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Abstract of Dissertation
Nonnative English-Speaking Teachers of ESL: An Examination of Their Pedabogi
Approaches in the Classroom and the Challenges They Face in the TeachingdProfes

This multi-case study examined five nonnative English-speaking teachers
(NNESTS) in the ESL teaching profession. The purpose of this qualitativecassi-
study was to increase our in-depth understanding of nonnative English-speaking
teachers by exploring the kinds of experiences that have influenced their peastagogy
the ESL classroom and by examining the challenges NNESTSs face in thed€8ing
profession. The research used purposeful sampling in selecting the five nonnative
English-speaking teachers, all of whom have recently graduated or alteceinr a
master’s degree program related to TESOL/ESL education.

Primary forms of data were comprised of face-to-face interviewd| ema
communications and classroom observations. The data analysis process consisted of
coding procedures to ultimately conduct within-case analysis and cr@saregsis.
These analyses allowed for patterns to emerge through the use of repettidsi®r
phrases that may suggest possible recurrent themes in the generahegsest
nonnative English-speaking instructors.

The study found that the participants’ pedagogical approaches are heavily
impacted by their linguistic, educational, and cultural experiences and tHahgka
still exist ubiquitously for NNESTSs in the ESL teaching profession. 8paity, the
data evidenced that NNESTSs face the following challenges: discrimyratorg
practices; issues of credibility; and preferences for NES temachiee study also found

that even though NNESTS were taught using traditional pedagogical apmcheye



do not use such approaches when teaching. Instead, they often utilize their nonnative
status as a positive source in implementing ESL pedagogy in the classroom.

As the data in the study indicated that the participants’ pedagogical approaches
have been influenced by their past linguistic, educational, and cultural expertbrses
study has the potential to contribute to TESOL/ESL Teacher Education Psodiais
understanding will help teacher education programs become better atturethéy te
candidates’ experiences and backgrounds and encourage NNES future tachers
examine their varied experiences in relation to theories of language aoquisiti

language teaching and curriculum design.

Vi
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Chapter 1: Introduction
Overview of Dissertation

In today's world, English is truly a global language. It is commonly used fo
international communication, business, travel, media, science and technology.
Furthermore, English is the most widely learned foreign language in the ver
English is becoming the lingua franca in this global world, the demand for English
language learning and English language teaching is also increasimafidedly in both
second and foreign language contexts. Although this has resulted in a considerable
growth in the number of English language teachers globally, the number of nonnative
English language teachers greatly surpasses the number of nativé Eargjisage
teachers worldwide. According to Canagaragh (1999), it is estimated that 80% of
English language teachers in the world are nonnative speakers.

Even though the number of nonnative English-speaking teachers (NNESTS)
continues to increase in the English Language Teaching (ELT) professiearate
solely on NNESTSs is fairly uncommon. While there are some researchsstoclising
on self-perceptions and personal histories of NNESTs themselves, many ctntibes
on the dichotomy issues of native speaker (NS) and nonnative speaker (NNS) of
English (Arva & Medgyes, 2000; Benke & Medgyes, 2005; Medgyes, 1994; Reves &
Medgyes, 1994). For example, their work has acknowledged either that there are
perceived differences between native and nonnative speakers of English loerehairé
advantages and disadvantages of being NNESTs. The research so far has notyadequate
explored NNESTSs in the ESL teaching profession and the kinds of experiences that

have impacted NNESTs' ESL pedagogy. The present study hopes to contribate to t



phenomenon of NNESTSs by increasing our in-depth understanding of NNESTs through
an exploration of the kinds of experiences that have influenced their ESL pedagogy.
Specifically, the study examines the challenges NNESTSs face in theeB&iting
profession and the kinds of experiences that have influenced their pedagogical
approaches in the ESL classroom.
Problem Statement

Today, it is commonly stated in literature that English has become a lingua
franca and is considered the most widely learned dominant language of international
communication (Bhatt, 2001; Crystal, 2003; Medgyes, 2003; Phillpson, 1992; Samimy
& Brutt-Griffler, 1999). Throughout the world, in both formal school settings and
informal settings, such as work and travel, people learn English for manuiffer
reasons. In a much earlier British Council (1986) report, it was documented tleat ther
are as many as two billion people learning English globally who have “someresa
of English” (p. 4). Furthermore, Crystal (1997) states that this great deoraBddlish
has caused the number of English users to grow to more than two billion. Kachru (1996)
further goes on to write “there are now at least four nonnative speakers ahHogli
every native speaker” (p. 241). It cannot be overlooked that nonnative speakers of
English clearly outhnumber native speakers at a four to one ratio (Crystal, 20@3). Thi
proportion is similar to that of English language teachers. It is dstiniaat 80% of
English language teachers worldwide are nonnative speakers (Canagaragh, 1999).

Thus, it does not come as a surprise that as the demand for learning English
increases so does the demand for teachers who teach English. Given this kind of

distribution related to the learning and teaching of the English language, themuest



arises as to who is suitable to teach these students. Although it is often assiimed tha
language teachers who teach their mother tongue have a number of advantages over
teachers who are not native speakers (NSs) of the language they teauth|@egoage
teaching professionals and scholars have voiced different opinions (Arva & &%dgy
2000; Davies, 2003; Medgyes, 1994; Phillipson, 1992).

The most significant research regarding the NS/NNS dichotomy is Medgyes
(1994) who conducted a study on his assumption that NS and nonnative speaker (NNS)
English teachers are “two different species” (p. 25). His findings did notyimay
indicate that either group was superior in terms of teaching qualitiegyvieovhe
documented a number of significant self-perceived differences in tedwiagior
between the two groups of teachers. For example, he indicated that NN Sst&éacieen
more structured approach to teaching grammar and are better able totldeal wi
grammatical difficulties.

Around the world, nonnative speakers of English have become a central part of
language teaching. Despite the fact that there are a growing number aiveonna
English-speaking (NNES) instructors globally, research on the soleabpennative
English-speaking teachers (NNESTS) is a fairly recent phenomenon. ayisamue to
the sensitive nature of the issues related to NNESTSs. In the past, not onNN¥eBd s
generally regarded as unequal in knowledge and performance to natiker{p)
teachers of English, but because of their racial, ethnic, and linguistic bankigrthey
often faced issues of credibility that challenged their teachingyagAimin 1997;

Braine, 2005; Thomas, 1999). Since the pioneering study of Medgyes (1994), various

studies have been conducted to approach the phenomenon of NES and NNES teachers.



Furthermore, scholars developed a wide range of perspectives on the dichsteay is
related to native and nonnative speakers. However, these perspectives often focus on
empirical studies that explore the differences between native and nonnather seat
English. For example, there is a substantial amount of research thaiedddNES
teachers from the perceived advantages and disadvantages of being NNES twath
then attributes the differences in classroom behavior between NNES and NiES<ea
based on that perception (Arva & Medgyes, 2000; Benke & Medgyes, 2005;
Lasagabaster & Sierra, 2002; Medgyes, 1994; Reves & Medgyes, 1994).
Furthermore, studies in the areas of NNES teachers describe the NNESsteach
in “juxtaposition to the native English speaking teacher” where they are ithypbic
explicitly viewed from the paradigm of “deficit linguistics” (Medgyd 994; Quirk,
1995; Samimy & Brutt-Griffler, 1999, p. 416). Even more so, much of the research on
NNES teachers’ self-perceptions and student-perceptions on NNESTs has been based
upon quantitative research designs devoted to the issues of NS/NNS dichotomy (Arva &
Medgyes, 2000; Benke & Medgyes, 2005; Lasagabaster & Sierra, 2002; Medgyes,
1994). While such quantitative data possibly illustrates the overall scholarlye agba
the perceived differences of native and nonnative speakers of English, it favéads
little about the NNES teachers’ inner strengths and inner voices with regaged to t
challenges they face in the ESL teaching profession and the kinds of exgetigatc
have influenced their pedagogical approaches in the ESL classroom. Thegjdhis
focuses on the self-perceptions of NNESTs using a qualitative case studychppsoa
exploring the “lived experiences” of the nonnative English-speaking tea8tezgr{an

& Webb, 1988, p. 7), this qualitative case study further provides valuable opportunities



for NNESTSs to reflect on the challenges they face in the ESL teaclifeggion and to
explore the kinds of experiences that have impacted their ESL pedagogy.
Purpose and Research Questions

With a significant increase in the number of nonnative English-speakingrieache
worldwide, research on the topic of NNESTS is necessary and important. The purpose
of this qualitative case study is to increase our in-depth understanding of NNESTs b
exploring the kinds of experiences that have influenced their pedagogical approache
the ESL classroom. Specifically, this study examines the challengeSTN&Cce in
the ESL teaching profession and the kinds of experiences that influenced their
classroom practice.

The overarching question that guides the study is, How do nonnative English-

speaking teachers’ (NNESTSs) experiences inform and guide their ggcklgo

approaches in the ESL classrooRélated subsidiary questions are as follows:

1. What experiences/backgrounds do NNESTs draw upon when teaching ESL?

2. In the context of the ESL teaching profession, what are the challengedjaced
NNESTs?

3. What approaches are used by NNESTSs in the ESL classroom?

4. What cultural experiences inform and/or influence NNESTS’ pedagogical
approaches in the ESL classroom?

5. What linguistic experiences inform and/or influence NNESTs pedagogical
approaches in the ESL classroom?

6. What educational experiences inform and/or influence NNESTS’ pedagogical

approaches in the ESL classroom?



Statement of Potential Significance

The potential significance of this research on the topic of nonnative English-
speaking teachers is three-fold. First, this study deepens current andiergtof issues
related to NNESTSs by bridging gaps in the literature. In the past, issat=drto
NNESTs have generally focused on empirical studies that explore thespdrce
differences between native and nonnative teachers of English. For exanplés the
substantial amount of research that identifies NNES teachers from theeerce
advantages and disadvantages of their NNES status and then attributegtbiecdiff in
classroom behavior between NNES and NES teachers based on that pe(éepaidn
Medgyes, 2000; Benke & Medgyes, 2005; Lasagabaster & Sierra, 2002; Mahboob,
2004; Medgyes, 1994; 2003). By exploring solely the experiences of NNESTS, this
study provides insights into challenges NNESTSs face in the ESL teachieggoof
and helps us better understand how their experiences inform and guide their ESL
practice in the classroom.

Second, this study contributes to the pedagogical implications for NNESTSs.
Through this research process, the participants have valuable opportunities tomeflec
their pedagogical approaches in their ESL classrooms. These reflectierthda
potential to allow NNESTSs to develop an understanding of their previous experiences
and backgrounds as important assets, not liabilities in teaching ESL. In doing so,
NNESTSs can build effective pedagogies based on their unique differences and
experiences. Furthermore, through understanding of how their experiencescaflue
and guide their pedagogical approaches, they have the opportunity to reflect upon thei

notions of teaching to better serve the needs of their ESL students. Hopefullghthrou



these reflections the NNESTs are empowered by their own NNEST statusrand ga
confidence in their approaches in the ESL classroom that encourage them to explore
new pedagogies.

Finally, this study has the potential to contribute to TESOL/ESL Teacher
Education Programs. By understanding the experiences of NNESTSs in thetstudy, i
reveals the types of experiences that have most contributed to their pedagogic
knowledge in ESL teaching. This understanding helps teacher education programs to
become better attuned to teacher candidates’ experiences and backgroundg.dno,doin
teacher preparation programs can become more aware of the teacher esindidat
educational needs. When teacher education programs understand the perspectives and
experiences of teacher candidates from diverse backgrounds, the program#ecan bet
prepare them to be successful in learning and teaching. Thus, this study hopes that
teacher education programs start viewing curricula, teachingiedst@nd instructional
models of teaching in their programs in a new light and include NNESTS’ exparience
as a starting point to promote change in preconceived notions of educating a diverse
population.

Conceptual Framework

The conceptual framework guiding this study encompasses three related bodies of
knowledge: (a) the challenges faced by NNESTSs, (b) the experiences &TsSN&nd
(c) the pedagogical approaches of NESTs and NNESTs. When consideringptbese t
constructs, the starting point of the discussion is the global spread of thenEnglis
language and the impact it has on language learning and teaching. A natural

consequence of the global spread of English is the dramatic increase in #meldem



English language learning and English language teaching in both second ag forei
language contexts. Although there is a considerable growth in the number of English
language teachers as a whole due to the globalization of English, the number of
nonnative English language teachers clearly outnumbers the number of natise Eng
language teachers worldwide. It is estimated that 80% of English lga¢e@chers in

the world are nonnative speakers (Canagaragh, 1999). Thus, it is important to discuss
the global spread of the English language as it has implications not only in the number
of English language speakers and learners in the world, but also a consideraliie growt
in the number of nonnative English-speaking teachers.

The literature to be discussed in the next chapter further describes the nstruct
of native and nonnative speakers, which has generated a number of controversial issues
in the areas of applied linguistics and the English Language Teachifygefession.

In order to contextualize the discussion of nonnative English-speaking ®atiser
useful to explore the constructs of native and nonnative speakers. In reviewing the
literature, there is not a clear and concise definition of native and nonnative spsesaker
the terms do not represent discrete categories. Even though issues regarding the
definitions of native and nonnative speakers are elusive, one thing is cleanmbe ter
can be controversial as nonnative speakers of English are often considegeliéiss!
teachers than native speakers.

The discussion of native and nonnative dichotomies provides insights into some
of the challenges that English as a second (ESL) and English as a foreiggéangua
(EFL) teachers who are perceived as nonnative English speakers taediahdt of

language teaching. These challenges include not only difficulty compatimgative



English-speaking teachers (NESTS) for teaching positions, but also thntabyeative
speaker’ denotes a common preconceived notion that nonnative English-speaking
ESL/EFL teachers are not as proficient at English language tgaehiheir native
English speaking counterparts (Kamhi-Stein, 1999). Despite these challeogeser,
NNESTSs use their own learning experiences as former ESL/EFL leasmevide
students with a “privileged understanding of the linguistic issues and weakresses t
students face when learning English” (Amin, 2001, p. 70).

The construct on the experiences of NNESTs draws on Dewey’s (1938)
perspective and is embedded in the position that an individual’'s experience isla centra
lens for understanding a person and a way to illustrate how he or she makes semse of he
social world. It is under this concept, the researcher argues, that téagpergnces
are important components in understanding their ways of teaching in the classroom.
Similarly, other researchers have also argued that what teacherabootiteaching is
generally “socially constructed out of the experiences and classrooms/hicin
teachers have come” (Connelly & Clandinin, 2003; Freeman & Johnson, 1998; Johnson
& Golombeck, 2002, p. 400). Since this study relies on the notion that NESTs and
NNESTSs differ as documented in the literature in terms of their teachingibeha
exploring experiences that have impacted NNESTSs’ pedagogical appréathes
provides insights into them. Thus, each of the constructs of the framework contributes
to an in-depth understanding of NNESTs and the kinds of experiences that have

influenced their pedagogical approaches in the ESL classroom.



The
pedagogical
Approaches of
NNESTs

The
Experiences
of NNESTs

The
Challenges
faced by

NNEST:

Figure 1 Conceptual framework.
Figure 1 displays the conceptual framework concerning the relationships aaome (
challenges faced by NNESTS, (b) the experiences of NNESTSs, and (Sptdgogeal
approaches of NNESTSs. As Figure 1 shows, the three constructs have the gotential
interconnect in ways to better understand NNESTs and their approaches to ESL
pedagogy.
Summary of Methodology

The research was carried out using qualitative case study desigrafivler€i98;
Yin, 2003) for a deeper understanding of NNESTs by exploring the challengdadbey
in the ESL teaching profession and the kinds of experiences that have influenced their
pedagogical approaches in the ESL classroom. This is a multi-case stuelyamined
five nonnative English-speaking teachers who were working in various adult ESL

programs and universities at the time of data collection. Data collectiontednsis
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face-to-face interviews, email correspondence, classroom observatiomsyiamdof
lesson plan materials.

Data analysis began simultaneously as each piece of data wagdp#adtdata
sources were comprised of the coding of transcripts, email correspondietcaI{s,
observation notes, and lesson plan materials. The researcher used three |ledatg of c
procedures to integrate categories to be refined for the purpose of seekigmngme
themes from the data (Merriam, 1998; Strauss & Corbin, 1998). Within-case analysi
was conducted for each participant to fully understand each case, followeddsg-a c
case analysis for all participants once the analysis of each partisigamcompleted
(Merriam, 1998). Matrices were created to facilitate cross-casgsanand for each
participant to help link emerging categories and themes in answeringfaaeh
research questions.

Limitations, Delimitations, and Assumptions
Limitations

No research is flawless. The limitations of this qualitative case dasign
include cautions on the generalizability of the findings. Although every efferbea
made to recruit participants of varied language and cultural backgrounds to allow this
study to draw on the generalizability of the NNESTS’ experiences, theipants of
the study comprised of the purposive sample of five specific nonnative English
speaking teachers. Thus, the findings are not generalizable beyond the specifi
population from which the sample was drawn. However, it was through a qualitat

case study approach that the researcher aimed to increase meamdgfstanding of
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exploring more deeply the participants involved. Their experiences becamettens i
understanding others who came from similar backgrounds.

Further limitations include the issue of researcher bias. Creswell (1§88 ar
that in qualitative research, researchers present not only the perspedtnes of
participants but also that of the researchers. Thus, the issue of researciseariméser
limitation for this study. No matter how neutral a study claims to be, itgsssible to
ignore the issue of researcher bias. No researcher can avoid placing hiswen he
views on the study. As the researcher is also a nonnative English-speakingrf she
may unintentionally brought personal biases into her analyses and interpretations
However, a number of verification procedures were utilized to review and analyze the
data.

Delimitations

Creswell (2003) explains the use of delimitations as a means “to narroveplee sc
of a study” (p. 148). The first delimitation to this study was the exclusion &N
working in K-12 ESL classroom settings. This study confined itself to include only
NNESTs who were currently working in various adult ESL programs and uniesrsit
Generally, ESL teachers in the adult programs teach subjects, such as graadnag,
writing, pronunciation, and TOEFL.

The participants in various adult ESL programs were selected through a purposive
sampling using several criteria: they self-identified themselvéB\HESSTs; their first or
native language must not be English; they must be currently pursuing or havlyrecent
graduated within the past five years with an M.A. graduate degree in TESOL or

related ESL program; and they must be currently teaching as ESL iostrincvarious
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programs (see Chapter 3 for details of these programs) or through a prastecum
master’s degree program in a related field. Finally, since olassobservation was one
of the data collection procedures and the researcher resides in Washingtdre DC, t
participants selected only included NNESTSs teaching in adult ESL programsD&the
area.

The researcher specifically examined five cases within théseacthrough
several data collection procedures to explore and to gain an in-depth understanding of
NNESTS' experiences that potentially influenced their practice. While the
generalizability of the findings may be limited to a small pool of sintiéses, the
choices of focusing on specific individuals and utilizing varied ways to caléat
were ways to narrow the scope of the study. It is hoped that this allowed a deepe
understanding of each of the participants and thus allowed for a meaningful
interpretation.

Assumptions

There are a number of assumptions in the study. First, the researcher dsaumes
the participants’ pedagogical approaches are influenced by culturalsticgand
educational experiences. Although the researcher attempted to explorarudkenf
experiences that may have influenced the participants’ pedagogical @msoa the
ESL classroom, she used cultural, linguistic, and educational experiences agothe m
lenses to help understand the participants’ experiences. Furthermore sasdhis
recruited participants who have varied cultural, linguistic, and educatiocladroands,
there was an assumption that NNESTs have a collective experience @ratfdoiin

that of NESTs'.
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Second, it is assumed that all participants answered interview questionsyhonestl
and to the best of their knowledge and that the classroom observations as a data-
gathering technique are as objective as possible. In order to alleviatedhesens,
this study comprised of a number of verification procedures including triaioguéatd
member checking, which consisted of utilizing two or more methods of data allecti
and having the participants in the study review the findings.

Lastly, since the researcher considers herself as a nonnative £pghksing
teacher, it is assumed that the researcher did her best to control her own féasonal
This was done through several data analysis techniques, member checks, and peer
examination (see Chapter 3 for more details).

Definition of Terms
The following terms have been defined to clarify their use in the current study:

Native speakeraccording to Cook (2005), is “a person speaking the language

they learnt first in childhood” (p. 49).

Nonnative speakés presumably everyone else who did not learn a language in a

natural setting from childhood as mother tongue or first language (Me@p@h),

Native speaker of English an individual who was born in an English-speaking

country (Medgyes, 2001).

Nonnative English-speaking teacfldNEST) is a teacher for whom English is a

second or foreign language (Medgyes, 2001).
L1is the first language a person acquires or the native language of the learner

(Cook, 2005).
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L2is an additional or second language a person acquires or a second language
either being learned or spoken (Cook, 2005).

English as a foreign langudB€L) is a class usually taught in countries where

English is not a medium of instruction but is learned at school. In this context, #te targ
language is not commonly used in the community and there is little opportunity to
experience the language outside of class (Oxford, 2001).

English as a second langu#&B&L), according to Phillipson (2002), describes

programs teaching English to people with a language other than English asatier
tongue. Also, the target language is readily available in the community and student
have many opportunities to experience it (Oxford, 2001).

World Englishess “distinct identities of the language and literature” in that

Englishes “symbolize variation in form and function” that are used by linguisteadi
distinct people in the world (Kachru, 1996, p. 135).

The Inner Circleepresents the following countries where English is considered

as the first, native, and/or official language: the United States, the Unitgdd{n,
Canada, Australia, and New Zealand (Kachru, 1996).

The Outer CirclélC) represents those countries in which English was introduced

through colonization by England or America (Kachru, 1996).

The Expanding CircléEC) represents countries where English was spread in

nonnative contexts (Kachru, 1996).
Pedagogyaccording to Simon (1992) implies, “the integration in practice of
particular curriculum content and design, classroom strategies and texhragd

evaluation, purpose, and methods” (Pinar, Reynolds, Slattery, Taubman, 2002, p. 262).
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Drawing from Simon’s work, the term “pedagogical approach” will be used
interchangeably with the term “pedagogy” to refer to the integratioraohieg
methods, classroom techniques and instructional practices as well asabberse
perceive the nature of learning and what they do to create conditions in teaching
students to learn a second language.

Teaching Styleefers to the way a teacher approaches in using teaching

techniques or methods in the classroom.

Classroom Practicese the “behavioral manifestation of the principles” or

classroom procedures implemented by a teacher in the classroom to fdabhiditate
teaching and the learning processes (Larsen-Freeman, 1986, p xi). Theg are als
referred to as classroom activities in this study because classraoticgs are the
integration of the teaching methods and techniques.

Target languages used in this study to refer to the second language that is being

taught.
Summary of Chapter

This chapter has introduced the study and discussed the importance of its
undertaking. This study focuses on the self-perceptions of five NNESTs using a
gualitative case study design by exploring the kinds of experiences thahfaweed
them in the ESL classroom. This study hopes to bridge the gap in the NNESTirkterat
by providing insights into challenges NNESTSs face in the ESL teaching simfend
examining the kinds of experiences that have impacted their classrodroepréloe
research used a social constructivist approach to understand how nonnative English-

speaking teachers made sense of their past and present experience inls@iaping t
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pedagogy in the ESL classroom. The chapter summarized the methoolbgystudy.
Finally, the chapter outlined limitations, delimitations, and assumptions undgtitygn

study and provided definitions of key terms.
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Chapter 2: Review of the Literature
Introduction

The globalization of English has tremendously increased the demand for English
language learning and English language teaching in both second and foreiggdéangua
contexts. As English becomes the lingua franca of the world, the number of second and
foreign language speakers of English far exceeds the number of first larspesikers
of English (Graddol, 1997). This could indicate that the English language is no longer
“the privilege of native speakers” (Medgyes, 2001, p. 429). While there is still a
misconception that people who speak English as their native language can have a
distinct advantage over those for whom it is a second or foreign language, a number of
scholars and researchers have disputed this claim (Canagaragh, 1999; ME2R#es
1999; Phillipson, 1992). Even though many previous studies have focused on the
dichotomy issues of native speakers and nonnative speakers, leading to the claim that
native speaker (NS) and nonnative speaker (NNS) English teachers areffénenti
species,” (Arva & Medgyes, 2000; Medgyes, 1994, p. 25) very few studies have solely
explored the issues of nonnative English-speaking teachers (NNESTsaduthESL
teaching profession and the kinds of experiences that influence their pedagogical
approaches in the ESL classroom.

This chapter reviews relevant literature and theories for the study, whighoaim
increase our in-depth understanding of NNESTSs by exploring the challengéadae
in the ESL teaching profession and the kinds of experiences that have influenced their
pedagogical approaches in the ESL classroom. This chapter consists oftBv&ipst;

in order to establish the study’s conceptual framework, the global spread oftishEn

18



language is briefly discussed. Second, a short overview of the literatung cgvie
native and nonnative constructs is presented. The third, fourth and fifth parts of this
chapter examine three key bodies of literature that are relevant to tietsaud
challenges faced by NNESTSs; the experiences of NNESTSs; and the pedhgog
approaches of NESTs and NNESTSs. An exploration of the literature relategeo the
three constructs made up the largest section of the chapter. The studissedisn the
chapter examined the challenges faced by ESL/EFL teachers who aréveot na
speakers of English, and investigated the types of educational, culturahgunstic
experiences that NNESTSs perceived as having affected their learningaahdhg. In
addition, studies explaining how the teaching approaches of nonnative Englikimgpea
ESL/EFL teachers are different from and similar to those of native Brepisaking
ESL/EFL teachers were also explored.

