended to haved¢ise-like accents than those who
did not.

What is evident here is that accent has an impobiaring on nonnative speaker
teachers’ perceptions of the ways in which othedg¢ them, thus affecting the teachers’
sense of confidence. Eunice thought that her faratgent was a highly noticeable clue
to her nonnativeness, which caused her to feettaatii to take an active role in the audio

recordings that her colleagues took turns makingdarrse listening tests. Often, accent

is perceived to be an easy aid in assessing wimeréatis on the proficiency spectrum.
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For instance, when one of her colleagues in th@iSpgrogram made a comment about
her strong accent, Phoebe felt that there was phedsense of comparison and ranking
in terms of proficiency. In a similar fashion, whieer heritage language students
complimented her on her accent, she interpretsdaththeir knowing and acknowledging
that she is a fluent nonnative speaker.

The problem of unquestioningly interpreting accaht primary indicator of
language competence is that it reinforces the nagstereotypes of nonnative speaker
teachers and existing unequal power relations ivilee two speaker groups. The
subject of nonnative speaker teachers’ accentsftas been investigated in the literature,
but the discussion is mostly framed by the consitilen that their accents are one of the
main disadvantages that nonnative speaker teacbefi®ont (Thompson & Fioramonte,
2013). Similarly, even when they do not receive aagative comments with regard to
speaking and pronunciation from their students (ddaiv, 2004), nonnative English
speaker teachers cite speaking skills and prontimeias their major areas of difficulty
(Reves & Medgyes, 1994). Nevertheless, Brutt-Gaifind Samimy (1999) maintain that
nonnative English speaker teachers can empowerstiiees as English language
teaching professionals regardless of their acdgntaising self-awareness and
constructing an identity of their own. The notidraccent should be examined within the
framework of the native speaker construct in threesavay that race, ethnicity, family

name, national origin, and heritage background are.
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4.9 Teaching one’s native language versus teachiaghonnative language

The majority of the literature on native and nonretpeaker teachers has
investigated each group separately, making conpasibetween the two groups mostly
with regard to their strengths and weaknessespidésent study, in contrast, includes
teachers who have experience teaching both thewenand nonnative languages. By
looking at these teachers’ self-perceptions, tlesgmt study sheds new light on how
one’s professional identity is shaped and recoattduby this unique experience.

The participants were aware of the respective gthsnand weaknesses they have
in teaching each language. These were largely dddg their native or nonnative
speaker statuses with regard to the respectiveitayeg The findings show that native-
level proficiency was the primary source of theattages of being a native speaker,
while sharing the same learning experience withstbdents was cited as the primary
strength of nonnative speaker status. When ometlsei opposite position, however, the
same source of strength becomes unavailable. Oflyiowo one can be a native speaker
of a language and at the same time have the firdtbaperience of learning the language
as a second language. For this reason, particigahtsot necessarily feel that they were
at an advantage when teaching their native langudgéact, some teachers felt that they
were better qualified to teach their nonnative laage due to the teacher training they
had or due to their own experiences of learnindahguage, which functioned in a
similar way as the training did. The participargslf-perceptions with regard to their own

teaching practice of each language confirm Pholipsnative speaker fallacgPhillipson,
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1992) and underscore the importance of self-confideand expertise in the construction
of one’s professional identity.

For example, Jane, who has taught both her natnhgulage (Korean) and her
second language (English), expressed differentskafidnsecurities she had teaching
each language. When she was teaching first yeagatoat a university in the U.S., she
did not feel that she was really qualified to te&adnean and had a sense of anxiety,
which she ascribes to her lack of proper trainiffge most difficult part for her was to
give satisfactory explanations to the students tbow Korean works, even though she
knew what the correct answers were. This showskiinawing how to speak the language
is different from being able to explain how thedaage works. In fact, she felt far more
comfortable and confident teaching English, whiher second language, and ascribed
this fact to the TESOL certificate and certain teadraining courses she had to take
before she actually started teaching ESL classes.t®these, Jane felt confident about
explaining different rules or presenting variousysvéo approach English writing.
Furthermore, she was able to better predict wheastiidents were going to have
difficulties with, thus incorporating the difficudts into her lesson plans in advance.