This chapter first presents an overview of the theoretical orientation and the
conceptual framework for the study and the method followed for the literatuesvrevi
process. Next, the literature was reviewed for each of the constructemeeindgibove to
exhibit the relationships between the constructs that guided the concegrualvbrk
of the study.

Theoretical Orientation

The theoretical underpinning of this study derives from a constructivist paradigm
with an emphasis on social constructionism. This theory is embedded in the approach
that the world or reality is no longer a “single tangible reality” thataiting to be
discovered or to be found piece by piece, but rather that there are multiple ¢edstruc

realities that can be studied holistically (Linclon & Guba, 1985, p. 37). Lincoln and
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Guba (1985) further explain that in a constructivist paradigm the world oyréaés
not inherently have meaning, instead people construct meaning from the world around
them based on their experiences. However, this reality is misleadingdbesaot
account for historical, cultural and social perspectives. It is under thisaappttwat the
researcher endeavored to understand NNESTs by exploring the meaning of the
participants’ experiences constructed within the contexts they have ligesf amich
they continue to be a part. The social constructivist paradigmatic lentaislsdior the
study as the issues to understand NNESTs and their experiences are thosight of a
process of constructing and negotiating one’s mental mode of the world to
accommodate new understanding and new experience in one’s social context. Under
such perspective, it is understood that teachers’ knowledge is built of and through
experiences in social contexts (Vygotsky, 1978).

Overview of Conceptual Framework

The conceptual framework for this study derives from three related bodies of
knowledge: (a) the challenges faced by NNESTSs, (b) the experiences &TsSN&nd
(c) the pedagogical approaches of NESTs and NNESTSs. The goal of thig chapte
review each of the constructs to exhibit the relationships between the consiaticts
guide the conceptual framework of the study.

When considering these three constructs, the starting point of the discussion is the
global spread of the English language and the impact it has on language learning and
teaching. The discussion of the global spread of the English language itaimpsrit
sets the stage of the reasons for the spread of English and the implications thkas i

number of English language speakers, learners, and teachers.
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Understanding the reasons and the implications of the global spread of English
are useful to understand the native and nonnative speaker constructs. Next is the
discussion on the constructs of native and nonnative dichotomies, which has generated a
number of controversial issues in the areas of applied linguistics and the English
Language Teaching (ELT) profession. In reviewing the literature, thea a clear
and concise definition of native and nonnative speakers as the terms do not represent
discrete categories. Even though issues regarding the definitions of native andzaonnat
speakers are elusive, one thing is clear: the terms can be controvensiahasve
speakers of English are often considered less qualified teachers tlvarspatikers.

The discussion of native and nonnative dichotomies provides insights on some of
the challenges that English as a second (ESL) and English as a forgugggarEFL)
teachers who are perceived as nonnative English speakers face in the &alyuafje
teaching. These challenges include not only difficulty competing with nativéesBng|
speaking teachers (NESTS) for teaching positions, but also the label nonnatkex spea
denotes a common preconceived notion that nonnative English-speaking ESL/EFL
teachers are not as proficient at English language teaching as their mafiisé E
speaking counterparts (Kamhi-Stein, 1999).

Next, the construct on the experiences of NNESTs is examined using Dewey’s
(1938) framework, which is embedded in the position that an individual’s experience is
a central lens for understanding a person and a way to illustrate how he or ske make
sense of the world. It is under this concept, the researcher argues,chatdea
experiences are important components in understanding their ways of teachang in t

classroom. Similarly, Freeman and Johnson (1998) also argue that what teachers know
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about teaching is largely “socially constructed out of the experiencesamsdooms
from which teachers have come” (p. 400). Since this study relies on the notion that
NESTs and NNESTSs differ as documented in the literature in terms ofaaelning
behavior, exploring experiences that have impacted NNESTs’ pedagogicadcipgs
further provided insights into them. Finally, the pedagogical approaches GtsNtEd
NNESTSs are explored to conceptualize nonnative English-speaking teactrer £iSL
classroom. Thus, each of the constructs of the framework contributed to an in-depth
understanding of NNESTs and the kinds of experiences that potentially have influenced
their pedagogical approaches in the ESL classroom.
The Literature Search Process

The search for conceptual and theoretical books and articles related to this study
topic took various forms. For example, a critical examination of related booksesrticl
and research studies available through certain online search engines or gublisbe
refereed journal, TESOL was conducted. The online search engines used were
ALADIN Catalog Quick Search for books and JSTOR, Academic Search Premie
ProQuest Research Library Plus, ERIC, and ALADIN Interlibrary Lo&e. TESOL
journal was selected due to its popularity and credibility in the fields of TE®O
ESL and its continuous objective of informing and educating all teachers oredivers
teaching and learning contexts. Furthermore, the results of literatuea/reniNNESTS
indicated that there were considerably more NNES research articleshpdldby the
TESOL journal than by other refereed journal publications. Thus, online searoksngi

and the TESOL journal provided the majority of the literature resources.
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In searching the literature of the conceptual framework for this study, the
researcher divided the search into five different parts. These parts as a &kelemm
the conceptual framework. These parts include the global spread of Ergdish; t
constructs of native and nonnative speakers; the challenges faced by NNESTSs; the
experiences of NNESTSs; and the pedagogical approaches of NESTs and NN&STs. F
example, in searching for resources related the global spread of Ergghs, $uch as
globalization of English, World Englishes, English as a lingua franca, spreadlc$ht
and rise of English were used. For native and nonnative constructs, the researcher
searched under native and nonnative speakers/teachers as well as native diwve nonna
English-speaking teachers/professionals.

In an effort to find resources on the experiences of NNESTS, keywords such as
cultural influences, linguistic and educational experiences of NNESTsusede In
addition, the researcher also searched under the headings of learning and fe@nhing
experiences/perspectives. For challenges faced by NNESTS, tg eatierms including
challenges of NNESTS, issues of NNESTS, problems of NNESTSs, and dichotomies of
native and nonnative teachers were utilized. Lastly, to search for pedagogica
approaches of NESTs and NNESTS, the researcher used a variety of temdhiagncl
pedagogy, teaching, teaching behavior, methods, and classroom practice dfIESL/E
teachers.

Research on the issues of nonnative English-speaking teachers is adaity r
phenomenon. As much of the research conducive to this study has occurred in the past
15 to 20 years, there was little need to limit the searches to a specifiodtiing.

However, in order to have relatively current research and rationale on the topic of
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NNESTS, the researcher limited the search to books and studies published in the past
fifteen years.
The Global Spread of English

The global spread of English has had a major influence on many countries
around the world. In his bodknglish as a Global Languag€rystal (1997) contends,
“A language achieves a genuinely global status when it develops a speciaatae t
recognized in every country” (p. 2). Not only is English considered the linguafranc
the world’s most predominant language, the universal language, or the globalgang
of commerce, English is a chosen language for international communicatiseehbet
many countries (Bhatt, 2001; Crystal, 1997; Samimy & Brutt-Griffler, 1988lip3on,
2001). English's status as a global language is evidenced through its widesgread us
business, travel, education, science, technology, and more. Medgyes (1999) further
contends that English is no longer the “prerogative of native speakers” as “it has
become a universal commodity, the official or semiofficial language in thare60
countries over six continents” (p. 184). One of the implications of the spread of English
is that there is no longer one English language that is associated withghada's
“early Judeo-Christian tradition,” but rather there are many that esgirédiverse
linguistic, cultural, and ideological voices” (Bhatt, 2001, p. 527).

In the global world today, English speakers around the world share a common
usage of English language. However, they are increasingly diversifiediolg a
linguistic diversity in areas, such as accent, idioms, speech dialects, and \&rnacul
styles. It is through this pervasive spread of English that multiple lingwuestiations or

varieties of the English language have developed. This unique phenomenon of English
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has driven the present status of the English language into a new concept caltkd Worl
Englishes, which “represent diverse multicultural identities, multiplena@f use and
acquisitions, and distinct contexts of function” (Kachru, 1996, p.133). Kachru (1996)
defines World Englishes (WE) as “distinct identities of the language aratuite” in

that Englishes “symbolize variation in form and function” that are used by ltraguiig

and culturally distinct people in the world (p. 135). He divides English users in the
world into three concentric circles representing the global varietiéagiish: (a) the

Inner Circle, (b) the Outer Circle, and (c) the Expanding Circle. Today,viderd

almost all countries have a place in one or the other concentric circles.

The Inner Circle (IC) represents countries that use English as a nooitnee .t
These IC countries include the United States, the United Kingdom, Canadalidustra
and New Zealand, where English is considered as the first, native, and/@l offici
language. Traditionally, speakers of English in the inner circle are seka model
speakers of English as they are referred to as native speakers (KachjuTh83Buter
Circle (OC) countries are those countries in which English was introduced through
colonization by England or America. For example, Bangladesh, Ghana, bdi@ca,
Kenya, Malaysia, Nigeria, Pakistan, the Philippines, Singaporeh 3dnita, Sri Lanka,
Tanzania, and Zambia are all considered OC countries. It is often believdtet:C
countries represent the spread of English in nonnative contexts. The Expandiag Circ
(EC) countries include countries where English is taught as a foreigratgaglhese
EC countries include China, Egypt, Indonesia, Israel, Japan, Korea, Nepal, Ssudj Ar
and Taiwan. Despite the fact that in the expanding circle countries Engligbresgm

language, the demand for English language learning and teaching has besmuopcrea
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faster and more extensively due to their need to gain social and economic adventage
the world (Kachru, 1997; Nunan, 2003).

It is this phenomenon of the global spread of English that motivates people
around the world to learn English. This great demand for English language leahing a
teaching has caused the number of English users to grow to almost two billistalCry
1997). According to Kachru (2001), the spread of English has been viewed as both “a
unique phenomenon of our times and as an unprecedented form of linguistic and
cultural colonization” (p. 3). The implications of the global spread of English have
stimulated not only the number of English language speakers and learners amlthe w
but also a considerable growth in the number of language teachers. For example,
Kachru (1996) indicates, “there are now at least four nonnative speakerdish Eng
every native speaker” (p. 241). Kachru (1996) further goes on to say that Entlish is
“only natural language that has considerably more nonnative users than nasiépiser
139). Moreover, the statistics on teachers, Canagarajah (1999) states that more tha
80% of the language teachers globally are nonnative speakers. It would not be
inaccurate to say then as long as there are more nonnative English speaking
communities in the world, there will always be more nonnative English-speaking
teachers worldwide.

It is the very growth of English in different communities in the world thatHeas
potential to shift the authority on language to nonnative speakers and teachers. The
ownership of English is no longer limited to the Chomskyan (1964) notion that the
native speaker is the authority on the language and now can extend to nonnative

speakers with various linguistic and cultural backgrounds. In fact, Widdowson (1994)
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strongly voices the view of many other ELT professionals when he asséstadita
possession which [native speakers] lease out to others, while still retdiaifrgehold.
Other people actually own it” (p. 385). Norton (1997) similarly contends that English
“belongs to all the people who speak it, whether native and non-native, whether ESL or
EFL, whether standard or nonstandard” (p. 427). Through these views, Kachru (2001)
further suggests that as L2 speakers continue to outnumber L1 speakers, itivall be
responsibility of nonnative users to spread and teach the language. Given that over
three-quarters of the individuals in the global English-speaking community are
nonnative English speakers and the fact that nonnative teachers are growing
considerably worldwide, it is important to understand the native and nonnative
constructs in the ESL/EFL teaching profession.
The Native and Nonnative Speaker Constructs

In order to contextualize the discussion of nonnative English-speaking teachers
(NNESTS), it is first important to define what is meant by native spsale nonnative
speakers. Kachru and Nelson (1996) argue that a native speaker is “someone who
learn[ed] a language in a natural setting from childhood as first or sole langdpagé).
Cook (2005) also provides a similar definition that a native speaker is “a person
speaking the language they learnt first in childhood” (p. 49). Thus, it is often believed
that the first language a person learns to speak is his or her nativegraguithat he
or she is a native speaker of that language. The most often cited and seemingly most
straightforward way to define a native speaker was based on the concéptyHeave
an uncontroversial privilege at birth to be labeled as a native speaker (Davies, 1991;

2003). However, if one defines a native speaker as a person who was born into a
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country of the language being spoken, what happens if this individual moves to another
country as a newborn, not having the chance to speak the language? Would this
individual be considered a native speaker? Furthermore, children born and raised in
multilingual and multicultural settings may develop native competency imadeve
language, making it difficult to define them as native speakers of only one of those
languages. As such, defining a native speaker by his or her place of birth can be
problematic. Thus, as Davies (2003) points out, membership to one or the other
category is not so much a privilege of birth but more so a matter of self-@script

As many scholars and language professionals argue that the ternspediker is
not particularly precise, Kaplan (1999) contends that there is “no satisfdefiamtion
of the term native speaker, and in the absence of such a definition, the negative term is
quite impossible to define” (p. 5). Although there is a discrepancy among wiffere
scholars over the definitions of a native speaker and a non-native speaker, Cook (1999)
recommends that nonnative speakers should be viewed as “multicompetent language
users rather than as deficient native speakers” (p. 185). Using the defioftsmeeral
researchers, Cook delineates the following characteristics of the natakesg@) a
subconscious knowledge of rules, (b) an intuitive grasp of meanings, (c) thetabilit
communicate within social settings, (d) a range of language skillge@)jwty of
language use, (f) identification with a language, (g) the ability to protlueat
discourse, (h) knowledge of differences between their own speech and that of the
“standard” form of the language, and (i) the ability to interpret and translatthent. 1
of which she or he is a native speaker (Davies, 1996; Johnson & Johnson, 1998; Stern

1983, cited in Cook, 1999, p. 186). However, Cook (1999) warns that these
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characteristics of native speakers are debatable. He believes thaththescteristics
are indefinite and not an essential part of the definition of native speakert, IGda&
asserts that nonnative speakers can share many of these characterteofriteir
different levels of proficiency in the language.

Despite the fact that it is extremely difficult to reach a consensus orfitnaarte
of a native speaker, the debate continues over the definitions of native and nonnative
speakers of English in the field of English Language Teaching (ELT)la8Bim
according to Medgyes (2001) a native speaker of English “is traditiondihedeas
someone who speaks English as his or her native language, also called mother tongue,
first language, or L1” (p. 430). He also assumes that the country of birth and@aucat
is an essential component in labeling a person as a native speaker. As Medgyes (1994)
argues, since being “nativeness” is being born and raised in an Englatingpe
environment that person “would be likely to be a more accomplished user of English
than if born and brought up in a non-English-speaking country” (pp. 341-342). A
nonnative speaker of English is presumably everyone else who speaks English but does
not fit this definition.

Often this continued debate is divisive and controversial in the field of ELT as the
native speaker model has been considered ideal. Drawing from Chomsky’s (1965)
linguistic theories, it is often believed that the native speaker is rejasdde authority,
model user and that he or she is the most “ideal informant” who provides “an
understandable advantage” in providing grammatical knowledge (Canagaragh, 1999, p.
78). Chomsky (1965) further portrays a native speaker of English as an “idda@rspea

listener, in a completely homogeneous speech community, who knows its language
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perfectly” (Braine, 1999, p. xv). In other words, according to the Chomskyan notion,
native speakers have an intuitive knowledge of linguistic competence in a languag
which makes them superior models.

Though Chomsky never expanded his theory into its potential pedagogical
implications for native speakers or nonnative teachers, Canagarajah (1@9@dabat
Chomsky’s mere proclamation that the native speaker is the authority poneays
native speaker as the ideal teacher who has “an understandable advantage” in providing
grammatical knowledge (p. 78). Because of this theory, in second or foreign language
teaching, it is often believed that language teachers who teach theirlaaguage
have more advantages over teachers who are not native speakers of the language they
teach regardless of their educational backgrounds. However, many schypliarthai
nativeness is no longer a primary factor in terms of second language te&adning
example, Kachru (2001) contends:

Those privileged constructs of “nativeness” in English studies are debatable on

the cross-cultural, functional and pragmatic grounds. In other words, pedagogy

and “nativeness” are clearly not related, and well-trained English lgagua

educators from any circle have the credential for teaching English. (p. 3)

Some scholars have addressed the issue of nativeness as native speakanthllac
further argued that being a native speaker of a language does not guarantesothe per
will be successful at teaching his or her native language (Canagarah, 1999; $/edgye
1994; 1999; Phillipson, 1992).

To counterbalance the negative view of native speaker fallacy, Medgyes (1994)
devoted a full-length book, entitldthe non-native teachein this book, the author

claims that native and nonnative English-speaking teachers are “two riffpexies”

but that they can be equally “successful teachers in their own grounds” (p. 27).
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Medgyes noted based on a survey results which included 325 teachers from 11
countries, NNES teachers have strengths because they can:

Provide a good learner model for imitation,

Teach language learning strategies more effectively,

Supply learners with more information about the English language,
Anticipate and prevent language difficulties better,

Be more empathetic to the needs and problems of learners, and
Make use of the learners’ mother tongue. (1994, p. 27)

ok wNE

Phillipson (1996) also concurred with many of the Medgyes’ findings as he also
believed that NNESTs could be the ideal ESL teacher for they had undergone the
process of acquiring English as an additional or foreign language which wobld ena
them to be more aware of the students’ linguistic needs. Tang (1997) also found in her
survey of 47 NNESTs in Hong Kong that nonnative teachers were more often r@specte
as models of English language learners and were perceived as having motagedva
in the EFL context as the teachers shared the students’ first language. Halespie
the attempts to break down the fallacy of native speaker, NNESTSs face hadlenges
based on the assumptions associated with being a nonnative speaker of English.
The Challenges Faced by NNESTs

It was noted in the previous section that there are disputable elements in the
definition of native speaker and nonnative speaker; however, English as a second (ESL)
and English as a foreign language (EFL) teachers, who are perceived assaonnat
English speakers, face many challenges in the field of language teachirgbdlhe
nonnative English speaker can sometimes contribute to the perception that nonnative
English-speaking ESL/EFL teachers are not considered as competagtist E
language teaching as their native English speaking counterparts (KamiiS09).

As a result, NNESTSs in both ESL and EFL settings have often found difficulty
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competing with native English- speaking teachers (NESTS) for teachiiippes
(Braine, 1999; Medgyes, 2001).

In the job market of language teaching, the act of labeling language teachers a
native speakers and nonnative speakers can have an enormous impact. For example,
some researchers point out that ESL and EFL program administratordlgemefar
hiring native English-speaking teachers (NESTS) over nonnative Exsglestking
teacher (NNESTS) because they perceive that language students do not want to be
taught by NNESTSs (Flynn & Gulikers, 2001; Mahboob, 2004). In fact, even some
professionals involved in Teachers of English to Speakers of Other LangJiE$@L()
believe that being a native speaker of English is a necessary conditiorht&negish
(Braine, 1999; Thomas, 1999). Unfortunately, these same professionals often boast that
their programs only hire native speakers of English (Braine, 1999; 2004).

Researchers Mahboob, Uhrig, Newman, and Hartford (2004) were interested in
exploring the numerical status of NNESTSs in relation to NESTs and also exarhiaing
weight that program administrators give to various hiring criteria, including the
native/nonnative English-speaker status of potential teachers. They conducted a
empirical study to report the proportion of NNESTs to NESTs working in English
language programs (ELPs) in America and to describe hiring critedebyggrogram
administrators. The participants in the study consisted of 503 college-leveliEidd

in a publication entitled English Language and Orientation Programs in thel Unite

Statespublished by the Institute of International Education in 1997. The researchers in
the study developed a survey questionnaire investigating both the criterianprogra

administrators used to hire and evaluate English language teachers inatpaims
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and teacher demographics, including whether teachers were native or nonnaisie Engl
speakers (Mahboob et al., 2004).

Although the survey response rate of 25.5% was disappointing for the study,
Mahboob et al. (2004)’s investigation provided a glimpse of the challenges facing
NNESTs when competing for a job with their NEST counterpart. For example, the
results of the survey analysis revealed that out of a total of 1,425 teachdr/186%
were NNESTs and 92.14% were NESTs. Program administrators were alddcaske
provide detailed information about the total number of teachers employed by their
program and the distribution of these teachers based on their status as native or non-
native speakers of English and in their capacity as full-time, pagt-gnaduate students,
and/or others. The results indicated that there were a higher number of MESTh i
category. For instance, there were 634 full-time NESTs compared to 25fell-ti
NNESTSs.

In terms of the criteria used in making hiring decisions for the program
administrators, teaching experience and educational experience detteieghest
mean ranked criterion, followed by the recommendation and native English speaker
criterion. Although the mean rating did not show that being a native English speaker
was critical in the hiring criteria, when viewing the mean in light ofaale and a
standard deviation, it illustrated that a majority of the administrators conisale
native/nonnative status of a potential teachers as an important criteriono@aeand
the standard deviation for native speaker criterion were the highest for trey of
criteria. For instance, the results suggested that 59.8% of the respondentsedtisale

native/nonnative status at least somewhat important, while 29.5% of the respondents
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felt that this criterion was not very important. The researchers in the atyakyd that

the importance given to the criterion could suggest one reason why NNESTs seem to be
underrepresented in Intensive English Programs in the United Stated.dBabe

results of this study, it can be concluded that the status of native English speaieer i

of the most important factors in the hiring of teachers at college-level meesglish
programs. As long as program administrators give importance to native sgatker s

in the hiring of teachers, obtaining equal opportunities for ESL jobs will always be
challenging for NNESTSs.

Exploring the labels native speaker and nonnative speaker from the perspective of
seven NNESTS, Liu (1999) provides evidence that there are more related ioffihets
labels that permeate beyond the hiring process of ESL teachers. Usifgha¢amail
and face-to-face interviews gathered over a sixteen-month period, lirnediseven
NNESTs whose L1s were not English and who represented a wide variety ofl cultura
and linguistic experiences (Cantonese, Danish, Korean, Italian, Tagalog,
Dutch/Suriname, Kimbala/Bantu) to explore a number of dimensions surrounding the
complexities of the terms, while also discussing several relevant porfaksisues
NNESTSs often face. His study revealed that the participants’ studen&sveer their
NNESTSs as NS or NNS of English based on their teachers’ ethnicities daspite t
native-like English competence. If the students’ teachers were Caycsisidents
viewed them as native speakers of English whereas non-Caucasian teachers
viewed as NNSs of English despite their native-like English competence. Tinss, L
(1999) study indicated that when teachers did not come from Inner Circle co(sége

Kachru, 1996), there is an invisible power that plays in the labels of NS and NNS

34



because the labels “reinforce the idea that NSs are better at using anbtéee
language than NNSs are” (p. 97).

As a result of this notion, the participants often tried to minimize their idestity
NNSs by taking an English name so they would not be overlooked before their
gualifications for the job were considered. These patrticipants also did nosdisiokir
NNS status to prospective employers since many job advertisements regudSistha
only apply. Liu’s (1999) findings concur with Mahboob et al. (2004) in that NNSs are
clearly disadvantaged in the hiring process in both ESL and EFL contexts due to
labeling of native and nonnative speaker of English. The labels can serve to constrai
the range of possibilities that nonnative speakers can negotiate in theorsss the
labels play a significant role in the TESOL job market.

Furthermore, the challenges that NNESTSs often face are not egstact
discriminatory hiring practices or invisible power relations that play iniethehing
profession; NNESTSs often face issues of credibility that challengetélaehing ability
because of their racial, ethnic, and linguistic backgrounds (Amin, 1997; Thomas, 1999).
These issues of credibility stem not only from a significant number of na@akers in
the field of ELT as a whole but also from ESL/EFL students. For example, Thomas
(1999) explained in her personal narratives as an English writing teacher&sL
context that regardless of her qualifications and enormous effort in teachinglher E
students questioned her credibility. In her narrative inquiry, Thomas shared a hurtful
and confused experience of feeling unsure of her teaching abilities whendestst
made comments in the student evaluations, such as “ we need native speaker, it will be

better” (p. 10). She lamented the fact that such a remark was not only painful to endure
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but also caused a lack of confidence in her credibility, not because it wasddatehts
teaching abilities, but because it was directed at her nonnative speakser statu

Lasagabaster and Sierra (2005) explored indirectly the issues oflityetthiai
challenge NNES teachers from ESL students’ perspectives through daajivenstudy
investigating the beliefs of undergraduate students in the Basque Autonomous
Community regarding native speaker teachers (NST) and nonnative speakesteache
(NNS) of English. The participants in this study included 76 university students who
completed questionnaires designed to elicit their views about NSTs and NNSTs on
rating scales relating to who they would prefer to have as teachers inadb@fre
language skills, grammar, vocabulary, speaking, listening, pronunciation, language
proficiency, and assessment.

The study results showed that there is a stronger preference for NSTevalsal
For example, the results in the areas of pronunciation and speaking, 81.5% and 71.1%
respectively, indicated that there was a clear preference for a nagaiees teacher. In
other words, 81.5% and 71.1% of participants selected either agree or stronglynagree
a preference for native speakers in the areas of vocabulary and speaksag.cour
Interestingly, in the areas of grammar and reading, participants did nsidakean the
dispute. In both cases, most students indicated that it did not matter who taught those
subjects. For example, most of the students chose the neither agree nor {iaNi2e
option, 61.8% and 43.4% respectively, for reading and grammar. However, in the area
of grammar, the second highest choice was in favor of the NNST (39.5%) whereas the
third choice was in favor of a native speaker teacher (25%). For reading, tie NNS

preference reached only a 13.1%. In other words, even though students did not have any
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particular preference for either NS or NNS teachers in grammar aditgethe
respondents’ second choices were clearly for NS teachers in reading but nohdom
grammar.

Although the study did not provide any insight on whether native or nonnative
speakers are better language teachers, with some scholars arguielateeis
irrelevant and counterproductive, the study clearly revealed the studertspons
on their preferences between native speakers and nonnative speakers in terms of
learning vocabulary, pronunciation, speaking, listening, writing, and assessment.

In the global world of communication, the increased use of English in education,
informational technologies, and travel encourages and motivates more people to lea
English. It is a known fact that there has been a tremendous increase in the demand for
language teachers to teach English language classes in both ESL and iB§$. gedt
the demand for English language classes increases so does the demangefor nati
English- speaking teachers. While the literature on nonnative Englishispée&chers
(NNESTS) suggests that there are at least four nonnative speakersisi Ergever
native speaker (Kachru, 1996), the number of NNESTs working in college-level
intensive English programs in the United States is disproportionate to the number of
native English- speaking teachers (Mahboob et al., 2004).

Despite the fact that NNESTs outnumber NESTs in language teaching, many
intensive language programs in the United States do not have NNESTs working in the
programs. This may be due to many people still accepting the notion that only native
English-speaking teachers should teach ESL or EFL. Although many scholars have

maintained that being a native speaker of a language does not guaranteesitiatra t
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will be successful at teaching that language, the notion of native speaksr stillac
reverberates in the field of language teaching (Phillipson, 1992; Candgat8§4).
Not only are the language programs in the United States shunning the hiring of
nonnative English speaking teachers, many countries, such as Japan and Korea, actively
recruit and favor NES instructors over NNES instructors regardless ofdheling
credentials (Lasagabaster & Sierra, 2002). In addition, as nonnative speakerssbf Eng
NNES instructors also face issues of credibility that challenge daghing ability. The
studies reviewed in this chapter suggest that the challenges that NNE& &sdfaeal
and unfortunately sometimes can be detrimental in their ESL teaching pyofessi
The Experiences of NNESTSs

What constitutes an experience? For Dewey (1938), an experience is an “organic
connection between education and personal experience” (p. 25). Dewey believes that a
individual's experience is a central lens for understanding a person and a way to
illustrate how he or she makes sense of life. Although teaching by experience is
phrase that is widely used in education, research in general education oftelesleval
and ignores individual experiences and backgrounds that may impact how teachers
teach in the classroom. For more than a decade, teachers’ knowledge or their ways of
knowing have been based on the notion that teaching and learning can only be
transmitted to teachers. Furthermore, traditionally scholars have focoesedma set
of discrete behaviors from empirical research of what effectivé¢esiclo in teaching
practice rather than focusing on teachers’ perspectives and experieeessg(f,r1996;
Johnson, 1996). Thus, it was often believed that teachers needed discrete amounts of

theoretical and methodological knowledge to better assist them in teachiegn@fré
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Johnson, 1998). However, Jackson (1990) points out in his classic book drifiled
Classroomghat “teachers often do not rely on learning theory to guide their actions”
but instead they use their own personal experience to justify their pedaglagisibns
and teaching preferences (p. 167).

More recently, many researchers have begun to view teaching in more complex
ways where teachers’ methods of teaching are often shaped by their persdital prac
knowledge and beliefs formed by their prior experiences (Clandinin & Connelly, 1999;
Johnson & Golombek, 2002; Lortie, 2002; Pajares, 1992). These studies have finally
come to recognize that “teachers are not empty vessels waiting to thevitte
theoretical and pedagogical skills,” but that they have prior experiendtsgal and
personal values that inform and shape their pedagogy (Freeman & Johnson, 1998, p.
401). Weedon (1997) further goes on to argue that because of the lived reality of the
teaching professionals we “should not deny subjective experience, becausgsie wa
which people make sense of their lives is a necessary starting point for umdiagsta
how one teaches in the classroom (p. 8).

However, in the field of language teaching, most of the attention has and
continues to be paid to the different variables of language teaching and second language
learners, while far less attention is given to teachers and how their exjesrienpact
the classroom. Although in the literature it has been repeatedly stated thatsstude
cultural and linguistic backgrounds play a key role in schooling (Au & Maaka, 2001;
Nieto, 2001), research that studies how nonnative teachers with different backgrounds
influence the ESL classroom is rare. There is a scarcity of research detnogns

comprehensive understanding of the dynamic relationship between types of NNES
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teachers’ experiences that have possibly influenced their pedagogy qetthagogical
approaches in the ESL classroom. In fact, little research exists whihcghe deals
with NNESTS’ experiences that have affected their pedagogical approbcties
review, the researcher approaches the construct of ‘experience'tiorrétathe
experiences of ESL/EFL teachers who are not native speakers of Englisdrchirsg
for NNESTSs’ experiences in the literature, she used NNESTS’ lingugsticcational,
and cultural experiences that have possibly affected their ways of undargteo
they are as NNESTs and their pedagogy.

In an attempt to examine teachers’ construction and interrogation afweir
social and cultural experiences, Duff and Uchida (1997) conducted a much earlier
ethnographic study of two American native and two Japanese nonnative teachers in an
EFL context in Japan. All four teachers were fairly young, with agesngufrpm the
20s to early 30s with roughly 1.5 years of teaching experience. In the study, the
researchers explored the teachers’ changing understandings of whatitsmhstilture
and how the teachers perceived themselves in terms of their various social anad cult
roles in reference to their students and colleagues. The results of the gaadgd¢hat
the teachers’ perceptions of their sociocultural identities and teachirigggsagere
“deeply rooted in their personal histories, based on past educational, professional, and
(cross-) cultural experiences” (p. 460). In other words, the teachers inidye st
constructed their understanding of teaching practices based on the valuésnsradit
educational and professional experiences created and transformed by their ow
worldviews. However, at the same time, the understanding of teaching practices

teachers perceived were subject to “constant negotiation due to changinguadntex
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elements, such as the classroom/institutional culture, instructional algtand

reactions from students and colleagues” (p. 460). The cultures constructed in each
teacher’s classroom represented many elements that were createq thgttoel

teachers involved, but also by students and other factors, such as institutional goals and
course textbooks.

Their findings lead to the assumption that the four teachers involved in the study
constructed their cultural teaching practices based on their past and [gaseny,
teaching, and cross-cultural experiences, including institutional fabtrenay have
conflicted with their sociocultural and personal roles. These different types of
experiences have influenced their understanding of their teaching maditeey
developed and chose means to teach EFL students. For instance, Dufhatad (U297)
write, “the teachers were continuously negotiating the curriculum, thautnstis
expectations of them, their own teaching/learning preferences, and timéarcievel in
dealing with (cross-) cultural issues and materials” (p. 468) based on theapbimg
and professional backgrounds that influenced their developments as teachers of EFL
and culture. The researchers conclude that sociocultural experiencesstetitiot
deterministic constructs that ESL/EFL teachers bring to the classrobouivihe
consideration of the social world around them, but rather the teachers’ understdnding
their beings are always “co-constructed, negotiated, and transformed” (jin 45&)
they are ever-emerging in the ways that the teachers interact witedbial, cultural,
and educational experiences within past and present time frames. Hendadthis s
advocates for a move away from traditionally accepted understanding of ggdlago

that teachers negotiate and construct teaching practices based on treidgassent
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experiences. Duff and Uchida’ study corroborates with many of the estddies that
argue what teachers know about teaching is largely “socially negiteatd
“continually restructured” by their prior experiences and where thegmtly work
(Grossman, 1990; Freeman & Johnson, 1996, p. 400).

Contrary to Duff and Uchida (1997)’s ethnographic study of two American native
and two Japanese non-native teachers in an EFL context, Li (1999) examined her
construction of herself as a nonnative speaker based on her own educational, cultural,
and linguistic experiences in an ESL context. In her autobiography, she provides a
heart-warming story of her own experiences that impacted who she iNES N
teacher. She writes that as a nonnative speaker of English who teaches English in a
English speaking environment to ESL and native students alike, her cultural and
linguistic understanding is often questioned as well as her professional daredi®l to
her “dubious existence in U.S. academia” (p. 51). Interestingly, she expldirtsitha
the same educational context, where she was a graduate student in Amehoththa
constructed her understanding of who she was as an incompetent user of English and
also constructed her as who had authority over the language.

Li (1999) recounts feelings of embarrassment and confusion in her graduate
courses when she came to the United States in college because she wagdilhguisti
culturally, and racially different from the native speakers in the classekkr, at the
same time, it was in the educational context that her English teacher amthticsse
advisor encouraged her to embrace her “unique accent, ...different perspective, and ...
different style and voice” (p. 49) as a nonnative speaker, which ultimatelybcaat

to who she was as a writer, researcher, and teacher. Since her profdssnsegiged
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and affirmed Li's cultural and linguistic differences, she was able toastdfthange
her negative perceptions of herself and her perceptions on who had authority in her
language and culture. This illustrates what many scholars have argyedrsr
specifically that when teachers become more attuned to their studentstlongod
cultural differences, they can not only improve their students’ academéeveantents
but can also impact the way the students view themselves (Au & Maaka, 2001;
Cummins, 2000; Nieto, 2000). It is through this kind of educational experience that Li
began a process of constructing herself as a nonnative speaker of English wéo situat
herself as an insider to both American and Chinese languages and cultures.

Although at times Li (1999) still wrestles with insecurities and self-doubts
regarding English proficiency, she is forever grateful to her previoussBrgiofessors
and dissertation advisor for the cultural and educational experiences they provided by
seeing her “otherness as an asset rather than a liability,” whialmi helped her
construct her position as a positive NNES teacher who is an insider to both the Chinese
and American worlds (p. 54). She concludes her autobiography by stating, “together
they gave a strong signal of affirmation not only to me but also to all nonnative iIpeake
dedicated to English education” (p. 54). Although the highlight in the study falls
primarily on the researcher’s own experiences and how they have influemaadnhe
understanding as a NNES teacher, researcher, and scholar, such insight pa¢henm
NNES teachers is valuable in understanding the construct of experience and how it
influences pedagogy in the classroom.

Exploring the nonnative teachers’ experiences of otherness, Amin (2004)

investigated the experiences of eight visibly minority immigrant womeshess of
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ESL in Canada. She used open-ended, semi-structured interviews to understand the
challenges faced by minority women teachers and how these challengeegarated

as a source of empowerment in building successful classroom strategiesoB#se
interview results, the challenges faced by these visible minority irantigromen
teachers include the preference of ESL students in Canada to have a Canadian teache
These students have perceptions that nonnative teachers are perceiveessdéar
English who, therefore, cannot teach the language. Their perceptions refledivihe na
speaker fallacy, which has been the strongest belief in the languagedgarctiession.
Despite these negative perceptions, however, the findings of the study indicated that
teachers were able to construct positive images of themselves éiseteachers
because they built their pedagogies on their status as nonnative speaketsbf Eng
rather than trying to emulate their native speaker norm.

Amin’s (2004) data clearly exhibits that nonnative English-speaking teachers
build effective pedagogies not only based on their differences but also on their
experiences as nonnative speaker status. One of the major findings intiaates t
nonnative teachers build their pedagogies on “an experience that is agdsotlate
being nonnative speakers” (p. 70). Since the teachers were also ESL learneifsegnce
used their experiences to provide students with an advantaged understanding of the
linguistic issues and weaknesses the students often faced when leaglisky. Hine
teachers in the study also indicated that they worked extremely hard to “pomhde
effective lessons” (p. 71). It was through their hard work to overcome their patceiv
deficiency that the teachers felt they were able to become successftfeatides

teachers.
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Amin (2004) found that nonnative teachers’ shared experiences were assets in
developing a learning community that is favorable to ESL learners as they buil
successful pedagogical strategies based on the shared experience obheatiye and
immigrant. Her findings corroborate the much earlier findings of Tang’s (188ults
as some of her 47 NNESTs respondents in Hong Kong reported “their previous L2
learning experience offers them a privilege understanding of the problems and
weaknesses of their students” (p. 578). Since NNESTs were also learners df,Englis
Tang argues that NNESTs can empathize with their learners and thus a@waog of
the difficulties that they may encounter in learning English. As Medgdg£g!) has
pointed out “more than any native speaker, [an NNEST] is aware of the diffidulties
students are likely to encounter and the possible errors they are likely to makg” (p. 36
Tang (1997) also offers insights into the strengths and the importance of bilingual
teachers who share the L1 of their students as she indicates that having a common
mother tongue is a useful pedagogical tool in ESL teaching. It was repatedost
often the weak students asked questions in L1 for any clarification inside aleooftsi
the classroom to better serve their language learning needs.

A recent study by Nemtchinova (2005) also focused on NNESTs and their
strengths in the classroom but from the perspective of host teachers’ ievalwht
NNES ESL teacher trainees as they fulfilled the practice-teachugrement of their
teacher education program. The term host teacher in this study referrdd teaElsers
in various educational settings with whom MA TESOL students are paired to tegach the
practicum classes. Using survey data gathered from 97 host teachers intynivers

community college, and elementary and secondary school settings in \&axiaus.
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states, the researcher examined how host teachers perceive the strengths of/@onnati
English-speaking teacher trainees based on their classroom practicervByaasults
indicate that NNEST trainees have the ability to empathize with ESL stuadehthare
their language learning experience and cultural background in the ESL classroom a
they often relate to students. NNEST trainees also established rappohtewith t
students and engaged in efficient interaction to provide positive feedback as well a
identifying their students’ linguistic and cultural needs. As NNEST traioftes

identified with their students’ cultural and linguistic backgrounds, they weeg@
establish positive relationships with students and to contribute to a productive language
learning environment in the ESL classroom. Nemtchinova’s (2005) finding is torisis
with previous studies that illustrate that NNESTS’ experiences as Efletsgrovide

a positive impact in teaching ESL students as NNESTSs can relate to themtstude
linguistic and cultural concerns (Amin, 2004; Kamhi-Stein, 1999; Liu, 1999; Medgyes,
1994; Tang, 1997).

Despite the fact that nonnative teachers have unique linguistic, educational, and
cultural backgrounds as language teachers that enable them to teacresffiecthe
language classroom, they are often faced with a notion that they are not as aapabl
their counter NS peers. The reviewed studies proved that good language teaching is not
exclusively the native speaker's domain, but is dependent on teachers’ expenence
learning and teaching “the craft or skill” of ESL (Amin, 2004, p. 73). The following
section presents pedagogical approaches of native English-speakingsteache
nonnative English-speaking teachers in the ESL and EFL teaching contexts.

The Pedagogical Approaches of NESTs and NNESTs

! The states involved were Washington, Oregon, Gali&, New York, New Jersey, and Florida.
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It is often believed that language teachers who teach their native language ha
far more advantages over teachers who are not native speakers of the language they
teach. As previously stated, this notion is sometimes referred as the nagikerspe
fallacy because it is a known fact that not all native speakers make good language
teachers (Phillipson, 1992; 2001). Many scholars in the field of TESOL have attempted
to break down this fallacy by providing numerous strengths that NNES teachegriobrin
the ESL/EFL classroom. For example, in his pioneering work on research on nonnative
teachers, Medgyes (1994) has established four hypotheses concerning NNES
instructors’ strengths: (a) NESTs and non-NESTSs differ in terms oflimgjuage
proficiency; (b) they differ in terms of their teaching behavior; (c) theeismcy in
language proficiency accounts for most of the differences found in their teaching
behavior; and (d) they can be equally good teachers in their own terms (Arva &
Medgyes, 2000, p. 357). In these hypotheses, Medgyes noted NNES teachers have
strengths because they can:

Provide a good learner model for imitation,

Teach language learning strategies more effectively,

Supply learners with more information about the English language,
Anticipate and prevent language difficulties better,

Be more empathetic to the needs and problems of learners, and
Make use of the learners’ mother tongue. (1999, p. 178)

ok wNE

In Medgyes’ (1994) previous study, he set out to validate his hypotheses on the
bases of three surveys, which included a large sample of 325 participatinggdemhe
11 countries. In this study, he found that there were a number of significant perceived
differences in teaching behavior between the NESTs and NNESTs. Thesenddein
teaching behavior included such remarks as “NESTs use a variety ofatsatehile

“NNESTSs use a single textbook” to teach English (Arva & Medgyes, 2000, p. 357).
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Other perceived differences included such statements as “NESTs adopt &erilole f
teaching approach” while “NNESTs adopt a more guided approach” (p. 357). While the
study found that there were many differeidashe teaching behavior between NESTs
and NNESTSs, the researcher himself warned that caution must be exercised in
interpreting the results, since the study was based on questionnaisztededitreports,
which often reflect a teacher’s stated teaching behavior rather than leisamtinal
teaching behavior.

In order to shed light on the discrepancy between the teacher perceptions and
actual teaching behaviors, Arva and Medgyes (2000) investigated the difeenence
teaching behavior between five NESTs and five NNESTSs by conducting assalai|
ethno-cognitive study. The goal of their research was to examine thewuitédbetween
the participants’ (NESTs & NNESTS) stated teaching behavior and acuahirtg
behavior in the EFL context. In analyzing the 10 video-recorded language leisdons a
the 10 follow-up interviews with both types of NES and NNES teachers, the study
revealed that even though several statements formulated in the self reports @lm/ed t
valid, there were some mismatches between perceived attitudes and acticasprac
For example, the assumption that a NNEST’s teaching approach is to keep thei
students sitting all the time was not quite true. The study found that the studénéz of t
nonnative English teachers’ classrooms also provided ample opportunity to “move
among the desks arranged in a horseshoe shape” (p. 367). However, the remaining two
NNESTSs in the sample proved to provide a more rigid and autocratic pedagogical
approach in their EFL classrooms. These teachers imposed formal disciplstegnsi

on chorus greetings and formal reporting.

2 For more differences in teaching behavior betWdESTs and NNESTS, see Arva and Medgyes, (2000).
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More significant findings of Arva and Medgyes’ (2000) study include the
validation of some of the perceived differences of NESTs and NNESTSs. Foplexam
the perceived difference that NNESTSs tend to rely on textbooks while NESTetend t
rely more on a variety of materials was in fact true. All five NNE&Tied on one or as
many as four different textbooks in teaching their lessons while none of thesNEST
were using textbooks. NESTs designed their own material in the form of newspape
cutouts, posters and worksheets. In addition to the difference in how they prepare
lessons, there was a significant difference in how both teachers approacbrthe e
treatments. NNESTSs resorted to more error correction, checked the stwdwktsiore
consistently and assigned more homework than their native colleagues.

In a recent study, Benke and Medgyes (2005) surveyed 422 Hungarian learners of
English to examine their perceptions of the differences in teaching behavieehetw
native speaker (NS) and nonnative speaker (NNS) teachers. Unlike previous studies
mentioned where the research was examined from the teachers’ perspéusvaudy
explored students’ perceptions of the differences in the teaching approaci&armd N
NNS teachers. The researchers in the study chose a careful selectigpoofeass who
had been exposed to more than a year of English language instruction offered by both
NS and NNS teachers in the EFL context. The survey had an exceptionally high
response rate of 91%.

In this study, the researchers found that 77%, 73.0% and 65.9% of the
respondents claimed that NNS teachers would always or often give a lot ofitidine
plan their lesson thoroughly, and consistently check for errors (Benke & Medgyes

2005). Not surprisingly, NS teachers’ preoccupation with practicing the sygesills
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figures at the top of the list (‘strongly agree’ and ‘agree’ togetheuatmg to 74.6%)
while NNS teachers’ preoccupation with practicing the speaking skillseeSgat the
bottom of the list (29%). Furthermore, the most ascribed of the differences beheee
NNS teacher and NS teachers is related to teaching and explaining grétmvaar.
repeatedly claimed through their current study, as well as Med@@34; 2000)
previous studies, that NNS teachers have a more structured approach to teaching
grammar and are better able to deal with grammatical difficulties.

To test the significance of the observed differences between NS and NNS
teachers, a paired-simple t-test was conducted on the data-set for the erasitety
of Benke and Medgyes (2005). With the exception of one item ‘is impatient’ (t= .809, p
=.419), the results of the paired t-test indicated that statisticallyisatiifferences
existed in teaching behavior between NS and NNS teachers (p <.05). Some of the
significant differences in teaching approaches between NS and NN@reawlude
the perceptions that nonnative speaker teachers “prepare learners welefarthe
(61.3%), stick more rigidly to lesson plan (51.4%), place more emphasis on grammar
rules (51.4%), and prefer traditional forms of teaching (41%)” (p. 200). These
perceptions came highly ranked in means and percentages according to thefdegree o
agreement for non-native speaker teachers while these views came atdimedbotie
scale for native speaker teachers. Thus, this could be interpreted as NiSsteéac
general are more demanding, thorough, and traditional in the classroom than their
counterpart NS colleagues, who are more casual and lively and prefer a nooraaditi
pedagogical approach in teaching ESL/EFL. However, an interesting pthat lsoth

groups of teachers were found to be equally patient with their students.
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The results of Benke and Medgyes’ (2005) study corroborated many of the
findings of Samimy and Brutt-Griffler’'s (1999) study in which they surveyetl a
interviewed 17 NNS graduate students who were either pursuing an M.A. or a Ph.D in
TESOL at a university in the United States. The aims of their study werestonde
how these graduate students perceived themselves as professionals id dife fiel
English language teaching, and if they thought there were differences indhiagea
approaches of native speakers and nonnative speakers of English. Nearly 90% of the
subjects perceived a difference between NS and NNS teachers of Englishlsthey
identified NS teachers as being informal, flexible, using different techsiguethods,
and approaches in the teaching of ESL while NNS English teachers weregra®i
relying mostly on textbooks and having exam preparation as the goal of theingeac

Similar to Benke and Medgyes’s (2005) study, Mahboob (2004) also explored
students’ perceptions of both NESTs and NNESTSs in terms of their languagedeachin
but in the ESL context. Using Hyrkstedt and Kalaja’s (1998) discourse-analytic
technique, this qualitative study focused on 37 students in an intensive English program
(IEP) at a large Midwestern university. Hyrkstedt and Kalaja’s discearabytic
technique entails giving a “letter-to-the-editor” to their respondentgaskidg them to
write a response to the letter (Mahboob, 2004, p. 123). Following the technique used by
Hyrkstedt and Kalaja (1998), the participants in Mahboob’s study were givenudustim
topic and asked to write their reactions to the stimulus. The stimulus given stated:

Some students think that only native speakers can be good language teachers.

Others think that nonnatives can also be efficient teachers. What is your opinion

about this issue? Please feel free to provide details and examples. (Mahboob,
2004, p. 124)
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The essay results of Mahboob’s (2004) study found that NNESTSs played a
positive role in teaching of grammar, reading and writing. The students ituthe s
indicated the grammar teaching of NNESTs was important and conducive in their
ability to do well on standardized tests of English, such as the Test of English as
Foreign Language (TOEFL) and the Test of English for Internationah@mmcation
(TOEIC). As NNESTS, especially those who were international teaclesdsain the
United States, also often needed to take those tests in order to be admitted te graduat
schools to eventually be where they are as teachers, the students believ&lE®RasN
experience of taking these tests would aid in their ability to help their stymteptze
for the tests.

Furthermore, since many NNESTSs learned grammar through exdtaitaton,
they are better able to teach grammar structure from their own enqeeaéexplicitly
learning it. This current study also supports previous studies of Medgyes (1994) and
Arva and Medgyes (2000) as they also found that NNESTs have a more structured
approach to teaching grammar and are better able to deal with grarhohfiaaties.

Their finding is supported by the students’ beliefs that their NNESTs’ undersgemidi
grammar teaching comes from their own L2 grammar learning experi€he results

of the present study negate a much earlier study by Sheorey (1986) in which he argues
that the goal of NNESTSs should be to acquire native-like teaching praatites a

methods, as it was perceived to be necessary to becoming good teachers. The results of
Mahboob’s (2004) and others suggest otherwise, as students had a preference for
NNESTs’ grammar teaching methodology (Arva & Medgyes, 2000; Benke &gl

2005; Medgyes, 1994).
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Although Mahboob’s (2004) study illustrates ESL students' positive perceptions
towards NNESTSs, there were also some criticisms by them. Some stielethtstfin
order for them to acquire a true and correct pronunciation, they must have native
speaker models, not NNESTs’ models as Medgyes (1994; 2001) suggested. Medgyes’
(1994; 2001) previous hypothesis regarding NNESTSs providing good learner models for
imitation was not supported as students believed that NESTs are their langubdg m
not NNESTs because NNESTs’ English is not perfect.