On a similar note, Ethan had insecurities teackinglish as a native speaker.
Before he started teaching, he had studied linigaisind taken an English as a Foreign
Language teaching course that included teachinpadetogies, classroom activities,
and a teaching practicum. With these experienabkall believed that he had a solid
foundation for explaining the rules of English. Vidlfee actually started teaching English
at a high school in Germany, however, he couldahetys give clear explanations; his

knowledge of how to say things was intuitive, baetdould not explain how to determine
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if a sentence or phrase was correct. Another maaint, Phoebe described how her
adherence to theative speaker fallacgPhillipson, 1992) was broken down by her
experience of teaching English, her native languBgspite the online Teaching English
as a Foreign Language certificate she got befaen&mt to Mexico, she did not quite
feel that she was ready and properly trained tohteldevertheless, she thought that
teaching English would be fun and easy and thatshe#d be good at it simply because
she was a native speaker. She quickly realizedeterythat her original belief was
wrong because she was not able to give proper exfitas for the students’ questions
regarding verb conjugations or spelling. Her rectogm was that the ability to tell if
something sounded right was not the equivalentofiing the rules that make grammar
and spelling comprehensible to students. She refiwat she therefore had to do a lot of
study on her own and consult what was explaingtertextbook in order to figure out
how English works and how she could explain itt® $tudents effectively. In this way,
she had to improve her pedagogical skill by selfring as well as dealing with different
problems she encountered in her everyday exper@teaching English. This shows
that language teaching is a professional skill taat be developed through practice and
training. Having taught English for a year and Sglarfor four years, she feels far more
comfortable teaching Spanish, which reveals theoimapce of teaching experience in
one’s professional confidence as a teacher.

Quite the opposite of when she was teaching Endghbbebe felt that she was
better equipped to teach Spanish due to her kngesletithe language and the learning
mechanisms which she gained from her own Spanahiley experience. She was able

to explain the grammar rules, the formulas, anchthry of Spanish effectively to her
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students. Moreover, she could provide the studsitksemotional support because she
herself had gone through what they were going tiinpehe knew how challenging and
mystifying the learning process could be. For thessons, she felt that she had more
advantages than native speakers of Spanish whio tieeic native language.

“And | actually feel, as though in the opposite vadyvhen | was

teaching English, | feel WAY more equipped to te&ganish. | know

all the rules. I had to learn it myself, you kndwnow all the formulas,

| know the history of the language, | know, you wnall these other

things. So, | even felt that | had sort of a legoapthem, sort of a, even

more advantage than they did, even as native spetdaeching their

native language. | felt it. | could do it better¢éiBg a nonnative speaker

of the language, | think | understand my studeaxgerience more. |

had to go through what they’re now going througtl Bknow how

hard it was, and how challenging, and how mystdya times.”

(Capital letters indicate the participant’s empipéPhoebe, Participant

#3)

In some ways, Phoebe’s description of her strengttesaching Spanish reveals
that she perceives her own learning experiencaragibning in the same way as self-
training, helping her to develop insights into hSpanish works which eventually
contributed to her ability and confidence in teaghihe target language. Her perception
shows that nonnative speaker teachers’ multilingspkriences and knowledge of the
target language are powerful sources of profeskgirengths.

In contrast to Phoebe, Eunice was able to appribeecKorean language, her
native language, from the viewpoint of the studetus to the teacher training she
received and her years of teaching experiencen§tttat not every Korean native
speaker can teach Korean, she emphasized the anpertf the teacher’s ability to view

Korean learning from the perspectives of the sttglérhis ability has repeatedly been

found by researchers to be the major strength ohative speaker teachers (Saito, 2003;
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Cook, 1999, 2005; Ellis, 2004). Eunice believes Ha training in Teaching Korean as a
Foreign Language enabled her to develop skillekmlaining Korean, particularly the
grammatical rules that she has fully internalize@aative speaker, to students from the
perspectives of second language learners. Throegteacher training, she was able to
counterbalance her weaknesses as a native sptaledeveloping a good understanding
of learning Korean as a second language in additidrer native speaker command of
Korean.

The two major themes that emerged in the particgd@escription of teaching
their native and nonnative languages were as falléwst, to be a native speaker of the
target language does not necessarily mean thasapalified to teach it. In other words,
speaking a language is one thing and knowing hawaoh it is another altogether,
precisely because teaching is not an innate albilityan expertise that is developed
through training and practice. This finding chaflea the dichotomy of native versus
nonnative speakers and instead stresses the imperté a teacher’s training and
professionalism. Accordingly, if well trained, & possible for one to feel more confident
and better equipped to teach a second languagédheach a native language.

The second theme was the importance of havingi@ sotlerstanding of the
target language from the perspective of the stigdevitich is central to constructing a
teaching practice that is sensitive to studentstselnsight into the process of learning
the target language enables teachers to explaimthastic rules effectively, to
anticipate the students’ difficulties in learnimgnd to provide them with emotional
support. This pedagogical sensitivity springs fiti@ unique multilingual competence

and perspective developed from their own secongulage learning experience. In this
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respect, nonnative speaker teachers have an ageamtar the native speaker teachers
who learned the language as a child. In order &iva speakers to better understand how
language acquisition works from the perspectiveeaiond language learners, they will
also need to go through teacher training.

While Medgyes (1992) and Reves and Medgyes (19&4tithat proficiency
level is the most critical reason for discrepanametaching behavior between native and
nonnative English speaker teachers, it can alsofeeed from the results of the present
study that the route of language acquisition i&at the primary factor that drives the
differences. While Reves and Medgyes (1994) focusannative speaker teachers’
deficiencies in the target language, on the otiter af the issue lies what native speaker
teachers are lacking: the experience of learniagdlget language as a second language.
One fundamental factor that is only available tomative English speaker teachers and
helps them to offset their weaknesses is theithfrsd experience of learning the target
language. In short, nonnative speakers can becootessful teachers in their own terms,
and recognizing their own assets and potentiaitisa for them to have a positive self-

conception.
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5. CONCLUSION

The literature on nonnative speaker teachers revkat these individuals are
challenged by the notion of the idealized nativeaser as well as the ubiquitous
assumption that the ideal teacher is a native ggedkese factors shape the ways in
which nonnative speaker teachers establish théwoaty and expertise in the classroom
and construct of their professional identities méa®f the classroom. The present study
probes these teachers’ lived experiences, revetilengajor factors involved in their
self-perceptions of and attitudes toward their hé&sg practices. Furthermore, by
including nonnative speaker teachers of variouguages, this study fills a gap in the
literature, thus providing a broader understanditpe power relations involved in the
negotiation of their identities. Teachers’ refleas regarding their experiences of
teaching both their native and nonnative langug@gegide further insights into their
respective strengths and weaknesses in teachihdasguage as well as into the
important roles that target language competeneehts training, and teaching
experience play in their sense of confidence antepsionalism.

This study began by looking at how nonnative spetdachers define a native
speaker and a native language. Participants agfnaedcquisition in childhood is, in
their perception, the most critical determinantvbio can be considered a native speaker.
Based on this understanding, because they vieveetétim nonnative speaker to be a
neutral descriptive term rather than a pejorativent participants identified themselves

as nonnative speakers of the target languageddhgit. Participants were nevertheless
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still aware of how, in the way that it insinuatesemse of ranking, the term could also
potentially be used to purposefully disempower hess.