Despite these criticisms, however, the students in Mahboob’s (2004) study
mentioned a number of characteristics that favored NNESTSs’ teaching ditisutes
include linguistic factors, such as the NNESTSs’ ability to teach &iyes&ills and
grammar, and teaching styles, including their ability to use appropréaateing
methodologies. In addition to these positive perceptions toward NNESTS, the students
also shared positive perceptions toward NESTs and attributes that NESTs jpossesse
For example, they felt that NESTs are more skilled in L1 language compatahce
teaching speaking, vocabulary and pronunciation. However, the most important finding
of Mahoob’s (2004) study is that ESL students in the United States value both NESTs
and NNESTSs as they both have unique attributes in teaching and students do not have a
clear preference for either NESTs or NNESTs. ESL students feel thatypet of
teaches have unique characteristics that can be beneficial in teaching L2.

Although studies, such as Medgyes (1994), Samimy & Brutt-Griffler (1999),

Arva & Medgyes (2000), Benke & Arva (2005), and Mahboob (2004), showed the
distinctly different teaching approaches of NS and NNS teachers, as/pdrbgi

teachers’ perspectives or by students’ perceptions, these studies haatedeiteat
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these differences carry no value judgment in terms of which group is supposed to be
superior on account of their specific teaching styles. At one point, Medgyes (1999)
argues, “if a search for the ideal teacher were launched, there would Bg goo@
candidates in both camps, even though natives and non-natives would be ideal on their
own terms” (p. 178). To prove his point, in Benke and Medgyes (2005) included
miscellaneous statements in their survey questionnaire inquiring wherearadive
nonnative teachers fit in a student’s ideal learning situation. The resdtdaé\that
“an overwhelming majority of the respondents argued that in an ideal situation both NS
and NNS teachers should be available to teach them, stressing that they wduld be |l
prepared to dispense with the services of either group” (p. 208).

This section has explored native and nonnative English speaking teachers’
considerable differences in their teaching behavior. However, in order to understa
how the different experiences of nonnative teachers impact their teachingchesroa
the ESL classroom, there needs to be more research exploring nonnative teachers and
how their pedagogies that have been influenced by their diverse backgroundse&he thr
constructs explored in this paper provide a solid relationship between the constructs
the challenges faced by NNESTS’, perspectives on NNESTS’ expesjemzbthe
pedagogical approaches of NESTs and NNESTSs. These constructs have tla pmtent
interconnect in ways to better understand NNESTs and their approaches to ESL
pedagogy.

The results of the reported studies provide evidence to support the notion that
NNESTs and NESTSs teach differently in many respects. Medgyes (1994, 1€49) c

saw the difference between native and nonnative proficiency of the Englista¢gng
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However, this shortcoming is deemed their most valuable asset; as Amin (2004) and
Tang (1997) posit that NNESTS’ previous L2 learning experience offer themtegpac

to develop a keen understanding of the problems and weaknesses dtitiegitss Thus,
nonnative English-speaking teachers build effective pedagogies not only baseid on the
differences but also on their experiences as nonnative speakers.

Despite the fact that nonnative teachers have unique linguistic, educational, and
cultural backgrounds as language teachers that enable them to teacresffiecthe
ESL/EFL classroom, they are often faced with a notion that they are nqiaddecas
their NES colleagues. However, these challenges also have the potentiaktocmf
their approaches in ESL teaching as it was often noted that NNESTs worlededytr
hard to produce good, effective lessons to overcome their perceived deficiency due to
their nonnative speaker status (Amin 2004; Liu, 1999). Thus, the three constructs
explored in this paper have the potential to interconnect in ways to better understand
NNESTs and their approaches to ESL pedagogy.

The review of research studies and theoretical papers discussed in the context of
the conceptual framework lead to the primary research questions for thiskétudgo

nonnative English-speaking teachers’ (NNESTSs) experiences inform aedthair

pedagogical approaches in the ESL classfo&®elated subsidiary questions are as

follows:
1. What experiences/backgrounds do NNESTs draw upon when teaching ESL?
2. In the context of the ESL teaching profession, what are the challengesyaced b
NNESTSs?

3. What approaches are used by NNESTSs in the ESL classroom?
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4. What cultural experiences inform and/or influence NNESTSs’ pedadogica
approaches in the ESL classroom?
5. What linguistic experiences inform and/or influence NNESTSs’ pedadogica
approaches in the ESL classroom?
6. What educational experiences inform and/or influence NNESTS’ pedalgogica
approaches in the ESL classroom?
Summary of Chapter
This chapter has focused on relevant literature and theories that are vital in
exploring nonnative English-speaking teachers. The review of reseatdodssand
theoretical papers in this chapter provided a conceptual framework and background tha
guide and frame this study. This chapter consisted of five parts. First, morde
provide a context for the conceptual framework, the global spread of the English
language was briefly discussed. Second, a short overview of the literatene osvi
native and nonnative speaker constructs was presented. The third, fourth and fifth parts
of this chapter examined three key bodies of literature that are relevanstadiiethe
challenges faced by NNESTS; the experiences of NNESTSs; and the giedhgo
approaches of NESTs and NNESTSs. These studies and the research that make up the
conceptual framework lead to the purpose of this study, which aimed to increase our i
depth understanding of NNESTs by exploring the challenges they face in the ESL
teaching profession and the kinds of experiences that have influenced their peslagogi
approaches in the ESL classroom. Finally, the chapter examined the intenconokct

the constructs, which lead to a restating of the research questions. The next chapte
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details the description of the research design, data collection methods,aadalgsis

process for the qualitative case study approach.
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Chapter 3: Methodology
Introduction

The goal of this chapter is to conceptualize the methodological framework
employed in the study, which aims to increase our in-depth understanding of nonnative
English-speaking teachers (NNESTS) by exploring the challengeatein the ESL
teaching profession and the kinds of experiences that have influenced their peslagogi
approaches in the ESL classroom. The first part of this chapter explores the
epistemology and theoretical perspective that guide the study and furthesdsthe
general procedures of the research methodology. The second part of this chapter
presents an in-depth discussion of the selection of participants and data collection
procedures. The third part of this chapter provides a description of the data analysis
process. Finally, the chapter concludes with a description of the ethical catisite
the role of the researcher, and a summary of the methodology of the study.

Research Questions

The overarching question guiding this study is, How do nonnative English-

speaking teachers’ (NNESTS) experiences inform and guide their ggcklgo

approaches in the ESL classrddRelated subsidiary questions are as follows:

1. What experiences/backgrounds do NNESTs draw upon when teaching ESL?

2. In the context of the ESL teaching profession, what are the challenge$faced
NNESTSs?

3. What approaches are used by NNESTs in the ESL classroom?

4. What cultural experiences inform and/or influence NNESTS’ pedagogical

approaches in the ESL classroom?
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5. What linguistic experiences inform and/or influence NNESTS’ pedadogica
approaches in the ESL classroom?
6. What educational experiences inform and/or influence NNESTS’ pedalgogica
approaches in the ESL classroom?
Epistemology

To understand how nonnative English-speaking teachers make sense of their past
and present experiences in shaping their pedagogy in the ESL classrooasgaish
is viewed from a constructivist paradigm, with an emphasis on social corstrsicti
Thus, the epistemological lens that guided the research is social constsactihich
perceives

all knowledge, and therefore all meaningful reality as such, [a]s contingent upon

human practices, being constructed in and out of interaction between human

beings and their world, and developed and transmitted within an essentially social

context (Crotty, 1998, p. 42).

In a constructivist paradigm, Lincoln and Guba (1985) argue that the world or
reality does not inherently have meaning in which individuals find or discover
knowledge; instead, people make meaning from the world around them based on their
present and past experiences. Lincoln and Guba further argue that the wedallityisr
no longer a “single tangible reality” that is waiting to be discovered betfound piece
by piece, but rather that there are multiple constructed realities thbeudied
holistically (p. 37). However, this reality will be misleading if one doesagobunt for
historical, cultural and social perspectives. Thus, in order to understand the pagjcipa

the epistemological lens that governs the study is from the perspectiveabdf soci

constructionism.
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Social constructivists also examine humans as engaging with their world and
making sense of it; however, they focus on the world through lenses “bestowed upon”
individuals by their culture (Crotty, 1998, p. 54). In other words, individuals do not
construct their understanding of experience in isolation, but they interpretezxge
within social, cultural, and historical contexts. As Greenwood (1994) points out, social
constructivists focus on social reality as a function of shared meanings an@d#gew!
that is “constructed, sustained and reproduced through [daily] social life” (p.85).
Therefore, the social constructivist paradigmatic lens is suitableiforetsearch as the
issues to understand NNESTs and their experiences are thought of as a process of
adjusting one’s mental mode of the world to accommodate new understanding and new
experience in one’s social context. In order for the researcher to understasd §|ME
is important to consider the meaning of the participants’ experiences ctestnithin
the contexts they have lived and of which they continue to be a part.

Theoretical Perspective

This study explores research and theory related to three related bodies of
knowledge: (a) the challenges faced by NNESTSs, (b) the experiences &TsSN&nd
(c) the pedagogical approaches of NESTs and NNESTSs. The first notion is balsed on t
fact that even though there are disputable elements in the definitions of native and
nonnative speakers, English as a second (ESL) and English as a foreign lan§glage (E
teachers, who are perceived as nonnative English speakers, face mamngelsah the
field of language teaching. These challenges include not only difficuitypeting with
native English-speaking teachers (NESTSs) for teaching positions, buhaltbel

“nonnative speaker” denotes the common preconceived notion that nonnative English-
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speaking ESL/EFL teachers are not as proficient at English languabenteas their
native English speaking counterparts (Kamhi-Stein, 1999). Despite these clgllenge
however, NNESTSs use their own learning experiences as former ES|g&ifflers to
provide students with a “privileged understanding of the linguistic issues and
weaknesses the students face when learning English” (Amin, 2004, p. 70).

Second, this proposed study draws on Dewey’s (1938) perspective and is
embedded in the position that an individual's experience is a central lens for
understanding a person and a way to illustrate how he or she makes sense of the world
It is under this concept the researcher argues that teachers’ egpeiaea important
components in understanding their ways of teaching in the classroom. Since this study
relies on the notion that NESTs and NNESTSs differ in terms of their teaching twehavi
exploring experiences that have impacted NNESTSs’ pedagogical appréathes
provided insights on them. Thus, the research questions address each of the constructs
in an attempt to contribute to an in-depth understanding of NNESTs and the kinds of
experiences that have influenced their pedagogical approaches in theaEShanin.

Research Design

The research employed a qualitative case study approach to gain in-depth
understanding of NNESTs and the kinds of experiences that have influenced their
pedagogical approaches in the ESL classroom. The qualitative case stuhchips
within the general framework of qualitative research in that it “impliesegtdconcern
with experience as it is ‘lived’ or ‘felt’ or ‘undergone™ (Sherman & Webb, 1988, p. 7).

As this study aimed to understand the meaning constructed by participast they
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made sense of their world, and the experiences they have lived in the world, the
gualitative case study approach best suited its purpose.

According to Merriam (1998), the qualitative case study can be delineatssl by t
following special characteristics: (a) particularistic, focusing onréécpéar person,
situation, phenomenon, or program; (b) descriptive, describing a thick, rich descripti
of the study; (c) heuristic, leading to discover new understanding and meanind) and (
inductive, presenting hypotheses, generalizations, or concepts emerging from
examination of the data. Merriam further defines a qualitative caseadudn
intensive, holistic description and analysis of a single instance, phenomenon, lor socia
unit” (p. 27). However, she concludes that the utmost important identifying
characteristic of case study research is that it “delimit[sptpect of study, the case”
and portrays the case as “a thing, a single entity, a unit around which there are
boundaries” (1998, p. 27). By viewing a case study as such “[t]he case. .. could be a
person such as a student, a teacher, a principal; a program; a group suelsssaa cl
school, a community; a specific policy; and so on” (p. 27).

Miles and Huberman (1994) similarly describe a case study as “a phenomenon of
some sort occurring in a bounded context” (p. 25). It is within this framework that the
researcher aims to “uncover the interaction of significant factors chastctef the
phenomenon” by solely focusing on holistic description and explanation of NNESTs
teaching in adult ESL programs (Merriam, 1998, p. 29). However, when a researcher
conducts a case study using more than one case, it is considered a multipledyase st
a multi-case study design (Merriam, 1998; Yin, 2003). As this study utilized five

multiple cases to gain an in-depth and holistic understanding of NNESTS’ lived
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experiences and perspectives, a multi-case study design was employean(iViE998;
Stake, 2000; Yin, 2003).

Given that multi-case study designs involve collecting and analyzinfyolata
several cases, this study provided compelling interpretations of the dakeerfate,
the use of multiple cases has been deemed “a common strategy for enhancing the
external validity” (Merriam, 1998, p. 40). Merriam (1998) contends that external
validity is important as it helps readers of a research study determwweclbsely their
situations match the research situation, and hence, whether the findings can be
transferred” (p. 211). This study aimed for “concrete and complex illiostsit
(Wolcott, 1994, p. 364) or thick descriptions (Geertz, 1973) of the individual cases,
while also attempting to identify some general and significant patteroisgatnem. To
achieve this goal, triangulation of multiple methods, data sources, and viewpeiats
utilized.

The qualitative multi-case study approach brought important strengths to
researching the study’s questions. First, it provided the “concrete and complex
illustrations” of lived experiences and explored how five NNESTs’ understanding
develop and influence their pedagogical approaches in the ESL classroom through
many factors that contributed to their ways of teaching (Wolcott, 1994, p. 364). Second,
the approach helped the researcher act as an active listener who proveseccardext
for each teacher’s story from his or her perspective rather than act as awéxper
knew “what’s best” and “[passed] judgment on participants” (Creswell, 1998, p. 18).
Thus, the participants were empowered to convey what was most important and

meaningful to them by providing the richness of the case study’s description and
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exploration. Finally, the multi-case study approach provided triangulationaof dat
sources and viewpoints by relying on “multiple sources of evidence, with datageedin
to converge in a triangulating fashion” to cross-check the understanding of TSNES
and the kinds of experiences that have influenced their pedagogical approaches in the
ESL classroom (Yen, 2003, p. 14). Herriott and Firestone (1983) contend that “the
evidence from multiple cases is often considered more compelling, and the overall
study is therefore regarded as being more robust” (Yin, 2003, p. 46). These
characteristics of a qualitative multiple case study methodologyssiatig
contributed to the understanding of NNESTs and the kinds of experiences that have
influenced their pedagogical approaches in the ESL classroom.
Case Study Context and Participants

The participants of NNESTS for this study were recruited from various B8ult
programs and college-level intensive English programs in the Washington D.C. area
These programs include privately-owned language programs and univergggcol
academic ESL programs that serve adult international students angrantsi These
programs differ in terms of learner groups and program goals. For exayapéally
university/college academic ESL programs serve mostly adult intenadstudents,
assisting them to succeed in their academic studies as well as indnamgithem to
higher education programs in the United States. The same can be said for private
language school programs, but they serve students who are more interested in
improving their language skills.

It was within these contexts that the researcher recruited nonBatlish-

speaking teachers by distributing recruitment letters (see Appenaird*jontacting
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appropriate people to seek research participants for the study. In addition, program
directors of universities that offer MA ESL or TESOL graduate progrf@mnative and
nonnative English-speaking graduate students were contacted to recrupguaiic
who taught in the previously mentioned contexts. Thus, the case study contexts in this
research project were limited to NNESTs who work in various adult ESL prograins a
college-level intensive English programs and did not include NNESTS working in the
K-12 context.

Using purposive or purposeful sampling procedures (Merriam, 1998; Patton,
1990), the researcher recruited five teachers based on several ¢riterz003).
Patton (1990) insists, “[n]othing is more important than making a proper selection of
cases. This choice is based on the assumption that when one wants to discover,
understand, or gain insight, one needs to select a sample from which one can lead the
most” (p. 48). In order to fulfill this purpose, the first criterion used to select the
research participant was: (a) The participants must self-identiftysétlges as NNESTSs.
The second criterion was: (b) English must not be the participant’s firstioe na
language. Since the purpose of this study is to understand nonnative Englishgspeaki
teachers, it was crucial to find participants whose first language is noslerigivas
also important to select participants who have obtained their prior educatiale amits
the United States to ensure that they are culturally and linguisticallyestitf’om
native English-speaking teachers. The third criterion was: (c) Thieipants must
currently be pursuing a master’s degree program in a field relatdfiSOI/ESL
education or have recently graduated in any of the programs related to TEROL/ES

education. The purpose of this criterion was to ensure that the participantapretiw
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issues in learning and teaching ESL. The last criterion was: (d) The gamtEimust
currently teach as ESL instructors in one of the various programs mentioned before or
through a practicum in their master’'s degree programs. Setting casesiach provided
information rich-cases for the study.

With regard to how many research participants are needed in a qualitative m
case study, Yin (2003) advises that a sampling logic should not be used as “the typical
criteria regarding sample size are irrelevant” (p. 51). Merriam (1998 padsies that
“there is no answer...what is needed is an adequate number of participants, sites, or
activities to answer the question” (p. 64). Thus, Lincoln and Guba (1985) suggest that
sampling should be done until a point of saturation or redundancy is reached. It is the
researcher’s intent to “maximize information” by employing five infation rich-cases
who are carefully selected (Lincoln & Guba, 1985, p. 202). As this study aimed to
utilize multiple methods of data collection, such as face-to-face intesyeEwail
correspondence, and observations, extensive time was necessaryaodptatiect data.
Thus, five participants seemed a reasonable and appropriate sample sizeoirthight
multiple methods used to gather data for each case.

Data Collection

In this qualitative multiple case study design, the methods of data collection
included: (a) in-depth interviews in person, (b) open-ended and semi-structuaiéd em
interviews, (c) class observations, and (d) review of lesson materials. Ai&us, t
researcher used a variety of data sources as a means of triangulaioariy11998).

There was an informal meeting with each participant to go over the digetiool
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procedures and to obtain the informed consent forms before any data sources were
collected.
Interview Procedures

The researcher developed in-depth, semi-structured interview questions (see
Appendix B) by focusing on the research topic and the research questions asithe mea
to gather data. The process of developing interview questions was aided by the
interview questionnaire used in Arva and Medgyes’ (2000) study, which explored
differences in teaching behavior between native and nonnative teacherslastineom.
Those NNESTS' aspects of teaching found relevant by this study weckiadde
construction of the interview questions. To ensure the content validity of the intervie
guestions, the dissertation committee members, who are knowledgeable irdtbé fiel
the study, reviewed them. Modifications were made based on their comments.

Furthermore, to enhance the internal consistency of the interview questions,
before actual data collection began the final draft of the questions wegesllotwo
NNESTs who have similar backgrounds in similar contexts. Each respondent received
copy of the interview questions with an email that provided the respondents with a list
of questions. The email questions aimed to elicit comments on those interview
guestions that seem unclear or confusing. The list of email questions includeow(a) H
were the questions? (b) Were they easy to understand? (c) Overall, what thahik
of the questions? The respondents were instructed to address these email qurestions
to include in their responses any other comments they deem necessary.Vleninte
guestions were refined based on the feedback provided by the individuals involved in

the pilot test.
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As interviews are seen as the central part of the data set in qualitatistuchss,
the interviews were the main data sources of this study, (Merriam, 1998; F28k¢.
Denzin and Lincoln (2000) further maintain that interviewing is one of the most
effective methods of gaining understanding about human behavior. In this study, the
participants had to recall how their own experiences of learning and teaclgighEn
have shaped their ESL pedagogical approaches. Therefore, the intertiexd me
seemed one of the best ways to understand their lived experiences in learning and
teaching ESL. Seidman (1998) emphasizes “at the root of in-depth interviewing is an
interest in understanding the experience of other people and the meaning th@f make
that experience” (p.3). The interview questions were guided by a ser@sief s
structured and open-ended questions which drew upon the participants’ experiences
with learning and teaching ESL in their native countries and in the United.State

Each participant was interviewed face-to-face twice, averagingréfies each
in order to respect the time constraints of the participants and also to maintain the
level of concentration. The face-to-face interviews were conducted in locatoeed
upon by the participants and the researcher. All of the face-to-face emtsrwiere
audio taped and later transcribed verbatim for subsequent analysis. As Maég88n
points out, “verbatim transcription of recorded interviews provides the best database
analysis” (p. 88).

In addition to face-to-face interviews, e-mail communications were used as
additional means of communication. Each participant was given open-ended and semi-
structured interview questions (see Appendix C) to be answered at own convenience via

email communication. This allowed participants to reflect on the questions argl issue
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that have been raised by providing sufficient time to write an e-mail. Assknglitheir
second language, this type of method seemed more convenient for the participants.
Relying on e-mail as the means of communication also allowed probing asadingfl

for both the researcher and the participants of the issues that emergedudyh&les
also clarified the uncertainties and confirmed the key points discusseth&vith
participants during face-to-face interviews.

Observation Procedure

Classroom observations are important as they offer another source for the
triangulation of data, increasing the trustworthiness of the study, and b#sv/fdaps
between what participants narrated through interviews and what theyadidatfi the
classroom (Merriam, 1998). Merriam (1998) contends that when observations are used
in conjunction with interviewing and document analysis, it can “substantiate the
findings” (p. 96). Thus, observations were also used as the primary data sowiteto g
data collection and to verify that what the participants say about theimgachctice
coincides with what they actually do in the classroom. The researcher obsshed e
participant’s classroom once after all the interviews were completed.

Merriam (1998) maintains that observations allow the participant observer to see
“things firsthand” and to record “behavior as it is happening” (p. 96). Since the
observations occurred after all the interviews were completed, tleeeesets of
teaching behaviors that the researcher planned on observing in the aasEnese
sets of behaviors were comprised of categories of pedagogical appritethes/e

developed inductively from the content relative to the research questions. As the
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research questions provided a framework for the determining categorieatdferies
of teaching behaviors emerged inductively through the interview diéetion process.

Furthermore, an observation protocol (see Appendix D), adapted from Benke and
Medgyes' (2005) survey instrument, was also used to record examples of dpecifie
behaviors and applied them to a five-point Likert-type scale to assessahetext
which the statements are characterized by NNESTs. Benke and Me®f@s (
guestionnaire was developed from the results of two earlier studies (Arvaemlyyds,
2004; Medgyes, 1994), which had been field-tested and validated. This questionnaire
was used as a framework to develop the observation protocol for this study. Although
Benke and Medgyes (2005) used the survey instrument to investigate learners’
perceptions of the differences between NS and NNS teachers of English, Arva and
Medgyes’ (2000) used the questionnaire for observations of video-recorded lessons as
secondary sources to compare NESTs and NNESTS’ stated teaching beftaviogiw
actual teaching behavior. Only those NNESTS' aspects of teaching of wHibedra
found relevant by this study were added in the construction of the observation protocol.
Given that the main structure of the questions was not changed, the reliability sboul
intact.

The observation protocol provided a systematic approach to record instances of
specified behavior. Since the protocol was used in conjunction with the catedories o
teaching behavior that have emerged inductively through the interview datdiao]lec
the observations were structured and further generated insights for poteagadfare
investigation during the observation. For example, the protocol was used to allow the

researcher to focus on observing certain teaching behaviors of NNESTs by@pply
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five-point Liker-type scale of those teaching behaviors on the protocol. Tlaeaese
adopted an observer’s role, concentrating on observing certain behaviors as well as
jotting down notes during an observation. Furthermore, full notes were written within
the same day after each observation to preserve the details of the observation.
Document Collection

Additional data were collected through various documents. These documents
include lesson plans, lesson materials, and/or ESL course books that the participants
used in aiding their ESL teaching. Document collection provided insights into the
research questions as they were “especially good sources for quealitete studies
because they [could] ground an investigation in the context of the problem being
investigated” (Merriam, 1988, p. 109). The documents were not only another means of
data collection but also provided a systematic examination of how the participants
prepared ESL classes. These documents were reviewed before, during,raeathfte
classroom observation. Table 1 shows the data collection sources and frequdatey of
collected from each participant.
Table 1

An Overview of Data Collection Sources and Data Collection Frequency

Participant Phase One: Initial | Phase Two: ClassrognPhase Three: Post
Interviews Observations Observation Interviews
Suzanne Initial Interview-by April 15, 2008 In person interview on
email (March 12, 2008)90 minute class) April 15, 2008 (30
In-person interview on minutes)
March 20, 2008 (70 Email interviews on:
minutes) April 13, 2008
May 4, 2008
May 11, 2008
June 1, 2008
Timothy Initial Interview-by April 24, 2008 In person interview on
phone (March 12, 20( (90 minute class) April 24, 2008 (30
In person interview on minutes)
March 24, 2008 (45 Email interviews on:
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minutes) April 17, 2008
May 4, 2008
June 1, 2009
Cathy Initial Interview-by None completet In person interview on
email (March 13, 2008) May 2, 2008 (60
In person interview on minutes)
March 21, 2008 (60 Email interviews on:
minutes) March 31, 2008
In person interview on April 7, 2008
April 19, 2008 (30 May 8, 2009
minutes)
Hannah Initial Interview-by April 15, 2008 In person interview on
email (March 12, 2008)150 minute class) April 15, 2008
In person interview on (30 minutes)
March 18, 2008 (60 Email interviews on:
minutes) April 9, 2008
April 22, 2008
May 11, 2008
Amanda Initial Interview-by April 19, 2008 No post observation in

email (March 12, 200
In person interview of
March 19, 2008 (60
minutes)

N

8)120 minute class)

person interview
Email interviews:
April 24, 2008
April 29, 2008

Data Analysis

Data analysis, in Wolcott’s (1994) terms, refers to “a specialized way of

transforming data, rather than being an all-encompassing term” (p. 9). Tlauguks

that a careful and systematic approach is needed to document and report the data

gathered from the study. The process of data analysis is also often deasrfbgaking

it all come together” (Lofland & Lofland, 1995, p. 181). In order to make sense of the

data, it was important to have some system for organizing and managing ttheta i

early stage of the data collection period (Merriam, 1998). Thus, coding took glace t

identify participants’ demographic information, years of ESL learning/tieg

experience, and different experiences they brought to their teachiniggsathis

coding was used to display information in a matrix table. Each interviewl emai

% Unfortunately, the researcher was not able torvesBathy’s ESL classroom due to timing conflicts
between the date when the data collection begartCatity's teaching practicum period.
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communication, document read, and observation were coded with a pseudonym of the
participant and the information mentioned above to allow the researcher to have eas
access to the data and for later retrieval to identify how the data were linkedthEhus
researcher used three levels of coding procedures: (a) open coding, the naming and
categorizing of any particular areas of interest; (b) axial codingnging the data back
together in a more meaningful way; and (c) selective coding, integrategpcias to
be refined for the purpose of seeking emerging themes from the datagStr@osbin,
1998). All the information gathered from these coding procedures was lateitexbio
formulate emerging categories and themes.