While these teachers describe themselves as noarsgeakers, the concept of
near-nativeness was an important factor in théiresepowerment as teachers. For them,
it meant that they had successfully moved throbghptrocess of learning their second
language and had attained a high degree of lingyastficiency almost comparable to
that of native speakers. Rather than conformingeadichotomy of native versus
nonnative speakers, participants therefore plaoeshselves on a continuum of
proficiency. That is, one can be a nonnative speaké, at the same time, be a
competent speaker and teacher of the target larguag

In order to establish their authority and builddsbdity with their students, these
nonnative speaker teachers shifted the focus axeay the fact of their nonnativeness
and toward the insight they had gained from thein tearning experiences. Specifically,
they stressed how these experiences contributéeitoteaching practices and, ultimately,
to their students’ learning. Included in their styths were: their insights into the target
languages, their understanding of the difficulsasdents experience in learning, their
ability to provide a good second language learnedet) their attitude of empathy
towards students and their learning process, d$n, Adarticipants positioned themselves
in the classroom as guides, more advanced leawreiagilitators for learning rather than
a source and provider of absolute knowledge. Tladertheir classrooms true learning
communities.

Along with these assets and approaches to teagtamtcipants considered their

proficiency in the target language central to hmtbving themselves as qualified teachers
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and to confronting and altering their students’siloie prejudices about nonnative
speaker teachers. These findings support the claimsevious studies that assert that
native and nonnative speaker teachers have diffetesngths and weaknesses, and that
improving nonnative speaker teachers’ proficiencthie target language should be one
of the primary goals of teacher training. The temshemphasis on their near native level
of proficiency in the target language can be exgdiin relation to the potential
stereotypes they felt that students might posdesstanonnative speaker teachers.
Participants consistently noted this as one ofhtlgr challenges they faced in the
classroom, particularly at the beginning of therseuEven those teachers who did not
necessarily have experiences in which studentgiquesd or criticized them outwardly
still had a sense of insecurity as nonnative spe@laehers, which implies that the
discourse of nativeness greatly influences théfrpgrceptions. Furthermore, the
nonnative speaker teachers in the present stuégddhat being a native speaker does
not automatically mean that one is able to teaeHahguage effectively; instead,
participants made a distinction between languagégeency and teaching ability. Also,
for some of the teachers, the positive reactiortbeaif students reinforced their belief
that students were more concerned with teachepgrége than with their status as
nonnative speakers.

The presence of heritage language students indesroom heightened the power
relations inherent between native and nonnativalsggrs. Participants who had heritage
speakers enrolled in their classes indeed displaysbnger sense of insecurity and a
higher level of self-consciousness that affectedr ieaching practices accordingly. The

reason for this anxiety was that, although teactverg well aware of the linguistic
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imperfections these students possessed as wakkastirrent low level of proficiency,
teachers still described heritage language studasnp®tential native speakers who could
become even more proficient speakers of the tdmgguage than the participants ever
could. This perspective was guided by a tacit agese regarding the definition of native
speaker—that the native speaker is biodevelopmgmpadunded in that, to be a native
speaker, one must be exposed to the languagelynceddhood—which drew a
permanent and impenetrable boundary between retidenonnative speakers. This
understanding was concurrent with participantd-signtification as near native
speakers. At the same time, some teachers reghediéaige language students as a
source of affirmation, students who might validdueir target language ability and might
prove to be good instructional resources in thesttzom. In a way, the power dynamics
between native speakers and nonnative speakerghezetore reproduced between
heritage language students and nonnative teachers.

This study also revealed that the notion of thalided native speaker that tends
to marginalize racial and ethnic minority speakss® influenced students’ perceptions
of their nonnative speaker teachers, thus pregetiismmnonnative speaker teacher with an
additional challenge. The assumption that a langusigwned by a certain ethnic group,
an assumption that makes an association betweeetsaracial and/or ethnic
background and their competence in the target @gguoverlooks other factors that may
be more decisive in one’s language learning expeeeln a similar way, these teachers
experienced students’ identification of their namreness as well as students’ judgment
regarding their level of proficiency based on studeperception of teachers’ foreign

accent in the target language. Accent was oftesidered to be a primary indicator of
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one’s achievement in second language learninglief bieat has the effect of labeling
nonnative speakers as deficient speakers and wdmncls to reinforce negative
stereotypes and perpetuate the dominance of nasgen

By also presenting the reflections of the teachdrs have taught both their
native and nonnative language, this study stremgtbige claim that being a native
speaker is one thing and that being a successichés is another, unrelated thing.
Participants did not necessarily see themselvesoas effective in teaching their native
language as their nonnative speaker counterpamse @greed that their own learning
experiences as second language speakers enabietbtiheore effectively and more
sensitively meet the students’ needs. In additioese teachers pointed to the important
role of teaching experience and teacher trainirthendevelopment of their
professionalism.

This study calls into question the dominance oiveaiess and challenges the
unequal power relation in second language learainthteaching. The findings of this
study extend the current literature on nonnativeakpr teachers by exploring these
teachers’ construction of professional identitielse results show that the initial step in
their self-empowerment is their full awareness ackhowledgement of their own
strengths, specifically those gained and develdped their own experience of learning
the target language. By embracing their nonnaipeaker identities, teachers can
capitalize on their linguistic, cultural, and edtioaal resources and more effectively
incorporate their experiences into instructionalgtices. This approach to teaching helps
them to enhance their sense of agency and setrastnd aids them in becoming

successful teachers on their own terms.
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APPENDICES

Appendix A: Background Questionnaire

Part 1. Demographic information
What is your name?
What is your gender?
What is your age?

What is your ethnicity?
What is your nationality?
Where did you grow up?

ok wnE

Part 2. Language and professional background

What languages do you speak? (first, second, third...

How would you describe your proficiency level ircedanguage?

What language(s) do you teach and/or have you taugh

How many years of experience do you have as a¢eatlhhe language(s)?
In what kind of institution or program do/did yoeath?

What position do/did you hold?

What is/was your average workload per week?

What level(s) do you teach and/or have you taught?

What kind of courses do you teach and/or have gaght?

10 What is your major and degree? (If you hold mudtigegrees, please list them)
11. Have you ever received any language teacher tg#n(th so, please list them)
12. Do you have any teaching credentials or certifeat@f so, please list them)
13. Does your institution or program monitor or evatunguage instructors?

=

©EONOUTAWN
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Appendix B: Interview Questions

1. What languages do you speak?

2. How did you acquire the language you are currdethghing or have taught in the
past?

3. Have you ever received any teacher training? Wihatindike? In the program in
which you are currently teaching, does your teaglkewer get evaluated?

4. When you applied for the teaching position, were ge@quired to prove your
language proficiency? Did you have to do an ineamor submit a CV or
resume?

5. How did you get the teaching position?

6. What is your position in the language program? \Vinatyour responsibilities
and duties?

7. Does your language program have both native andatiwe speakers teaching
the target language?

8. In your department, are courses assigned basedeaclzer’'s nativeness or
nonnativeness? Have you ever witnessed any prétragratment towards
native speakers?

9. As a nonnative speaker teacher of the target lagggwehat do you think your
strengths and weaknesses are?

10.How do you introduce yourself to your students?yDo tell them that you are a
nonnative speaker of the language?

11.How do you empower yourself and prove your qudiiiens as a teacher of the
target language?

12.Have you ever felt challenged or questioned byrsthecluding your students
and/or colleagues?

13.Have you ever experienced feelings of insecurityewieaching your native
language?

14.As a teacher of your native language, what do fiktyour strengths and
weaknesses are?

15. As a speaker of the language you are teachingvwmvid you describe yourself?

16.How did you develop your teaching expertise?
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