For this study, data analysis began with the first interview, the firstvalisa,
and the first document read as Merriam (1998) believes, “data collection ansisizaly
a simultaneous activity in qualitative research” (p. 151). Since the goalecdiolaltysis
was to explore the research questions and to provide “any meaningful segment of data,”
it was important for the researcher to reflect and document any emergjgigsmas she
collected data from each participant (Merriam, 1998, p. 179). For instance, ifpr eve
piece of data collected, there were interactive reflection notes on thef data o
emerging insights to direct the next phase of data collection and datasnalysi

All face-to-face interviews were audio recorded and then later tria@dcilihe
transcriptions were read several times to understand the participantseegpsr
through their own voices and to arrange the data into emerging themes godieste
These categories reflected the purpose of the study and aided at mgsheriesearch
guestions. There were separate files for the transcriptions, email comnoumpzant

outs, documents of lesson plans and/or course materials of each participant. These file
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were continuously analyzed throughout the data collection period to formulate a set of
tentative categories and themes to answer the research questions.

The observation protocol, adapted by Benke and Medgyes' (2005) survey
instrument, is a five-point Likert-type scale that can be analyzed numetaksess
the extent to which the statements are characterized by NNESTs. Howe\aatd
gathered from the observation protocol was used as a way to compare thegmergin
themes and categories compiled from the interviews. Data analysesbt#rgation
protocol and interview questions were aimed to give a more multi-dimensional
examination of the teaching behaviors of NNESTSs.

A matrix table was formulated for each participant so the researaliér co
conduct the within-case analysis needed to fully understand each casarfivi&g98).
Data gathered from each case was reviewed as “a comprehensive aad®f itself”
to learn as much possible about each participant (Merriam, 1998, p. 195). Then, cross-
case analyses were conducted for all participants once the analgachgsarticipant
was completed (Merriam, 1998). Matrices were created to facilitate cagssanalysis
and to help link emerging categories and themes in answering each of thehresea
guestions.

In qualitative case study, Merriam (1998) defines "internal validity¢ogséng
with “the questions of how research findings match reality” and "reliabdsythe
level of consistency between the results and the data (p. 201). Maxwell (1996) also
defines validity as “the correctness or credibility of a description, asiuri,
explanation, interpretation, or other sort of account” (p. 87). This study was

composed of a number of verification procedures including triangulation and
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member checking, which consisted of utilizing two or more methods of data
collection and having the participants in the study review the findings to enhance
internal validity (Coffey & Atkinson, 1996). Patton (2002) describes the
triangulation of data sources as the process of “comparing and crossaghbeki
consistency of information derived at different times and by different me#ima w
gualitative methods” (p. 467). For instance, triangulation of data was achieved by
utilizing multiple methods of data collection, such as face-to-face intesyewail
communications, and classroom observations. Furthermore, to further strengthen
internal validity, member checks, such as reviewing transcripts andianalyt
interpretations, have been utilized to address researcher bias and yeacting
study. Reflective memos were constantly written to identify potdmtia and to
guard against transference of the researcher’s own experiences as s@onnat
English-speaking teacher (Miles & Huberman, 1994). In addition, afterzangithe
data, tentative interpretations were discussed with the participants to tvatuhe
tentative results were plausible. Lastly, the researcher engaged ixaednation
with another doctoral candidate to have her comment on the findings as they
emerged. The peer examination took place throughout the data analysis phase to
enable the researcher to discuss tentative interpretations with heggellea

Since it is difficult to consider external validity in qualitative reseaas it refers
to the generalizability of the results to other situations, Lincoln and Guba (1Qf5)
that the term “transferability” should be used for qualitative reseastéad of
"external validity" (p. 124). In order for the reader of the research findindstermine

whether the results can be transferred to another context, detailed “c&h, thi
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description” of the participants and the contexts was provided (Lincoln & Guba, 1985;
Merriam, 1998, p. 211). Furthermore, Merriam (1998) contends that using sevesal case
“especially that maximize diversity in the phenomenon of interest,” iolathe
findings to be applied by readers to “a greater range of other situations” (p. 2&#). Gi
that this study recruited five participants with varied cultaral linguistic backgrounds,
it is hoped that the reader of this study will be able to determine the trénigfecd
the results to other NNESTs who have similar backgrounds and experiences.
Human Participants and Ethics Precautions

This study was conducted following the guidelines established by the George
Washington University’s Institutional Review Board (IRB) for the Prodecof Human
Subjects. The collection of data did not begin until the researcher receivedappr
from the review board. The study was conducted in the manner outlined by the IRB
procedures by obtaining the informed consent forms from the research pauiciant
participants were informed in advance of the purpose of the study as well as given a
detailed outline of the data collection procedure. The participants were alsoadfor
that they could withdraw from the study at any time. The researchedeogdithe
participants’ busy school and work lives and the challenges they may encounter as
nonnative speakers of English. Thus, the researcher ensured that the research
commitment was flexible to accommodate the participants’ schedules and the
circumstances.

There were no major risks involved this study; however, using in-depth
interviewing may have carried possible risks to participants as theylghane

personal experiences. The participants may have felt that their pwaascyvaded if

76



they inadvertently revealed private thoughts or experiences. They also vedyden
embarrassed by certain questions due to their status as nonnative teachersr,Hxywe
ensuring confidentiality and protecting anonymity, these risks were nzdini

In order to protect anonymity and ensure confidentiality of the partisipaht
data sources and all the materials, such as audiotapes or field notes ¢haiated to
the research, were stored in a locked cabinet in a secure location. The ndrmaes of t
participants and their school affiliations were replaced with pseudonyocosteal
their identity. The informed consent forms explained all of the above mentioned
information, but the participants were also frequently reminded of it to ensutbeiia
felt sufficiently free and relaxed to be themselves (Stake, 1994).

In qualitative research, it is very important to establish a trusbredhip
between the participants and the researcher. As Stake (1994) observestdfmjeali
researchers are guests in the private spaces of the world. Their méookaldoe good
and their code of ethics strict” (p. 244). To achieve this trust relationship with
participants, the researcher did not collect data as a one-way-strieither shared her
relevant personal background and experiences to gain credibility and rappdttewit
participants. While this may influence the participants’ responses toténei@w
guestions, Van Manen (1990) believes that mutual storytelling is a necesgaity st
enhance trustfulness and to build a reciprocal relationship necessary in conducting
research. Dunbar, Rodriguez and Parker (2002) further contend that it is essential f
the interviewer to disclose information about her/himself and her background to
minimize the relationship between the researcher and the participdmiiot rapport.

However, to minimize any influence on the participants’ answers to the ewervi
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guestions, the researcher was cautious and alert of how and what culturaheegerie
she shared with the participants. The researcher also minimized peesmiair as
participants responded and shared their own experiences.

In most research studies, the researcher is the primary instrument for data
collection. Thus, there is always a chance that data have been filtered throoigheris
particular theoretical stance and biases. Diener and Crandall (1978)“thesre is no
ethical alternative to being as nonbiased, accurate, honest as is humanly poa8ible
phases of research” (Merriam, 1998, p. 216). Thus, he advises researchers to
acknowledge and to discuss biases in reporting research studies.

Several means were used to control biases in this study. First, there were
discussions periodically about the research and the data accrued witlaticssert
committee members to control data biases that may not be apparent to tleheeskar
addition, the interview questions developed for this study were carefully cdadtruc
without any preconceived notion of who the participants are as nonnative speakers of
English. The questions were worded to reflect the participants’ world views and not
those of the researcher. Furthermore, to ensure that the content covered in the questions
could be improved before the data collection began, the interview questions were
further reviewed by the committee members and subject matter experistidse
guestions were used consistently across cases to address the reseaotis quest

To control the researcher’s biases of the data collected, all data vefudiyca
analyzed using several data analysis techniques. For example, theh@seagaged in
peer examination with one doctoral candidate to have her comment on the findings as

they emerged. The peer examination took place throughout the data analysis phase
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Triangulation of data was achieved by utilizing multiple methods of data ¢ofieand
member checks were conducted to cross-check the accuracy of interpretations a
conclusions that emerged from the data. Furthermore, the researcher kepteefl
memos of all data collected to identify potential bias and to guard againisiflasyce
of her own experience as a nonnative English-speaking teacher in the ESbaita
(Merriam, 1998).

Summary of Chapter

This chapter focused on the research design by presenting the methodological
framework employed in the study. This chapter introduced the epistemology and the
theoretical perspective that guided the study and further discussed thé genera
procedures of research methodology. Social constructionism is the episteniddogica
through which the study is viewed, with the theoretical perspective being derived from
three related bodies of knowledge: (a) the challenges of NNESTS, (b) thieeeges of
NNESTSs, and (c) the pedagogical approaches of NNESTSs.

This study employed a qualitative multiple case study approach to gaiptin-de
understanding of NNESTs and the kinds of experiences that have influenced their
pedagogical approaches in the ESL classroom. The case study approach brought
strength to the questions that this study investigated. A discussion of theosebécti
participants and data collection procedures was also presented. Thehresedrc
purposeful sampling in selecting the five nonnative English-speaking teaClata
sources were collected through multiple methods of data collection, sucleds-face
interviews, email communications and classroom observations. Furthermordathe da

analysis process consisted of coding procedures to ultimately conducteasi@n
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analysis and cross-case analysis. These analyses allowed for gatemesge through
the use of repetitious words or phrases that may suggest possible recumestiththe
general experiences of nonnative English speaking instructors. Finalghapter

concluded with a description of the ethical consideration and the role of theehesea
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Chapter 4: Case Study Results
Introduction

The purpose of this qualitative multi-case study is to increase our in-depth

understanding of nonnative English-speaking teachers (NNESTS) by explaing

kinds of experiences that have influenced their pedagogical approaches mglisb &s

a second language (ESL) classroom. Specifically, this study exatheelkallenges

NNESTSs faced in the ESL teaching profession and the kinds of experiences that

influenced their classroom practices. The overarching question that guigespbeed

study is, How do nonnative English-speaking teachers’ (NNESTS) expesigriorm

and guide their pedagogical approaches in the ESL clas8rdbafollowing related

subsidiary questions are also addressed:

1.

2.

What experiences/backgrounds do NNESTs draw upon when teaching ESL?
In the context of the ESL teaching profession, what are the challengesyaced b
NNESTSs?

What approaches are used by NNESTSs in the ESL classroom?

What cultural experiences inform and/or influence NNESTS’ pedagogical
approaches in the ESL classroom?

What linguistic experiences inform and/or influence NNESTSs’ pedagogical
approaches in the ESL classroom?

What educational experiences inform and/or influence NNESTSs’ pedagogical
approaches in the ESL classroom?

Through in-depth interviews and the triangulated data sources, this chapter will

report on the case findings of five nonnative English-speaking teachers who are
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teaching in college-level adult ESL programs. The first section explarnsackground
of each case. Specifically, each individual case will begin with a profilgptbaides
information on the participant’s language learning and teaching experiari€gs i
and/or in EFL contexts to provide an understanding of the participant’s educational,
linguistic, and professional backgrounds. This section will, therefore, present the
necessary background information needed to help the reader contextualize the data
analysis and findings presented later in the chapter. In order to provide a unique
narrative highlighting of each teacher’s educational, linguistic, andgsiofeal
backgrounds, the following information will be presented for each case:

1. The language learning experience;

2. The educational and professional background; and

3. The challenges faced by the participant in learning ESL/EFL.
A summary of each participant’s background also appears on Table 1, which
immediately precedes the descriptive narratives.

The second section of this chapter provides a brief description of the research site
and classroom context of each participant and depicts the pedagogical appeaathe
teacher uses in ESL teaching. This section also briefly discusses the kinds of
experiences that impacted their ESL teaching in the classroom as vhelldmtienges
that each participant faced in the ESL teaching profession. The third sec8entpra
cross-case analysis of all the case results, examining more inddepdhds of
experiences that have influenced their pedagogical approaches in theaESbhanin.

The cross-case analysis will be organized according to the researchrpitsdt

guided the study.
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Table 2

Background Information on Participarits

Participant/ Age Gender English Teachingin
Country of Language Native and
Origin Learning U.S. Contexts
Experience
Suzanne/Egypt Early 30s Female * EFL (Grades EFL teaching
7-16) for 9 yrsin
* Study abroad | Egypt
in U.S through | *Teaching in an
professional adult ESL
development at | program (Since
work (For two | 2006 to present
sessions — A few
months at a
time)
Timothy/ Mid 40s Male *EFL (Grades 7-*EFL teaching
16) in Korean high
S. Korea *Study abroad | school for over
in U.S through | 20 years
government *ESL —
funded Teaching
scholarship (For| practicum for 1
1yr) semester in an
adult ESL
program
Cathy/Japan Late 20s Female *EFL (Grades*EFL teaching
16) adult college
*Study abroad | students for 3
in Great Britain | years in Japan
for 1 year *ESL —
Teaching
practicum for 1
semesterin a
college-level
ESL setting
Hannah/China Early 40s Female *EFL (Grades E=FL teaching
16) for 10 years
*No study *Teaching in
abroad various adult
experience ESL programs

(Since 2007 to

present)

* All names of individuals and institutions in tisisidy are pseudonyms.
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Amanda/ Early 40s Female EFL (Grades 9-*EFL teaching
16) children and
Argentina high school
students for 10
years in
Argentina
*Teaching in
various adult
ESL programs
(Since 2006 to
present)

Suzanne’s Narrative
The Language Learning Experience
Suzanne is a teacher in her early 30s who was born in Egypt. When asked about
her first encounter with English, she indicated that she did not have pleasant memorie
Suzanne particularly expressed that her unpleasant memories of learniisg Entjle
beginning were partly due to her first English teacher who often madenigalifficult
for her. Suzanne indicated that her teacher purposely did not teach well in the class by
making concepts more difficult than they appeared to be so that her students could seek
extra paid tutoring sessions from the teacher. Suzanne explained:
When | started my first school year, | wasn’'t very lucky with my faacher. She
did it for the money. Maybe she was young and she was trying to make some
money. My teacher knew how to teach, but she didn’t teach well in the classroom
so students could go to her house. It just didn’t make sense how she cannot be a
good teacher in the classroom but a good private tutor. She only taught for the
money.
Furthermore, despite all English lessons being in Arabic, her native gdbiazanne
often felt lost in the classroom and felt it was too difficult to understand angl tipeas

English language. As “English was not a language that was spoken outside of the

classroom,” she said that she always felt there were never enough oppsrtanitie
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“practice and apply what [she] had learned in the classroom.” For instanean8uz
expressed,
Arabic is spoken most of the time in the classroom. So, most of the instruction in
the class was also in Arabic. It was difficult to learn English even though
English was a required class. Back then, we had it five times a week in middle
school. But in high school we had it six times a week. We don’t go to school on
Saturdays anymore. They decided to give one day off. We really neeBleiditit
was still difficult. We never spoke English outside of our classes.
English was a required course at Suzanne’s school and viewed as an important
subject; however, since learning English was difficult for most studentsnisaszaid
that it was “a norm for them to seek extra tutoring outside of the school” toceraaiil
improve their language skills. At the time when Suzanne was in school, she stated that
the educational policy in Egypt openly allowed students to seek extra paid tutoring
lessons to assist them in learning the target language from theirrte&ingan
explained that for teachers, “it was an easy way for them to make extra.fnoney
Although the system is much different now, Suzanne expressed displeasure in the
former policy because it seemed that some teachers purposely made languagg le
more difficult in the classroom so that students would have to pay them to get extra
tutoring lessons. For example, she indicated that her first English tedigremade
learning difficult for her and for many students in the classroom by purposely not
explaining language concepts thoroughly and not caring whether they learned in her
class. Suzanne was often told by her classmates that the teachiereeiblaroughly
and patiently during private lessons, but in the classroom, she was perceived as a
difficult teacher. Suzanne expressed her annoyance with her teachamugy Sty

teacher knew how to teach, but she did not teach well in the classroom so students could

go to her house....She only taught for the money.” Suzanne said that because she felt
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she was manipulated by her teacher, she became very displeased witlg IEaglish

at all. Even though Suzanne’s parents were able to afford tutoring lessons from the
teacher, she mentioned that “[her] parents decided to arrange for [her] foitake
English lessons from a good family friend instead.”

Suzanne expressed that this move changed her perception of English language
learning, and it became a strong foundation for learning English in Egypt. As Suzanne
recalled her experience with learning English from the famignttitutor, she had
nothing but positive comments to share about the teacher. She epitomized the new tutor
as someone who was “patient, understanding, and nurturing.” She also reported that she
often felt as “if he was walking [me] in learning English step-by- stephidteing [my]
hands through how to write and pronounce English words. | remember it was a
wonderful experience.” She appreciated the new teacher as he was englicit a
extremely patient in explaining the meaning of the parts of speech in English and
provided plentiful examples of English words with clear instruction. Back then, even
though Suzanne did not have any other exposure to learning English except from her
first school teacher, it was clear to her how teachers ought to be: patient,aniegst
and nurturing. Suzanne stated that the new tutor gave her the support she needed to feel
as if she was going to be “okay” in learning the target language.

The Educational and Professional Background

In high school, Suzanne indicated that she always knew she wanted to become an
English teacher. In describing her decision to become a teacher, she stated,

| had a passion for teaching and enjoyed teaching more than anythingiédse in |

After graduating from high school, | knew | was going to a four-yeaegelto
study teacher education. Before | knew it | was in a teacher catdifcogram. |
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soon graduated with an education degree and began teaching in middle and high
schools for over five years.

While Suzanne revealed she enjoyed working in public schools, after fivseeofear
teaching, she decided to leave public schools to teach elementary and middle school
students in a private language school. She taught at the private language school for four
years. During that period, she also took a part-time job as a teacher tranént
service training center that was funded by her government.

Although Suzanne indicated that she always wanted to obtain a master’'s degree
immediately after receiving a bachelor’s degree, it was not feasibli dfieancial
and personal reasons.” However, through working as a teacher trainer in ande-ser
training center, Suzanne was able to spend a few months in the United States
participating in a teacher leadership program. She described this leexpegrggence as
an eye-opening experience because she felt she “learned so much mor®abtout
speak English in the United States than all the years of learning and teadBgygpt.”
She stated that this was because back in her country she used Arabic most oftthe time
learn and teach English. With this experience, she argued that she was coimahced t
she wanted to go back to school to obtain a master’s degree in teaching. Shortly afte
her experience in the United States, she revealed that she “applied to gragreste de
programs in America for that reason.” She was soon matriculated in one of the
prestigious TESOL programs. She was in her last semester when the detzocoll
began.
The Challenges Faced by the Participant

Suzanne explained that one of the greatest challenges in learning Embksh i

home country was that there were too many required standard exams in high school.
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She often felt that these exams were overly valued and that other components of

learning English were ignored. Specifically, she stated:
It was frustrating in learning English sometimes because in high schoohvtbes
standard exams and if we didn’t pass them, then we don’t go to a university.
Exams are terrible sometimes, and reading components in the exams can be even
worse... The passage you have to read, you have to understand the whole idea.
That can be tough if you don’'t have the vocabulary. What about how to speak in
the target language? | learned more how to speak English in the United States
because back then when | was learning in Egypt, teachers used Arabic most of the
time.

Due to the limitations of learning English only in schools, she did not have many

opportunities to practice her oral English skills outside of the classroom. Thuen8uza

felt that it was extremely difficult to fully communicate with natiypeakers. In

addition, she stated that the learning process in her home country focused too much on

rote memorization. For example, students were required to memorize passages and

grammar rules. Teachers mostly utilized English lesson activitiesriaated

preparation exercises for standardized tests that they would be takingttenriggh

school years. Even though she was a good student at school, she expressed that the

methods of learning English through rote memorization and taking standarditzed te

did not positively benefit her to effectively communicate in the target language. |

describing her linguistic experience, she said, “I learned more speal&nglish here

in the United States in such a short period of time because most of the language

exercises in my country were about the preparation for the exams.”

Timothy’s Narrative

The Language Learning Experience
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Timothy was in his mid 40s when he came from South Korea to the United States
to pursue a master’s degree in second language education. He was in hisdatdrsef
his graduate program when the data collection began.

Timothy started learning English when he was'igrade in Korea. At that time
in Korea, he revealetthat English language learning was part of tgade
curriculum and was taught as a foreign language. Although English was nota subje
that Timothy was going to pursue in college, he stated that he was vergtadare
learning English. When he was young, he remembered, “the strangshEswlnds”
and felt “strange curiosity to this unknown world.” He discussed how he “enjoyef all
[his] English classes throughout [his] middle and high school years” despftethikat
learning English in Korea equated to “doing well on college entrance examih&le
expressed that there was often a lot of pressure for scoring well onghsasxhigher
scores would indicate that students have more choices to attend better collegesin Kor
For example, Timothy said,

| was very interested in learning English. Initially, | wasn’t gammajor in

English. So to me, there was no pressure to do well. For most people at the time,

knowing English meant doing well on college entrance examination. But for me |

just liked the strange English sounds. With [these] strange English sounds, | had
strange curiosity to this unknown world.

Even though Timothy had a special interest in learning English, when asked about
his English learning experience at school, he did not have positive memories to share
He lamented the fact that most teachers used grammar translation ankinguilo-
methods to teach English. As a result, he indicated that his English classepared

toward improving students’ reading comprehension through translation and rote

memorization of vocabulary and passages. He further articulated that this kind of
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learning was difficult for him and for most students in Korea. Timothy furthézd
that it was uncommon at that time in Korea to seek extra tutoring because djualifie
English teachers were scarce and language institutes were not as popular and
widespread as they are now. Since he had a zeal for learning English, he found
alternative ways to learn on his own. He explained,
| learned English through popular pop songs. No teacher used that kiethod.
| have a great love for music. So | learned English by Irsgeioi American songs.
| also watched lots of American movies. It was fun to learn English this way
remember | picked up new vocabulary words, idioms, and phrases that were not
covered in my classed.love learning language, reading English, watching
movies, and communicating with a foreigner.
The Educational and Professional Background
Although Timothy indicated that he had a strong interest in learning English, he
did not initially major in English or pursue a teacher education degree. Helméted
to a prestigious university in Korea and decided to pursue music education because he
had had a long dream of becoming a famous musician. However, continuing with music
meant he needed more financial support which he did not have nor could he obtain from
his family. The decision to become a teacher came to him when he learned nhefexte
financial stability needed to continue with his music education: “It was nayrdte
become a musician. Because | didn’t have the [financial] support that was neéued i
career, | had no choice but to give up my dream.” At that time, Timothy realizduetha
could only afford English education because it was much more affordable than music
education. Even though his path to becoming an English teacher did not sound

enthusiastic as it was not his first career choice, Timothy indicated thbvégs had

passion for learning English.
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After graduating with a teaching degree in English, he taught Englésfoesign
language in the secondary level schools in Korea for over 20 years. In Koreghyfim
revealed English education was a major subject taught in public schools, but it was
categorized as a subject under English as a foreign language rathEnttiah as a
second language. Since English was rarely used outside of thd Kgiean classroom,
he indicated that the only input for this language learning was in the classroom.

The decision for Timothy to further his English education did not come to him
until much later. Timothy revealed that he came to a realization that he needed to
continue with his English education to better serve the needs of his students when he
saw that the growth of Korean industry and globalization continue to createex great
demand needed for English. In this regard, he said, “the talk of globalization was
everywhere and many foreigners started to do more business in Koreaoliviass
that the demand for English was growing even more.” Fortunately, in 2005, he received
a scholarship from the Korean government that was accorded to promising teachers t
go to the United States to learn English. This scholarship provided a one year stay
America to learn English. However, after a year, Timothy said that gearestay in
America was not enough for him to learn English. It was through this expenence i
America that he revealed that he needed to go back to school to earn a higheemdegre
English education and to refine his language skills to better help his future stadents i
Korea. Soon after he applied to a graduate degree program in America and was
accepted. Timothy has been in the United States for three years now and is in the
process of completing his master’s degree in linguistics education.

The Challenges Faced by the Participant
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According to Timothy, one of the biggest challenges he faced in learning English
in Korea was his “lack of opportunities to speak English” because his teachers did not
focus on teaching communicative skills. Since learning and teaching Englisihea K
meant students needed to do well on college entrance examinations, Timothy dxplaine
that teachers primarily focused on improving students’ reading comprehgnsi
grammar and translation skills. He argued that this was more prevalentiatdivehen
he was learning English in Korea during his high school and college yearsL AgasSF
taught mostly by grammar translation and audio-lingual methods, Timothyssgdre
that these methods have not fared well in Korea because generations of Koraas stude
who learned English did not have the high level of competence to communicate in
English. He felt this was also the case for him as well.

Even though he has been teaching EFL in Korea for over 20 years to secondary
students, when Timothy first moved to the United States, he indicated that listetiing a
speaking in the target language were very difficult. He stated,

| was surprised how little | knew in terms of communicating with nativekepea

| had to ask them to repeat many times and they also couldn’t understand me at

first. In the beginning, yes.. it was very difficult. Since listening andksmpa

were not as emphasized in both teaching and learning English, many older

generation Koreans struggle at first when they speak with Engliskirspea

people.

He expressed that he had hoped he would be “like a native speaker within just a year of
living in the United States.” But soon he realized that this was not the case.

Cathy’s Narrative
The Language Learning Experience

Cathy is a teacher in her late 20s who was born in Japan. In Japan, English is

considered English as a foreign language because it is not spoken outside of the
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classroom. Cathy recalled very traditional approaches to learningEmgien she first
began learning EFL in her native country: “In Japan, the classroom is very teacher-
centered and the focus is on the grammar translation.” She vividly remembered the
classroom environment being “very teacher-centered” and the focus of leBnghsgh

was to excel in reading comprehension through translating the text. She indieated t
teachers used a “very classical grammar translation method” wheratstta®ised on
reading only through translating the text. Even when students had to do presentations
for their English classes, everything, including both the preparation process and the
execution, was done in Japanese and not in the target language. For exampledshe sta
“even when we do presentations, they were in Japanese. So we just need to read
materials in English and we prepare everything in Japanese.” Cathgtatibat the

focus of learning the target language was to comprehend reading only through a
translation method.

Cathy started to learn English when she was in middle school and continued
learning throughout her high school years as it was part of the school curricuatim. C
indicated that English was her strongest subject in her middle and high sciisol ye
She remembered reading many English books and working on reading comprehension
every day of her school years. She commented that she liked English as a subject. As a
result, she could not provide any negative memories about the process of learning
English. She also felt that she was good at English. For example, in narrating her
language learning experience, she said,

| didn’t have particularly any bad English teacher or particularlygany

English teacher. | was not very impressed by any teacher actually. SoHala’

very bad memories. However, after | went to England for a master’s degree, |
realized how poor my English was. | thought | was good at English when | was in
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Japan, but in the English-speaking country, | didn’t know that how little | could
do with English.

As Cathy indicated that she did not particularly recall any “bad” or “goodligng
teacher, she felt neutral in terms of narrating her language learningeexpdan Japan.
However, when it came to her competency in terms of communicative skills, she
revealed that she felt inadequate. It was interesting to note that becansgeshead
the need to communicate with native English speakers in Japan that she did not realize
she was deficient in communication skills until she was studying in Endfatids
regard, she commented: “There were so many areas | needed to improval\Basi
interaction or communicative English was the most lacking for me.”
The Educational and Professional Background
Cathy revealed that English was considered as a “monetary subjegtam Ja
therefore, English teaching was often viewed as a lucrative profession. Hpsreye
argued, “that was not one of the main reasons for choosing English as [her] major.
Cathy came to the realization that she wanted to major in English in college loerring
middle and high school years. She indicated that as she enjoyed learning English and
also felt English was her strongest subject, she pursued English literatoliege and
continued with it through a graduate program in Japan. During one of the interviews,
Cathy said,
I learned English through middle school, high school, and university. English is
always the monetary subject. It is also a respectable and lucrativesprofia
Japan. In Japan, the classroom is very teacher-centered and the focussismlway
the grammar translation. Very classical grammar translation methgidstenas
always been my strongest subject. Reading and reading comprehension was
required almost every single day. And after | went to a graduate school in Japan

and at the time my major was English literature. Naturally | learnee amar
more English.
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Cathy has a bachelor’'s degree as well as a master’s degreeishHiteglature from
Japan.

Although Cathy often felt comfortable in terms of her knowledge of the English
language, she indicated that “I could not believe how much about the English language
| did not know until I was living in an English-speaking country.” When Cathy was in
England studying English literature for a year, her confidence level ilsBng
plummeted. She said:

In England, | had a university supervisor who is, of course, British. Even though

she didn’t say anything negative to me, in terms of my English being not great, |

could feel that there were so many areas that | needed to improve.|fasical
interaction or communicative English was the most lacking for me.

Even in writing and reading as well. | felt so horrible. | couldn’t do anything. |

cannot tell how | feel or how | think and explain it. It was so frustrating.
It was through this experience that Cathy came to a realization that ngtaeni
English literature major would not give her enough skills to be a good teacher. As a
result, she decided to pursue a master’s degree in TESOL in America to improve not
only her communication skills, but also to enhance her teaching skills so that she could
teach EFL in Japan in the future. Prior to coming to America, she taught English t
community college students for three semesters and to university studentstier anot
three semesters. She taught English conversation classes and readisgCibyas
currently attending a graduate school in the eastern part of the Unitex| Séatieng an
MA degree in TESOL. She has one more semester left in her program.
The Challenges Faced by the Participant

When asked about some of the challenges Cathy faced in learning English in

Japan, she could not provide any particular incidents. Cathy admitted that the way she

learned English was very traditional and very teacher-centered, utilizipgonl
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grammar translation method. The central focus of teaching English in this meamer
to read and to translate English into Japanese. She revealed that reading ma&dglis
the ability to translate was the fundamental purpose for learning English m Cthy
confessed that, at the time when she was learning English in Japan, she didynot real
understand why this might be a problem since “everybody learned English this way
However, it was not until living and learning English in an English-speaking country
that she finally realized that being able to read and to translate Emgtishapanese or
vice versa was not enough to truly know or be able to communicate in a second
language. Thus, Cathy indicated that one of the biggest challenges in |d&anglisip
in Japan was that “schools do not prepare students to communicate competently in the
target language.”

Hannah’'s Narrative
The Language Learning Experience

Hannah, in her early 40s, had already enjoyed a long career as a language teach
business woman, curriculum developer, and language institute director before moving
to the United States from China. While she has had over ten years of EFL teaching
experience, she was in her second year of teaching ESL at a collegeSey@iogram
located in the eastern part of the United States.

Hannah was the only participant who had begun learning English in her primary
school years in China. She indicated that English was part of the school curyiculum
therefore, it was a required course in her primary school. However, she voiced
frustration regarding her primary school experience in China. Haspedifically stated:

Back in China, primary school in general was a nightmare. | didn’t learn too much
from my primary school because at that time there was a famous cultural
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revolution that was going on. So you can think of 70s. My real study was in junior
school, in 11 grade. English was a required subject in my primary school, but
unfortunately, | didn’t learn anything at all. We didn’t have proper textbooks
neither did we have proper materials.
When asked about particular reasons that contributed to her unpleasant experience in
learning English in China, she replied by stating that “teachers were rifiequa
teach English, and most of them did not have proper educational background in
teaching English.” Furthermore, she indicated that her primary school did not have
appropriate English text books or materials for teaching English. Althoughashenly
in 5™ grade when she first began learning English, she had doubts as to her teachers’
ability in teaching English. Hannah often felt her “English teachers did eot te
know what they were doing in the classroom.”

Another component that contributed to her unpleasant experience in learning
English in China was the methods that teachers used in the classroom. She expressed
that students did tedious and laborious work using lesson materials that only focused on
rote memorization. The traditional approaches to teaching English, such as the
grammar-translation and audio lingual methods, were the norm. To make the matter
even worse, Hannah stated that she felt that all teachers in China seemeg focdel
on teaching students how to take standardized exams better. In describing her
experience, she stated:

My experience in learning English was mainly by tests. Terriblgingeyes!
Because at that time the education department suddenly decided that we should
test all kids to separate them into key middle schools or key high schools and
general high schools. At that time, | was good at mathematics not in Ehglish.
wasn'’t fair to do that to kids.

Hannah explained that these test results were particularly importantf@rpschool

students because they were then used to separate students. If students did stgll on te
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then they would be sent to top middle and high schools while others would attend
general middle and high schools. Due to the nature of these exams, the focus of the
English classes at Hannah'’s school was to memorize and be familiar withktegt
strategies. She recognized that she did not receive positive languageiarstraot
this type of learning environment.
The Educational and Professional Background
During the interview, Hannah indicated that she was passionate about “helping

and caring for others” and that as a result, she always knew she would baeacieea
someday because to her teaching was similar to assisting others to do oeiah s
When she graduated from her high school, Hannah decided to go to college to major in
English and British literature. It was through that program she also le@asung
methodology. Even though Hannah enjoyed studying her majors, she admitted not
being studious during her college years. She indicated:

In my university, | remember they trained teachers so we did learn some

methodology. | was not a hard working student at the time. | didn’t like the way

they were teaching us. | am a very practical person. And | remember ladidfa

part time jobs like writing English letters to help other students in other

departments in writing for university entrance applications to take thenstd U

learn by doing and that is my way of learning. People learn more when they are

taught in a more practical way.
Thus, Hannah often took part-time tutorjo@s teaching English to other students in
various departments at the university. She also helped write college statstteentor
those students who were interested in transferring to universities in tleel Gdtes.

She clearly indicated that she enjoyed learning English this way bétansea very

practical person. | learn by doing and that is my way of learning.” Haexyalessed

98



that she firmly believed that “people learn more when they are taught in a more
practical way.”

Upon her graduation, Hannah operated and managed a small language school in
Shanghai, China for over ten years. In this educational environment, Hannah, being a
practical person, worked as a business owner, manager and as a teacher. ey an ow
and a manager, she was responsible for every aspect of the business, such as hiring,
marketing, developing the curriculum, instructional needs, and so on. Even though she
had many different responsibilities at her school, Hannah said that she trulgcenjoy
working as a teacher the most. She liked the fact that there was alwaggsta teach
English in her country so she knew she could always provide English language
programs. She especially sought to provide English language programs that students
and parents solicited. For example, even though Hannah did not like teaching to the test,
when students and parents only wanted to improve scores on college entrance exams,
she obliged by providing language courses that focused on test taking estateqgi

After working in Shanghai for over twenty years, Hannah moved to the United
States with her husband. Even though she did not wish to leave Shanghai, her husband’s
desire to venture out to a new career brought Hannah to America. She has been in the
United States for over two years now. Hannah is currently attending a graduad
in the United States to earn a graduate TESOL certificate. She isabmtgadult
ESL learners in various ESL programs.

The Challenges Faced by the Participant
Hannah indicated that she was raised by her grandmother and described her as an

“amazing” person who understood the importance of education. Knowing Hannah was
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not doing as well as she should in learning English, she stated that her grandmother
hired an English tutor to teach her. She cited her grandmother as a key influence in
helping her improve English: “My grandmother was amazing. She wanted the best for
her granddaughter. She looked for a tutor for me to teach me English.” Hannah said that
she was extremely grateful for her grandmother’s deed and that tHisr&aer
changed her perception of English language teaching. Hannah also said that she was
very taken by her private tutor who used completely different teaching appraaches
comparison with her school teachers. In reflecting her experience with her tutor
Hannah stated:
He was a high school teacher. He taught English for a long time in China and was
a local Chinese teacher. My tutor was different and he was so good. He
introduced cartoons, such as Pluto and Mickey Mouse. He mainly used dialogues
and vocabulary to teach English. He was so very different and 1 liked it.
Hannah described her memories of learning English in China were filled wath rot
memorization and test taking strategies. However, she indicated that aliataosed
American cartoons to teach dialogues and vocabulary words brought wonderful and
memorable experiences for her. She lamented on the fact that schools in China focused
too much on test taking strategies. Hanna expressed that the challengesdhe f
learning English in China were all rooted in having to memorize English wotdke
multiple choice tests. She further indicated that it was extremely diffanuher as she
considered herself “a practical person” and felt there were no @ieagiplications in
learning English this way.

Amanda’s Narrative

The Language Learning Experience
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Amanda, in her early 40s, has had more than ten years of teaching experiences in
various ESL and EFL settings in the United States and in Argentina. She started
learning English when she was fourteen years old and lived in Argentinaadkie t
supplementary English course twice a week through a private languagéisch
addition to her regular English courses that were taught through her public high school
Although Amanda excelled in her studies in high school, she could not indicate the
reasons for her lack of interest in learning English in the beginning. Shhatshe
often felt unmotivated to learn English in both private and public school environments.
Amanda particularly expressed dislike in the way she learned Englishentirg. She
argued that in Argentina the English teachers’ approaches were “too gduittor
example, in describing her former teachers in Argentina, Amanda said:

They used set books that were very tedious with lots of exercises and focused on

rote memorization on grammar rules and passages. We listened and repaated afte

our teachers of dialogues in the texts. It was beyond tedious and boring. This may
have been the reason why | wasn'’t interested in learning English in the beginning.
She added that it was through her language learning experience that she tleaize
“language should not be taught in such a tedious way.”
The Educational and Professional Background

Amanda said that in the beginning of her educational career, she did not place
importance in learning English and was never serious about the subject. However, as
Amanda became older and more mature, she felt that her attitudes began to change. She
came to a realization that knowing English in her country symbolized luxury and tha
“people’s intention of learning English [was] to obtain a better job or to get prdrhote

Though it was a long process before she understood why it was important for her t

learn English, Amanda said that she finally understood that studying Englisth woul
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open the door to more opportunities. Thus, she decided to pursue a teaching degree in
TESOL and went to a teacher’s college for a bachelor’'s degree. She thgrdem
MA in TESOL in Argentina and also pursued an MA degree in Latin American Studies
in an American college in the United States. She had experiences in teachiimg EFL
Argentina for ten years and is currently teaching ESL in various adult ESlapregt
a community college in America.
The Challenges Faced by the Participant
In reflecting on some of the challenges that Amanda faced in learningtgnglis
she said,
| learned English in a very, very structured way. | would say that my tesaiche
Argentina used a behaviorist model of teaching. We had a lot of grammar
instruction. Teachers provided grammar rules that didn’'t have any application
for us. | remember doing a lot of practice worksheets that didn’'t have any
meaning for us.
Thus, she often felt that she did not see the need or use for English. Amanda further
articulated that as teachers did not have “the knack to put boring things in a nice way”
she did not have the motivation to do well in English. In the classroom, teachers mostly
taught English without making connections to the real world. Therefore, siieatethe
greatest challenge Amanda faced was a lack of connection betweenasghaught in
the classroom and what English was used for in the outside world. Even though she did
not know that she would become a teacher when she was young, she vowed to “not
teach the way [she] was taught if [she] ever became a teacher.”
Case-by-Case Analysis

The participants of NNESTS for this study have been recruited from various adult

ESL programs and college-level intensive English programs in the Washington D.C
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area. These programs differ in terms of learner groups and progrésragahey serve
various adult international students and immigrants. Thus, each individual case begins
with a brief description of the research site and classroom context where tbaerva
were conducted to provide an understanding of the context of each case study. Next a
description of the pedagogical approaches used by each case study wilebéepres
based on notes taken during each classroom observation as well as through the
observation protocol (see Appendix D).

Drawing from Simon’s (1992) work, the terms “pedagogical approach” and
“teaching approach” will be used interchangeably with the term “pedagotye
study to refer to the integration of teaching methods, classroom techniques and
instructional practices as well how teachers perceive the naturerahtgand what
they do to create conditions in teaching students to learn a second language. To
illustrate the types of teaching techniques or methods and classroom procedures
implemented by each participant in facilitating the teaching and th@riggsrocesses
in the classroom, there will be two sections, teaching style and classrodioeprac
under the term pedagogical approaches. The term “teaching style” wskoen this
study to represent how each participant views the nature of second languaigg lea
and what he or she does in the classroom to create types of conditieashing
students. The term “classroom practice” will be used to refer to the “behavioral
manifestation of the principles” such as classroom activities and prosetkrreed
from an application of the teaching techniques (Larsen & Freeman, 1986, p. xi). Data
obtained through in-depth and email interviews provided the basis for observations on

the kinds of experiences that have informed each participant’s pedagogice s

103



in the ESL classroom. Finally, specific challenges each caseipantitace in the
context of ESL teaching profession will be raised from the triangulatedesoaf data
collected.

Case 1: Suzanne
The Context

The Schoollhe Spring International Schotlerves nonnative English-speaking
students who want to improve their English language skills. The school offersty varie
of English courses for students in professional settings and for those studentskvho wi
to be prepared for higher education in the United States and around the world. For
instance, the Spring International School offers five levels of instructiom fro
introductory to advanced language skills areas of reading/writing, sgéatemning
and pronunciation and advanced academic English courses that focus on academic
English. Students are required to take assessments prior to enrolling to erighesytha
are placed appropriately in the classroom.

The Classroom Conteuzanne’s classroom consisted of six big tables, two
tables being clustered together, with chairs around them so that four to six students
could sit together. There was a teacher’s desk in front of the class, but Suzanne did not
use the desk as a platform which she taught but rather as a place to put her classroom
materials and to refer occasionally to her lesson activities. The claseembmodest
decorations consisting of a big map of the world and some posteffeoémli countries.
As students and teachers moved from class to class in this school, her classroom

resembled many of the college classrooms in schools across the Uniésd Stat

® All school names are pseudonyms.
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There were fourteen students in the classroom when the observation took place.
Suzanne indicated that normally there are fifteen students in the classroomehowe
one student was absent that day. As the instructor indicated that this school was
positively known in South Korea for college-level ESL programs, it was no sutpris
observe that there were more students from South Korea than students from other
countries. However, students were comprised of a mixed ethnic group of ieshat
students. The students were from Korea, Qatar, Vietnam, Taiwan, and S&hidi Ara
Suzanne’s course focused on language skills using technology. The students’ Englis
level at the time was ESOL level 2, which indicated that they were high beginners
Once they successfully complete this course, they would move up to ESOL level 3.
ESOL level 5 is the advanced level and is the highest level in the program.
Pedagogical Approaches

Teaching Styl&.he term “student centered” is used to refer to teaching
environments of teachers when they pay “close attention to the knowledge, skills, and
attitudes that learners bring into the classroom” (Bransford, Br&Cocking, 2000, p.
133). When using this teaching approach, teachers often pay careful attention to the
individual needs as well as backgrounds of students and make appropriate adgustme
to ensure students are progressing in leari8aganne’s teaching style was
predominantly student-centered, although she did use teacher-centered methods from
time to time. Specifically, her style of teaching was teacher-cehtetéat it was
driven by the textbook and its objectives that were laid out in the book, but is also very
student-centered in that she paid close attention to individual needs of students and their

opinions. For instance, to illustrate how Suzanne paid close attention to the individual
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needs of her students, she often called on random students to check that everyone was
on task and elicited opinions from each and every student by calling on them. If a
student appeared not to understand the task at hand, Suzanne advised the student to ask
classmates for assistance. Furthermore, during the class observatibstesnied
attentively when students spoke and provided positive feedback to their questions and
responses. Most times students responded spontaneously to questions posed by the
instructor, and that was the norm in the classroom.

A discernible routine for presenting new material emerged from the observat
visit. Suzanne would begin her lesson by reading the title of a story from the textbook.
Next, she would provide background information on the topic of the story. She then
prompted students with questions to ascertain their prior knowledge of the topic. After
listening to what students said about the topic, Suzanne would begin her lesson by
asking students to read the first paragraph of the story silently for 30 secaeds. Af
each student finished reading, Suzanne would ask questions that related to the content
of the paragraph and encourage the students to provide answers. For example, during
the observation visit, the story read was entitled “How did the Egyptians make
mummies?” and Suzanne asked “What did Egyptians believe in?” Several students
replied, “They believed in many gods.” Suzanne indicated during post interview that
this was usually the way she begins all of her lessons.

Suzanne continued this approach until the students had finished reading the whole
story in the unit. In between these reading and question sessions, Suzanne used the
board to write words that students did not recognize and asked students first if they

could guess the meaning based on contextual clues before she explained the words in
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more detail. She also used illustrations and synonyms to explain the concepts. These
reading and question sessions were fast-paced and followed by pair and grotigsactivi
Through using these methods, Suzanne was able to focus primarily on reading, speaking
and listening skills in teaching her lesson.

Throughout the observation, Suzanne displayed a friendly rapport with the
students by valuing students’ participation and providing positive feedback whenever
students participated. She called individuals by name when acknowledging students and
to ensure that everyone was on task. Due to many group and pair activities, ghare wa
lot of interaction between the teacher and the students as well as amongstudent

Classroom Practic&suzanne incorporated a variety of classroom activities to
teach her students. For example, she used a whole class discussion, groupradtivity a
pair work to explore the topics and to further her students’ understanding of the
concepts in learning the target language. A lecture-type classroonc@naas rarely
used, except in the beginning where the instructor briefly introduced the topic and
provided background information of the unit that was going to be covered in the class.
Suzanne relied heavily on a textbook to teach her lesson, and there were no additional
handouts. The classroom activities were strictly drawn from the textbook and the
instructor facilitated those activities based on the instructions that wére ook, but
incorporated them into pair or group activity. For example, the textbook had fithng-
the blanks, completing sentences, and making inferences exercises basexhmnttat
from the reading. These activities were completed by utilizing group and/q.

After each group or pair work, Suzanne went over the exercises together as a whole

class to check on students’ understanding. It was interesting to note that she did not at
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any time during their free activity and whole class discussion sessiassdnc
students’ errors. She encouraged students to help one another by speaking to one
another in the target language even when some students had a similar linguistic
background and discouraged the use of L1 and a dictionary of their native language.
The Challenges in the ESL Teaching Profession

Institutional Challenge®efore obtaining her first ESL teaching job in the United
States, Suzanne expressed in interviews feelings of uncertainty about teanhex in
America even though she has been teaching EFL for over nine years in her native
country. She did not have any insecurity with her ability to teach ESL courses in
America, but she felt reservation about how schools would perceive her. Suzanne
shared her uneasy feeling in obtaining her first job in the United States:

| received an email from the [Spring International Center] looking far ES

teachers who are willing to teach a TOEFL preparation course. | wassieir

so | emailed them that time and asked, if teachers had to be native speakers. |

asked that question because | didn’t know if they would accept me or not.
To her surprise, the school responded to Suzanne by stating that it would be aetter if
teacher was a nonnative speaker because he or she would have passed the TOEFL and
would know how to teach it better. That TOEFL course was her first ESL course, and
she has been teaching the course for over three terms now. She also teaches other ESL
courses.

Although Suzanne feels comfortable and competent in teaching ESL, there were

times she said when she did not feel confident being an ESL teacher because ahe wa
nonnative speaker. On several occasions, she encountered problems with students due

to her status. For example, one of her students was having a difficult timadearni

English despite the fact that she has been in the United States for over aight ye
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When that student entered Suzanne’s class, Suzanne felt resentment from the student.
Not long into the semester, the student made a demand that the director of the school
transfer her into a native English-speaking teacher’s class. Suzannergechthat the
student blamed her for her lack of progress in learning English. The student believed
that to learn English she needed to have a native English-speaking teacheneSuz
eloquently described her experience by stating:
[The student] is not doing well in my class. This could be because she is working
and taking care of different things at the same time. However, she blanas me f
her not understanding and not improving because of the fact that | am not a native
speaker. She asked [my school] to change the teacher in her clasedlashe
talked to the director explaining that she is talking on behalf of the whole class,
though she is the only one who came forward. As the blamed teacher, | have a
strange feeling of being unsecure about my job. Suddenly, it feels like no matter
what | do, | will always be viewed as a nonnative speaker teacher who is less
gualified to teach because of that.
Suzanne remarked that it was not the first time something like this had happened. She
had received a similar feedback from one of her former students on her teaching
evaluation, stating such a remark as “why do | have to learn English from aiwenna
teacher?” Suzanne lamented the fact that these incidents were very fjoeamfdure
and also caused her to feel a lack of confidence in teaching even though the comments
were not directed at her teaching abilities.
Classroom ChallengeSuzanne indicated that teaching English as a second
language in general is “tough” because there are many “diverse me¢ds ESL
classroom. Students have different needs in terms of their language skilks cfteih
difficult to fully meet everyone’s language needs while covering Issplematerials in

the classroom. Although different motivational levels of students can be iddrasi

challenges for many teachers, Suzanne noted that most students in her sdtigblyare

109



motivated as they chose to come to the school to enhance their language skills. She
further commented that she was often “surprised with how many students were
motivated to learn” in her class. Thus, Suzanne said that she was excited andtgrateful
teach such motivated students and felt she would not anticipate big challenges in
teaching those students. However, she soon realized she was too quick to make that
kind of assumption.

When asked what were some classroom challenges that she faced as a nonnative
English-speaking teacher teaching ESL, Suzanne immediately respondatingytbat
some students in her classes were more critical and “judgmental” whemnsénses
made careless errors in pronouncing English words. As she commented,

The other week, the word, rinse, | know the rules when to pronounce vowels

differently. Sometimes | remember it. But last week, as | was getdtenword, |

made a mistake so | quickly corrected it, but there was a student who was also

reading it to me. Thank God, we said it at the same time. It is a commohadrror t

even a native speaker can make. Even in your own language, we can make

mistakes. There are always exceptions to the rule. It happens, but | have to be
extra careful or they will start judging me because of who | am as a nonnative
speaker.

She cogently articulated that because she was a nonnative English-spesiting te

some students had a tendency to overreact to these small errors. Even though Suzanne

argued that these errors could easily be made even by native speakers)disatee i

that she felt some students were more critical of her mistakes. Therefoaangu

argued that she needed to be “extra careful” of her speech and pronunciationdo ensur

that there is no room for mistakes when teaching ESL.

Case 2: Timothy

The Context
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The Schoollhe Oxford Language School serves adult ESL students with
academic, professional or personal language needs. This school attiactgéan
learners who want to improve their language skills for their professional addrac
growth. This particular school has an affiliation with a prestigious univensibe D.C
area; therefore, it is known for its high quality language programs. The studémts |
school represent international language learners from all around the world.

The Classroom Contedihe wall of Timothy’s classroom was mostly bare, with
the exception of a bulletin board in the front of the room. A blackboard was located on
the wall at the front of the room and stretched the entire length of the room. He
indicated after the observation that teachers do not decorate classrooms ginoavéhe
from room to room every period. There were three long large desks that were arranged
in a u-shape. As students came into the classroom, they sat next to their frieads
evident that there were no particular sitting arrangements. Therewestty students
total in the classroom and the name of the course was Grammar One. The number
indicates that the course is for beginner level students. There are six ESBlin¢he
school; ESOL level one is the beginning level and ESOL level six is the dwastced
level. The class met two times a week (Tuesday and Thursday) for 90-ndotites
the 12-week semester. The ethnic make-up of the class was very diverseddtiisst
ranging from Japan, Korea, China, Argentina, Russia, and Iran; however, Asian
students outnumbered any other ethnicity.

Pedagogical Approaches
Teaching Styl&he goal of teachers who use the communicative approach is to

have students focus on “learning language through and for communication” (Herrera
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Murry, 2005, p. 180). Timothy indicated that his former teaching approach in Korea did
not include the Communicative Language Teaching (CLT) approach becausetlye mos
taught reading and writing. He further stated that most language teapbnogehes he
used prior to this current teaching experience were practiced througm@aagra

translation or audio-lingual methods. However, in ESL teaching contexts, éx thiait

CLT was very important and effective.

Timothy indicated that there is a textbook for the class, but during the observation
time he did not use a textbook when identifying his instructional material. Timothy
mentioned he often used a variety of resources such as pictures, the internet,
PowerPoint, and worksheets in addition to a textbook to engage students with language
contents. For this particular class, he used pictures and video clips from YouTube.com
to present the content objectives. These activities using pictures and videwecBps
done as a whole group exercise. While viewing the video clips and the pictures, all
students were quite engaged and were eager to participate. These satdsutsed the
students on contents they would need to know by engaging them in a relaxed
atmosphere. It was evident that having fun and being engaged were strong elements
the classroom as there were frequent humorous interactions between theomatraict
the students and among students to ensure everyone was on task. For example, when
students were given an opportunity to do a group activity, Timothy said smiling: “
hope you are discussing about the pictures.” Timothy reinforced all stud#@atapts
to speak and encouraged them to participate through all the activities. Ther teach
provided grammar rules using PowerPoint before any new concept was inttéaluce

ensure that classroom activities were meaningful and applicable.
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Classroom Practicdlimothy began his class with a warm-up using pictures to
illustrate the expressions that were going to be covered for the dayketeths whole
class to refer to a picture and asked them what they saw in the picture. Student
responded freely by describing what they saw in the picture. The teachasikes a
specific question that would elicit the expressions they had covered prior tafsis ¢
which were simple present sentences. For example, when the teached tefarre
picture of people doing daily mundane activities, students responded by answering “the
person in the picture wakes up, gets up, and gets dressed.” Several other pictures wer
shown and the teacher asked similar questions and students responded.

Throughout the observation, one of the characteristics of Timothy’'s classroom
practices was to introduce authentic language whenever possible. He fieis that
responsibility as a teacher was to provide learning situations to promote caratimmi
in the target language. He was able to accomplish this goal through using authenti
pictures and video clips that he carefully planned prior to his lesson. He used these
materials to encourage students to practice using authentic languageused in real
contexts. For example, Timothy used video clips to elicit from the students thresacti
that were happening in the video. Then, he asked the students to work in pairs to
generate questions regarding the video clips and to respond to each other’s questions.

Though Timothy’s prior teaching practice in Korea mainly focused on a teacher-
centered approach, his current classroom practice consisted of studergecente
activities that utilized group and pair work exercises. Since he feelsShadrifl EFL
teaching situations differ tremendously, it was very important for him to k@bl

adapt and adopt new teaching approaches in different teaching contexts. He did not

113



seem to have difficulty adapting to an ESL teaching environment despite his lack of
ESL classroom experience.
The Challenges in the ESL Teaching Profession

Institutional Challenged.imothy has been a secondary English school teacher
for over 20 years in his native country. All his professional life, he has taughshEtal
Korean high school students. As a result, for his practicum for his graduate program, he
asked to teach English as a second language in an American secondary schoar,Howe
his advisor advised Timothy to do a practicum at an adult language learning center.
Although his advisor did not provide any solid reason why teaching at an adult language
center would be a better choice for Timothy, he could not help but feel as if hissadat
a nonnative speaker perhaps played a role in his advisor’s decision. He often wondered
sometimes if he were a native speaker of English, would his advisor have denied his
request?: “Perhaps the reason for the denial was that | did not have a teatiicaiee
from the United States, but | will never know the real reason why | was not able to do a
practicum at a secondary school in America.” Through this experience, one of the
challenges Timothy felt in the ESL teaching profession in the United Statethat
even though he has had lots of experiences in teaching in his native country, he
sometimes questioned his roles and abilities as an English language teacbdrislue t
status as a nonnative speaker.

Classroom ChallengeBuring one of the interview sessions, Timothy indicated
that he grappled with confidence issues from the start of his practicum. Fqulexhen
stated, “I felt nervous before | began the practicum at ther@»¥dult Learning Center.

| had this thought that | might be embarrassed in the real ESL teachingsitiis to
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my limited English capability.” As a result, he explained that he worked &zand not
only to improve his English ability but to prepare his lessons well and with “etied c
Furthermore, Timothy was not hesitant to ask questions to fellow colleaguwedoor t
extra reading and researching whenever he encountered words and phrases thatt we
familiar to him. He also spent so much more time in preparing for his lessohe that
was often over prepared. Despite all this work, however, he still did not feel confident
teaching in his classroom. Timothy argued that “As English is still egfofanguage to
me, | always feel complex issues related to it because English is not tmgrmo
tongue.” He provided one incident where he was making a pronunciation error but did
not even realize he was making an error until his practicum professor had obsgrved hi
teaching. Not only was he embarrassed by his mistake, but he felt tremendously
responsible and sympathetic for his students. He argued that this type of nsistie
critical and devastating to him “because students may be affected bymtgashing
and my mistake due to who | am as a nonnative speaker teacher.” ThereforayTimot
vowed to work harder and be more careful in preparing for his ESL class.
Case 3: Cathy

The Context

The Schoollhe school where Cathy taught was also the school she was attending
to obtain her master’s degree in TESOL. The school has a strong combined Bachelor
and M.A. program. The same school also provides academic language programs for
international students who not only want to improve their language skills but want to
prepare for academic courses so that they can transfer to degree semkiaggr

Students who graduated from this MA program go on to teach ESL and EFL in
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community colleges or in language institutes in and outside of the USA contieats. T
M.A. degree Cathy was seeking was not designed for students who wanted to obtain K-
12 ESOL certification.

The Classroom Contekinfortunately, the researcher was not able to observe
Cathy’s ESL classroom due to timing conflicts between the date when the data
collection began and Cathy's teaching practicum period. Thus, the descriptions of her
classroom context, teaching style, and classroom practices are basedrahisalepth
interviews, email communication correspondence with the participant, and lesson
materials used in the participant’s practicum course.

For her teaching practicum, Cathy did not take full responsibility in teaching a
course. Instead she worked as a teacher’s assistant (TA) for aywatirse for
international graduate students who were in degree-seeking programscéuologr s
addition to Cathy being the TA for the class, there were two other TAs, also MA
TESOL students who were doing the practicum in that class. All the TAs received
several turns at teaching throughout the semester. Cathy was ablétivieéiones
during the semester for this particular class. The primary instructoalsa present at
all times. It was indicated that the classroom reflected a typicageatlass with long
tables and chairs.

Most students in Cathy’s practicum class came from East Asia, inclagiag,J
Korea, China, and Vietnam, and two students came from France and Spain. The
practicum course was a non-degree bridge course to support college ESLsdtodent
various fields in the School of International Education. The course ran twicekdoree

two hours for 16 weeks. This class was designed to help students in their content classes
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by helping them with their writing skills. As students already have aifu#-graduate
student load beyond this course, many of the activities and assignments wdrerbase
how the students navigated in their content classes.
Pedagogical Approaches
Teaching Styl€athy explained that her teaching style can be described as
student-centered, even though she does use teaching methods that are typical of a
teacher-directed approach, such as occasional lectures. She indicatesitizéihbgon
for student-centeredness is influenced by the past pedagogical appresadhéy her
former teachers while she was in Japan. In explaining why she prefeesatthisg
style, she commented:
In Japan, | was in a very traditional classroom where the teacher waghtbréya
figure. For example, a teacher would just have a lecture, and students would take
notes. In that kind of environment, it is difficult to know what is going through
students’ mind. So, | think my past learning experience affected my teaching in a
way because | want my students to be more involved.
However, despite how much Cathy wanted to use inductive learning for her students,
she indicated that sometimes she sees herself resorting to a deductofe¢eraping,
using a lecture-style format. In order to ensure that her teachiegistgt not consist of
only a lecture-style format, she confessed that she includes prompts that esmcourag
students to discuss in pairs or in groups at the beginning of each of her lessons.
As she feels it is very important for students “to discover their own thoughts” in
learning any concept, during her turn to teach, she began her lesson using a prompt for
students to discuss in the classroom. Once the whole class discussion session was

completed, she utilized a lecture format to cover the concept and to provide group

activities for students to practice what they had learned in the class.a&thiated in
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the interview that she always makes a point to call on different students from eac
group to share their comments. She constantly reinforced students’ attemptads disc
and readily encourage their perspectives in the classroom.

Classroom Practics Cathy was not the primary instructor for the class, she
only taught five lessons for the class. The lesson topic that she taught was on peer
relations in an academic setting. Cathy indicated that in order to introduceept;onc
she often lectured in the beginning to introduce the topic and to prompt them with
discussion questions. In the lesson she taught, she began the class with two prompts,
“Do you talk to/with your classmates before or after class? What do yoabtalit?”

She then asked the whole class to discuss the questions with the peers next to them for
ten minutes. She expressed during the interview that prompts were importantestrateg
to activate and assess students’ prior knowledge.

In addition to using prompts to activate and build on prior knowledge, it was
clear that Cathy provided a well prepared PowerPoint presentation on the cbomcept.
reviewing her lesson materials, she had well-planned PowerPoint presetitatilaid
out step-by-step approach to include explanation stages, pair/group actsionse
sample problematic and sound expressions to provide solid examples to enhance
students’ understanding in the concept. For instance, Cathy pointed out in the interview
that she presented explanations to clarify her students’ understanding and alpeno dee
their understanding by providing examples of expressions and presentingesdraiegi
improve peer relations in the classroom. When this short presentation was edmplet
Cathy utilized small group work to have students practice what they adesihed in

the class. Students were advised to work in groups of three to discuss a topasthat w
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somewhat complicated and to use strategies to show understanding or communicate
confusion. Cathy indicated that she always set aside some time for the whsleotie
together to debrief their practice activity.

In reviewing Cathy’s completed lesson plans and class materials, @wdgnt
that Cathy was well prepared for her class with a detailed Powegteg@ntation and
various group discussion activities. Apart from the good use of group and pair
discussion activities, the overall success of Cathy’s lesson was conbgninest
organized and through preparation of her class lessons. It is interestisg hot@ that
there was no text book for the class; however, there were abundant resources and
materials, such as PowerPoint presentations for each class session and handalits on r
life expressions that have been formulated in advance by the instructor and the TAs.
The Challenges in the ESL Teaching Profession

Institutional Challenge§hroughout the study, Cathy mentioned several times
that there is a lack of teaching opportunities for nonnative English-speakihgreac
who want to teach in the ESL context. Although Cathy said that she has a tremendous
amount of support from faculty members at her school, she was aware of thg starcit
teaching opportunities for nonnative English-speaking teachers. As sheguaenfity
involved socially and academically with other NNESTSs in the area, she ofteh hea
about this issue. For example, in talking about her own experience as well as others, she
said,

It is hard for us to get a teaching position even though we wish to have one. And

that is the reason why | am currently teaching Japanese instead afigeaShi

right now. The possibility of me getting a position in teaching my native &gegu

is much greater than obtaining an ESL teaching position despite the faatdhat |

not have training teaching Japanese. Being a native speaker of Japaresegive
that privilege.
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Cathy wants to eventually teach English to college EFL students in Japan; however
knowing that the prospects of teaching in the ESL context are slim for nonnative
English-speaking teachers discourages her at times from pursuing taadhiag

United States. Even though Cathy is well aware of the difficult roads for neanati
English-speaking teachers in the ESL teaching profession, she finds conkiooining
that people in the TESOL/ESL field are becoming more aware of the issgbes wi
NNESTSs. Thus, she was very eager to participate in the study to voice herregzerie
and perspectives.

Classroom Challengeghe greatest challenge that Cathy stated she faced while
completing her practicum was experiencing students’ resistance tdveardshe
course she TA’ed involved teaching academic writing skills to internatgvadluate
students who were more or less very similar to her in terms of their Englistigaroy
level. These students were also in a similar degree seeking graduatepasgCathy,
but just needed extra support in academic writing.

Being aware of the similarities between her and the students, Cathy said she
inadequate and uncomfortable as their instructor. Although Cathy was not theyprimar
instructor for the class, she could sense that she was being compared to the host
instructor who was a native speaker, and other native English-speaking TAs in the
classroom. Cathy explained that the course was designed to support each individual
student by having different TAs work individually with each student’'s papeadt w
obvious that most students wanted to work with native English-speaking TAshgs Cat
did not receive many requests to work with her during individual work sessions. In

reflecting on her teaching experience in the classroom, she said:
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Because our proficiency level was pretty close, | think that is half oéésen |
feel it is hard to teach this particular audience. My students were aldy East
Asian students like myself. So naturally, | felt some kind of resistamcetfrem.
As we focused on writing skills, 1 was able to help them how to organize better
and make modification to structure. However, when they asked me which
preposition is suitable for a specific verb and what is the difference, | may know
the rules, but as a Japanese native speaker, | cannot be sure which worked better.
And they knew that so they were not so willing to ask me a question. | felt like |
was not needed here.
While students never openly questioned her teaching ability, Cathy revealduktidad s
not feel competent in the classroom. Naturally, due to this feeling, she iddicateshe
sometimes felt she did not belong in this particular classroom because studapss alw
attempted to ask questions to native English-speaking TAs. She mentioned, though,
perhaps if she were teaching beginner ESL students, the situation might have been
different. But she also lamented the fact that perhaps she could never find ou¢ becaus
there was a lack of teaching opportunities for nonnative English-speaéoigts in
the ESL teaching context.
Case 4: Hannah
The Context
The SchoolThe Prep International School serves nonnative English-speaking
students who want to improve their English skills. The school offers a variety of
English courses for students in professional settings and for those students wiwo wish t
be prepared for higher education in the United States and around the world. Foejnstanc
the Prep International School offers five levels of instruction from introdytd

advanced language skills in the areas of reading/writing, speakingficpimd

pronunciation and advanced academic English courses that focus on acadersit Engli
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Students are required to take assessments prior to enrolling to ensure thed they a
placed appropriately in the classroom.
The Classroom Contedihe course that Hannah taught was called Conversation
and Pronunciation for intermediate-level students. This was a rather sisa|llade
up of eight students. For this particular day when the observation took place, there were
only seven students because one student was absent. Three long desks were arranged in
a big u-shape and all seven students sat around together in one of the long desks to be
closer to one another. The class met twice a week for two and half hours each day
during the 16-week semester. The classroom was diverse; with students frbm Sout
Africa, Korea, China and Saudi Arabia.
Pedagogical Approaches
Teaching Stylédannah, who believes the social learning theory is an important
commodity in teaching, used group activities to teach her class. She stated that she
adamantly felt that students learn better from talking and listening to one raawithe
also believed that learning should be an active process for all to partitipate
describing her teaching style, she explained,
| believe students learn best if they learn from one another. | don’t walk to ta
too much in my class because | hope my students practice their skills by
listening and speaking with their classmates. They are the resturtesir
own learning. They don’t need to depend solely on teachers.
Her philosophy was heavily apparent during the class observation, where she
acted more as a facilitator than a teacher conducting discussion sessginddats.
Hannah began her lesson by distributing a list of questions on the topic of Animals and

Humans, which was one of the chapters in the textbook. She then asked the students to

work in groups to discuss the questions on the list among themselves and to jot down
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thoughts and opinions about the topic. In this group activity, students needed to discuss
the issues of protecting and not protecting endangered species. At the end, sled expect
one leader from each group to facilitate the discussion by probing questionsrehat we

on the list generated from the group with the rest of the class. In this typerose,

each and every student had a part either to become a leader in the group or to respond to
the questions that were asked by the leader.

Hannah stated that since the course was a conversation and pronunciation class, it
was important for her to have lessons that pressured students to communicate in a
meaningful way. She often interrogated the students after their discussmmsest
just to check their understanding of the topic but also to probe them with more
guestions for them to ponder and to respond to in their conversations. As Hannah stated
in the pre-observation interview, “What is important to me is classroom interatti
don’t want to talk too much. Some teachers enjoy talking and talk too much most of the
time. | hope my students feel comfortable and enjoy talking in my claskeéd,

Hannah's teaching style reflected her stated teaching behavior duricigske
observation. As the class had a relaxed atmosphere, where there were lots of
interactions among students and where the instructor was primarily adjdtamnah
proved to be using a learner-centered approach in teaching her class.

Classroom Practicédannah did not utilize many different classroom activities to
teach her class. The classroom practice that she mainly used was a grogodiscus
activity. In this activity, the instructor provided a brief description of wheg expected
from each of the participants, but limited her own role to a passive participamt rathe

than an active one. Although she provided guidance when necessary for students to
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successfully partake in the activity, she did not assign roles for studentstS tioed

full responsibility of the group activity by collaborating with one anothikrs group

activity required students to generate questions, to discuss their thoughts, andd® provi
opinions on the topic that was chosen from the textbook. The topics were generally
elicited from the textbook. The textbook was used at the end of the discussion session to
complete exercises related to the topic.

In order to facilitate interactive communication among students in the groups
Hannah frequently reminded her students that there was no right or wrong answer. She
insisted that the key point of these group discussion activities was to value other
people’s perspectives by listening respectfully to their opinions. She also kindly
reiterated that it is important to value other people’s opinions even if you do not agree
with them. It was evident through the observation that she practiced what sheghreache
During one of the group discussions, a student provided an interesting take on the topic.
Despite his erratic comments that were made about the topic, the instructor did not
chastise or denounce his thoughts but questioned him on why he thought of it that way.
She provided positive feedback stating that he took a very interesting take on the topic
and asked if anyone had other different perspectives on the topic. The instructor did not
once provide her thoughts or opinions during these discussion sessions but provided
some suggestions in terms of how to have a more productive discussion. During these
discussion sessions, the teacher also did not correct students’ errors; howevesteshe
down expressions in her notebook that were not used correctly. She indicated that these
errors would be discussed in the next class session without identifying whdhosee

mistakes.
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The Challenges in the ESL Teaching Profession
Institutional Challenge€oming to ESL teaching with many years of EFL
teaching experience, Hannah did not have any qualms about obtaining a teaching job in
the United States. However, through many job interviews in the United Statesgsre
to lose confidence in herself as a language teacher. She indicated thangtiste E
Language Centers in America have bluntly told her that she would not be qualified to
teach communication skills due to her accent when speaking English. Although she was
very aware of her slight accent when speaking English, she did not feel thatdtheoul
an issue to the point where she would be considered as an unqualified teacher for
listening and speaking classes. It was through this experience thalt sihat fsome
institutions demonstrated favoritism and exhibited superiority preferemeseds native
English-speaking teachers. To cope with this challenge, she provided this stateme
the interview, “I think action speaks louder than words. Good teaching does not rely on
a standard American accent in the United States.” She indicated that tho$ type
challenge helps her want to learn and to work harder to perfect her pronunciation.
While the students’ preconceived notion that she was an unqualified language
teacher for speaking classes due to her accent was hurtful, Hannah indicatedaat
even more difficult to bear the sad truth that many institutions where she intiview
would not count her previous teaching experience in her native country. In describing
her experience, Hannah stated the following response:
Here at first, they were going to count my EFL teaching experience, but at the
end they didn’t count it. They just said, “You have had some experience.” Well,
we have pay scales for payment. | am at the lowest level because they didn’t

count my previous teaching experience. | worked over 10 years as an EFL teacher
in China.
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Despite the fact that she has had over ten years of EFL teaching expe¢hesee
institutions told her that if she were hired they would pay her at the lowésdsEato
her lack of ESL teaching experience.

Classroom Challenge®ne of the responsibilities at the school where Hannah
taught was to interview new incoming students. While she indicated that she was
excited to meet potential new students during these interviews, she said she soon
realized that the whole interview process was not conducive to her and to the students
In many instances when Hannah interviewed potential students for her school, she
indicated that they often made comments such as “I came to the United Statestbeca
would like to talk more to native speakers. Native speakers will help me a lot.” While
she revealed that students do not complain if nonnative English-speaking tezatiers t
them in the classroom, Hannah felt that most students would prefer native speakers if
they had a choice. Knowing students’ preferred choices for native Englikirgpea
teachers, Hannah felt that the interview process could dampen the future éeacher
student relationship in the classroom. For instance, due to students’ revelations, Hannah
admitted feeling inadequate as the language teacher in the classraboséostudents.

In talking about her interview experience, she said:
When hearing students to talk about how much they want to learn from native
speakers during the interview process, | sometimes want to say teaghemglsie
on teachers’ experiences and their expertise. But a lot of time | justsand.”
| don't feel it is my place to change their attitudes.
Hannah did not believe it was her position to change students’ attitudes when she was
not even sure if she could convince herself that those comments did not matter. In

reality, Hannah stated that those comments bothered her in terms of perceis#iig he

as a competent teacher in the classroom.
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Case 5: Amanda
The Context

The School.ocated in a metropolitan area, Amanda’s school was a community
college that provided its students with vocational, occupational, and liberal artsscours
that included various language classes. Students attending this school were domprise
of international students and recently arrived immigrants who wanted to intheixve
language skills. The school offered varied courses for adult English ntreners
who wanted to improve their reading, writing, and grammar skills in order to pursue
their studies in U.S. universities and/or to improve their employment prospects. The
school also offered courses that were designed for adult English languages ledime
wanted to improve their ability to communicate orally in everyday, sociatieamic,
and professional situations within U.S. culture.

The Classroom Contefthere was a small instructor’s desk at the front of the
classroom and three long desks were arranged in a u-shape, facing the chalkboard.
Amanda’s class met every Saturday morning for two hours, and the class whsgexthe
to run for 12 weeks. Her class was a writing workshop class for intermesliate |
students. The students in the class had varied purposes for taking the course. Some
students took the course mainly to enhance their writing skills, but some took it to move
up to the advanced level writing class to be better prepared for their fuswlenac
courses. Students were comprised of a mixed ethnic group of international students and
immigrants ranging from Mexico, Korea, Argentina, Taiwan, Iran, and ChinaeThes
students took an assessment course in the beginning of their study to ensure they were

placed in appropriate classes.
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Pedagogical Approaches
Teaching Stylddmanda described her style of teaching as very spontaneous and
student-centered. In describing how she plans for her lessons, she stated,
Every time | sit down to plan for my lessons, | make a note to not use what |
used last year even if it is the same class that | am teachimgysalhrow away
last year’s lesson plans. | don’t want them because my classes aendgte|
have to think about my new students and the new context to plan new lessons.
Her unstructured way of teaching was reflected in the interactigkitepmethods that
she used as there was a lot of interaction between the instructor and the sindents
among students alike. She rarely used a lecture format but used a lot of student-cent
activities that included pair and group work discussions. During the pre and post-
interviews, Amanda revealed that she did not believe in the behaviorist model of
teaching, and further maintained that it played a negative role for studevds. |
evident through her classroom observation that her pedagogy entails very spontaneous
activities that pertained to students’ interests. She used outside matecialass
newspaper articles and artifacts, in addition to her textbook to teach. Furtherimeme, w
it was time for students to practice what they have learned in the classstthetor
advised them to use authentic language by utilizing their real lifeisitsahstead of
using the textbook scenarios. Following is an excerpt taken from the observation notes
about the lesson she was covering:
She started her lesson by explaining when to use modal auxiliaries. She asked
students, “What expressions do you use to give advice?” Students replied,
“You could, you should, you must, you ought to, you probably need to, and
you want to...” The instructor provided positive feedback and wrote their
responses of students on the board. She then asked again, “Suppose | tell you
that | want to learn how to speak Japanese. What advice would you give
me?” Students provided answers by stating, “You should take a Japanese

class. You could go to Japan in the summer.” She said, “Good. Now you are
going to come up with hypothetical or real life situations and work in pairs in
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giving advice to each other. We will go over your expressions as a whole
class once we are done with this pair activity.”

She instructed students to work in pairs and, if possible, to give advice to each other
based on their real life scenarios.

Classroom Practicén terms of her classroom practice, Amanda drew on
student-centered teaching where she focused on the active role of studentsnig lear
English. For example, she found pair and group activities to be very helpful in teaching
her class and stated that she rarely used a lecture-format. Due to her neggtiage
learning experience during her earlier years of learning English, shel vt teach
using traditional methods. Her view of the traditional way of teaching weacher-
centered lecture format that sticks rigidly to textbooks and lesson plans only. Thus
instead of relying on a lecture format, Amanda applied pair and group work hegular
class and often used ample supplementary materials to make learning roocerawts
and meaningful for students. On the observation day, the majority of classroom
practices integrated active and cooperative learning through pair andagtougoes in
order to engage her students’ interest in the topic. The following field notesakere t
during the observation.

Though this was a writing workshop, it was difficult to distinguish it from a
speaking and listening class. Students constantly interacted with the petson ne
to them or with others in groups. It was during one of the pair work exercises,
one student used perhaps a real life scenario to practice the expressions on
giving and receiving advice with the person next to him: “I am going through a
stressful time because my wife is sick. What can | do?” The student responded
by using modal auxiliaries, “you should take her to the hospitable and should
take some time off.” It was interesting to note that many of the conversatio

that took place among students seemed as though the scenarios were their real-

life situations. As students worked together, the instructor reminded them that
they would need to apply the same concept when it was time for them to write.
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The instructor constantly went around the tables to ensure students were on task and to
spend time assisting students in order to address their individual needs. Students did not
hesitate to ask the instructor whenever they encountered some uncertainty in using
expressions. It was also important to note that Amanda did not focus on grammatical
errors when communicating with students, but instead, she focused on meaning of their
conversations. Not once did she correct students’ errors. However, when she noticed
students making grammatical errors on the concepts they were coveamwg,ate
examples of their incorrect sentences on the board to draw the clasgismatie the
grammatical errors.
The Challenges in the ESL Teaching Profession
Institutional ChallengesWhen asked about the difference between NNESTs and
NESTSs in terms of their ESL teaching, Amanda replied:
| do not think that there is a great difference between native and nonnative
English-speaking teachers since NNESTs underwent many years oastlidy
training either in her own country or overseas. | consider that qualified
NNESTSs can contribute in meaningful ways to the field of language
education by virtue of their own experience as English language learners and
their training experience. By training | mean, pursuing their studies in an
English speaking country to get their master’s degree or Ph.D.
Thus, in her mind, there was no clear belief that one type of teacher was batthetha
other as long as they are both trained in the field of second language education.
However, at the same time, she also maintained that qualified NNESTs couldutentri
equally if not more “in meaningful ways to the field of [second language] education b

virtue of their own learning experiences” as they were also Englishdgedearners

themselves. As she stated, “It is impossible to say simply that one isthatt¢he
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other. But [NNESTSs] trained in ESL/EFL field are probably better teadfdfaglish
due to their linguistic and cultural experiences.”

However, Amanda lamented that many students, teachers, and directors of
language institutes still have “a natural tendency to prefer nativeskregleaking
teachers over nonnative English-speaking teachers” if they were golenca.

Although she indicated that she did not personally experience this discrimination
against her, Amanda was very aware of the issues through reading astatled to
them and attending educational conferences.

Although Amanda reported that she could sense that people in the ESL teaching
profession are becoming “more sensitive to teachers with diverse backgrowsgds the
days,” she knows that this was not the case long time ago. She vividly recalls one
incident from a teacher conference she attended, where a particular telacteas
also a nonnative English-speaking teacher denounced other nonnative Englishgspe
teachers by saying, “NNESTs do not know what they are doing in the ESL classroom
She expressed that she was “extremely appalled by the statement’catmblalis at a
personal level. She stood up in front of everyone and asked, “In what context are you
saying that comment?” She indicated that she did not wait for his responseitiaedrit
him by saying “it is never a good idea to generalize all NNESTs based opbyion
personal experience.” Although Amanda admitted that she cried after thhentyshe
expressed that “I knew in my heart that | had to defend myself and other NNESTs.”

Classroom Challenge&manda identified many challenges related to teaching in
general. She commented:

Teaching itself is full of challenges. The moment you choose to be a teacher
the very first minute you are faced with challenges. Do | go with the lesson
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plan, or do | respond to students’ needs in the classroom. Even though you

have a plan for your class, | would definitely say 90 percent of your class

turns out the way you have not planned.
However, when asked to identify some of the challenges she faced in the classroom
because who she was as a nonnative English-speaking teacher, she reuvealed tha
sometimes encountering completely unknown or unfamiliar vocabulary words and
expressions could jeopardize her status as a competent teacher. Thereewedmmads
when she completely did not know some idioms and vocabulary words when teaching
her advanced classes. In those situations, she would kindly tell her class thatikshe w
find out the answer and would get back to them. Amanda commented that perhaps she
would not have such a problem if she were a native English-speaking teadheughlt
she feels that it has more to do with her own consciousness rather than how students or
others perceive her. At times, she feels a lack of confidence as a latgacts when
she encounters that type of situations in the classroom.

Cross-Case Analysis
The single cases exhibited both significant similarities and notewdiftegences.

This section contains the cross-case analysis, which is framed by twehegaestions
that guided this study. It will begin with a brief comparison of each of thecipantit’s
linguistic and educational backgrounds to contextualize the elements thatveay ha
influenced their pedagogy. Then, through the analysis of interview transcripts
observation notes and other documents, the second part of this section will explore the
similar and different challenges participants’ faced in the ESL teapihafgssion due
to their status as NNESTs. Themes that have emerged from this andlysesfreamed

by the research questions that guided this study.
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A primary purpose of this study is to examine experiences of nonnative English
speaking teachers and how they inform and guide their pedagogical approatiees i
ESL classroom. Many researchers have maintained that teachersepzpsrare
important to consider because teachers’ methods of teaching are often shédyeed by t
personal practical knowledge and beliefs formed by their prior experienieasli{@n
& Connelly, 1999; Lortie, 2002; Pajares, 1992). Bullough and Gitlin (1995) also argue
that a teacher’s knowledge of teaching is based on socially constructeledgew
grounded in that teacher’s biography and life experiences. This notion wiasnesin
this study, as the participants clearly demonstrated that they drew upgoestdife
experiences to inform and guide their teaching practices in the EStocdiass

For all instructors particularly, however, their past language learpggiences
and educational backgrounds played important components in providing them with a
solid foundation in theory and practice. The participants identified similar and
contrasting aspects of their linguistic and educational backgrounds that were
particularly significant in providing this foundation. These instructors statgdteir
past language learning experiences were in the context of traditiackirtg methods
(audio-lingual and grammar translation methods). They further artidutaaé those
methods used to teach them English negatively influenced their learning afgéite ta
language. Therefore, as instructors they felt that it was important tdrbecaxtious of
the methods they have been exposed to when teaching their current students. These
teachers took extreme efforts to use alternative approaches to teachig$the

students that were more student-centered.
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Cathy, on the other hand, did not feel her language learning experience in the
educational setting of her native country was negative. She did, however, feel upon
moving to an English-speaking country that she did not receive effectinecins on
garnering communicative skills from her previous educational context as she had a
difficult time communicating with native speakers. Therefore, she driina¢ teaching
communicative skills in addition to other components in language learning wad critica
in teaching ESL students.

The next section will further discuss the primary research question viaghin t
subsidiary research questions. The subsidiary research questions wikdadisection
sub-heading with responses following each question. Furthermore, annotated versions
of the matrices generated to assist in the cross-case comparisantderamalysis of
interview data will appear in Table 3 which details representative pamnicresponses
for each emerging theme. Table 4 summarizes the classroom observamoanaell
as evidence from other lesson materials in the cross-case comparison.

Table 3

Annotated Cross-Case Matrix

Representative interview excerpts from each participant detailing emdhgimes

Participant Experiences and Challenges as NNEST|s NNESTSs as a Sourge of
Pedagogy Pedagogy

Suzanne “...[l] learned so much*l received an email | “Being bilingual, | am
more about how to from the [Spring able to compare the two
speak English in the | International Center] | languages. They revegl
United States than all | looking for ESL areas where | can focus
years of learning and | teachers. on when teaching
teaching in Egypt.” | was interested so | | English.”

emailed them that time
asked, if teachers had
native speakers.”

Timothy “I learned English “.... Definitely, | feel | “As | was observing
through popular pop | students have different their struggles to learn
songs. No teacher usedperceptions of me English, | immediately

that kind of method. | | because | am a NNES| felt deep compassion
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have a great love for
music. "

for them, and | wanted
to help them the best
could.”

Cathy

“I thought | was good ¢
English when | was in
Japan, but in the Engli
speaking country, |
didn’t know that how
little 1 could do with
English.”

“The possibility of me
getting a position in
skeaching my native
language is much
greater than obtaining
an ESL teaching positi
despite the fact that |
do not have training in
teaching Japanese.”

“So | know how it can
stressful to learn
languages and
frustrating sometimes.
Maybe not always but
can help students by
giving them strategies
overcome difficulties
and some challenges i
learning a second
language. “

Hannah

“ [My] tutor was
different. He introduce
cartoons. He mainly
used dialogues and
vocabulary to teach
English.”

“Here at first, they wer
dgoing to count my EFL|
experience, but at the
end they didn’t count it

0 “| always remind myse

carefully. Teachers
enjoy talking and talk
too much most of the
time.”

Amanda

“Teachers provided
grammar rules that
didn’'t have any
application for us. |
remember doing a lot
practice worksheets th
didn’t have any meanil
for us.”

“Nevertheless, it has t¢
be said that at the end
of the day there is a st
natural tendency amor
bfpeople...to prefer natiy
aspeaker teachers.”

“I like to teach my
students to have a
mindset that encourag
ghem that they can do
e

to listen to my students

>

D

Table 3 (Continued).

Participant Experiences and Challenges as NNEST|s NNEST Status as a

Pedagogy Source
of Pedagogy

Suzanne “It was frustrating in | “[The student] is not | “Being a second
learning English doing well in my class.| language learner, | spe
sometimes because in| However, she blames | much time thinking
high school there werg me for her not about many of my own
standard exams and if| understanding and not| mistakes and how to
we didn’t pass them, | improving because of | correct them....”
then we don't go to a | the fact that | am not a
university.” native speaker.”

Timothy “Listening and speaking‘l had this thought that| “I think | have more
were not as emphasizednight be embarrassed| understanding of ESL
when | was learning | the real ESL teaching | learners’ language
English in Korea....” | Situation due to my developmental stages

limited English because of my own
capability.” learning experience.”

Cathy “[Nt is difficult to know| “It is hard forus to get ¢ “Since | speak another
what is going through | teaching position even| language and learned
students’ mind. So, | | though we wish to have English same as my
think my past learning | one. And that is the | students, perhaps | ca
experience affected my reason why | am better understand
teaching in a way currently teaching students and of their
because | want my Japanese instead of | difficulties as well as

=)
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students to be more | teaching ESL right nov| their frustration in
involved.” learning a second
language.”

Hannah “I am a very practical | “When | interview “Being bilingual helps
person... | remember | potential students for | me understand how
did a lot of part time | [my] school, they say | difficult it is to master a
[teaching] jobs like things like, “l came to | language. | sometimes
writing English letters § the U.S. because | wol ask my students to thir
help other students in | like to talk more to and compare the
other departments in | native speaker. Native| sentence structures with
writing university speakers will help me atheir mother tongues.”
entrance lot.”
applications...” .”

Amanda “I learned English in a “As a NNEST, | face | “[We] offer a variety of
very, very structured | challenges in vocabulg perspectives and use
way. | would say that | with the most advanced [our] experiences as
my teachers in Argenti| students.” immigrants and second
used a behaviorist language learners as
model of teaching. ” sources of knowledge./

Table 4

Annotated Cross-Case Observation Matrix

Evidence from classroom observations and other documents

Participant Teaching Style Classroom Practice

Suzanne Used a predominantly studentincorporated a variety of
centered method. classroom activities, such as
Relied heavily on the course | whole class discussions, grouf
textbook. activities and pair work.
Provided background informati Provided positive feedback.
on the topic and sought furtherl Encouraged student
information from the students. | participation.

Timothy Advocated and utilized the CL[TIntroduced authentic language
method. whenever possible.
Did not use a textbook. Used authentic pictures and
Used a variety of alternative | video clips to teach language
resources, such as pictures, thecontents.
internet, PowerPoint, and Utilized student-centered
worksheets. activities such as group and pair

work exercises.

Cathy’ Indicated a preference fora | Lectured in the beginning to
student-centered method with | introduce the topic and to
the occasional use of a teachefrprompt the students with
directed approach, such as led discussion questions.
Did not use a textbook. Utilized PowerPoint presentati
Utilized reallife expressions thy explain concepts and to introd

® The researcher was not able to observe Cathy’sd&isroom due to timing conflicts between the date
when the data collection began and Cathy’s teaghiagticum period. The descriptions of her teaching
style and classroom practices are based on sémetapth interviews and a review of the lesson
materials used in the participant’s practicum ceurs
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have been formulated in
advance.

pair/group activity sessions,
sample problematic and sound
expressions to provide solid
examples.

Planned small group activities
once the PowerPoint
presentation was completed.

7]

Hannah Acted more as a facilitator thgnMainly used group discussion
a teacher. activities.
Used a textbook as well as Encouraged students to value
outside resource. other peoples’ opinions.
Immediately asked the studentsConstantly provided positive
to work in groups to discuss thefeedback and inquired about
guestions that were provided hystudents’ thoughts on the topig
the instructor. that were discussed.
Pressured students to
communicate in a meaningful
way.

Amanda Utilized a spontaneous and | Focused on the active role of

student-centered approach
through the interactive teachin
method.

Used textbooks, as well as
outside materials, such as
artifacts and articles.

There were a lot of interactions
between the instructor and the
students and among the
students.

students in learning English.
g Integrated active and

cooperative learning through
pair and group activities.
Advised students to use their
real life situation examples to
practice the language contents
the class.

n

1. What experiences/backgrounds do NNESTs draw upon when teaching ESL?

When teaching ESL, all teachers in the study drew upon their languagedearni

experiences and educational backgrounds to guide their pedagogical approduhes in t

classroom. Analyzing the interview transcripts of all the teachers, pleeyfisally

elaborated on their language learning experiences to provide contexts tohelrich t

methods of language learning were used and indicated that their previous experience

provided a solid basis from which to develop further as a language teacher. Although

most of their language learning experiences were not positive, theydibbtie

negative and positive aspects of language learning experiences to come up with

methods that they felt were conducive to their ESL students.
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For instance, instructors Timothy, Amanda, and Hannah made a specifitoeffort
deviate from how they were taught English to come up with alternative tgachin
approaches to teach their current ESL students. Specifically, Timotgieemhat he
was particularly not pleased with traditional grammar translation and andial
methods, so he felt incorporating communicative language teaching approadgtaivas
in teaching a second language. In his classroom, Timothy often used a variety of
resources such as pictures, internet resources, audio/video resources, PowerPoint
presentations, and interactive activities in addition to a textbook to engage stutlents w
language contents. He used these materials not only to engage students intlearning
target language but also for students to carry on meaningful conversations in the
classroom. It was important for Timothy that he reinforced students’ agemppeak
and encouraged them to participate through using authentic materials angsctivit

In reflecting on some of the challenges that Amanda faced in learninglgngli
she commented,

| learned English in a very, very structured way. | would say that myeesaio

Argentina used a behaviorist model of teaching. We had a lot of grammar

instruction. Teachers provided grammar rules that didn’t have any application f

us. | remember doing a lot of practice worksheets that didn’t have any meaning

for us.
Thus, she often felt that she did not see the need or the application of the grammar
instruction to her practical use of English. Amanda further articulate@shtaachers in
her native country did not have “the knack to put boring things in a nice way,” she did

not have motivation to do well in her English classes. In the classroom, she argued,

“Teachers mostly taught English without making connections to the real wWibrieh’%
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through her language learning experience that she strongly felt that largheadgd not
be taught in such a tedious way.

Therefore, Amanda indicated that she uses what she learned from her past
language learning experience to ensure that her teaching is not so dratdranstead
very spontaneous and student-centered. In order to ensure her teaching is not overly
structured, she uses authentic materials, such as current newspaguets anidl real life
scenarios, to come up with language content expressions for students to practice the
target language. Amanda also stated during one of the interviews that she netee use
same lesson plans twice, as that would defeat the purpose of teaching spontafeously
her, teaching should be spontaneous and student-centered, allowing students to make
connections more meaningful to their own learning situations.

For instructors, Suzanne, Cathy, and Timothy, they believed that theitiedaica
experiences in English-speaking countries inspired their pedagogicahelpgsan the
ESL classroom. They specifically recalled that when placed in the Exsglestking
countries for the first time, they felt inadequate since they could not sudtessf
communicate with native English-speakers. It was through this experiehtieciha
realized one of the fundamental components for learning a language should be to
prepare students to communicate competently in the target language. Fplegexam
epitomizing this point Timothy said:

Listening and speaking were not as emphasized when | was learnindhimglis

Korea. My teachers used grammar translation and rote memory to teaidth Engl

When | first moved to the U.S., speaking with native speakers was very difficult

in the beginning. | was surprised how little | knew in terms of communicating

with native speakers. | had to ask them to repeat many times and they also
couldn’t understand me at first. In the beginning it was very difficult.....Even

though | didn’t learn English through CLT approach, | would definitely adapt the
CLT approach to the EFL and ESL situations as much as possible because
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language learning is achieved by real communication, not throughdeks only.

So, I try to use CLT approach as much as | can in my current ESL classraom. It i

very important for ESL students to communicate with English-speaking people. |

would not want my students to go through what | went through when 1 first came
to the United States.

While all of the teachers demonstrated that their use of alternative teaching
approaches derived from their past linguistic experiences, they also éadibat they
could not have generated different methods of teaching without having gone through
educational programs in English-speaking countries. All teachers exprdsagdata
leap of faith to take on the new endeavor of obtaining a master’s degree in TESOL
education or in related fields of education in the United States. It was through this
process that they learned what was important in language learning and als@deepen
their understanding of what was faulty with their countries’ educationaragsiT heir
exposure to different learning and teaching contexts in different countoedeaffthem
with new ideas with which to form new pedagogical approaches that were rdtevant
their ESL classrooms.

2. In the context of the ESL teaching profession, what are the challenges faced by
NNESTs?

Over the years, interest has grown in issues related to nonnative Epgaking
teachers. As a result, the challenges faced by nonnative English-gpegidhers have
been well documented in the literature (Amin, 1999; Brain, 1999; Kamhi-Stein, 1999;
Llurda, 2005; Thomas, 1999). The prior research has shown that NNESTs face many
difficulties in the TESOL field, ranging from employment issues Ewen & Gulikers,

2001), invisible power relations (see Liu, 1999), and insecurities as NNES teaegers (

Tang, 1997; Thomas, 1999). The challenges the participants faced in the study also
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mirrored many of these similar difficulties, such as discriminatorpdpipractices (see
Mahboob, Uhrig, Newman, & Hartfort, 2004), preference for NES teachers (see
Lasagabaster & Sierra, 2005), and the issues of credibility (see Amin, TI898as,
1999). For this study, the main difficulties will be categorized under institutaoal
classroom challenges to provide contexts in which those challenges emerged. Each o
the cases highlighted similar and contrasting challenges the participseddriadhe
ESL teaching profession.
Institutional Challenges

When the participants were asked about the challenges they faced in the ESL
teaching profession, their responses overlapped in many ways but there were als
significant differences. While all of the participants did not have any quélmg a
teaching ESL in the United States as they all had many (ranging froro fvuenty)
years of experiences in EFL teaching, they all felt insecure in see&ihgeaching
positions. The participants stated that they often felt uneasy with how program
administrators and students would perceive them and further worried consciously that
they would not be considered competent teachers due to their inherent “linguistic
handicap” (Medgyes, 1994, p. 103). While Suzanne, Hannah, and Amanda did not
encounter specific difficulties in obtaining ESL teaching positions, TimatdyGathy
faced challenges in the prospects of obtaining ESL teaching positions.

Timothy and Cathy both indicated that the prospects of obtaining ESL teaching
positions are much more difficult in the United States than in their native ceuiNae
only did they feel it was a challenge to obtain an ESL teaching position, butsbey al

sensed that there were simply not a lot of ESL teaching opportunities for nonnative
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English-speaking teachers in the United States. Even though the faculty m@mber
their master degree programs were supportive of their studies, Timothywdrowe
particularly often felt that he was not encouraged to apply for ESL teachingpssiti
For instance, as Timothy explained:
Even when there were some ESL teaching positions that open up, my advisors
automatically assumed that | would eventually go back to my native country. So,
they just never even ask if | want to apply or something. | know | am going back
to my country but sometimes | wondered what it would be like to teach here.
In his interview, Timothy also revealed how much he wanted to be in a secondary
school teaching high school ESL students. As he taught English as a foreign éattguag
Korean high school students for over 20 years, he wanted to explore in teaching in a
similar environment in that age group. However, when Timothy requestectioinea
that kind of environment, his request was denied without any sound justification.
Although Timothy never found out the real reason why his request was denied, he felt
that his status as a nonnative English-speaking teacher played a sigrofieamthat
decision.
When Cathy was asked to express some of the challenges that she faced in the
ESL teaching profession, she was quick to point out that “teaching opportunities are
scarce for nonnative English-speaking teachers in general.” Whitichet feel all
NNESTSs faced the similar difficulties, she was aware of the issueasas
experiencing the challenge personally. For instance, Cathy indicatex/émathough
she taught EFL for three years and has two master’s degrees in Engilaghre and in
TESOL, it was much too difficult for her to obtain an ESL teaching position. She

confessed that this problem was the main reason why she was teaching Jagtease i

of teaching ESL at the moment. Cathy further expressed that the possililtiaofing
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a teaching position in her native language was much greater than teachimgtiss
United Stated, even though she does not have any degree in teaching her native
language. Timothy and Cathy both indicated that the prospects of obtaining an ESL
teaching position in the United States were much too grim because not many
opportunities were afforded to them.

Hannah'’s experience in obtaining an ESL teaching position contrasted those of
Timothy and Cathy. While Hannah was able to interview with prospective eemnploy
she did not receive welcoming invitations from some of the English Languager€e
in America. Some ESL institutions have bluntly told her that she would not be qualified
to teach communication skills due to her accent when speaking English. Although she
was aware of her slight accent when she spoke English, she did not feel that it would be
an issue to the point where she would be considered as an unqualified teacher for
listening and speaking classes. It was through these experiences tledtt shrad
institutions demonstrated favoritism towards, or exhibited superiority preéetenc
native English-speaking teachers.

While being deemed an unqualified language teacher for speaking classes due to
her accent was hurtful, Hannah indicated that it was even more difficult to bearmivh
of the institutions that she interviewed would not count her previous teaching
experience in her native country. Despite the fact that she has had overs$eof ¥l
teaching experience, institutions told her that if she were hired they would rpatythe
lowest pay scale due to her lack of ESL teaching experience. In thid,reiganah
explained:

Here at first, they were going to count my EFL teaching experience, but at the
end they didn’t count it. They just said, “You have had some experie/ivsl,’
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we have pay scales for payment. | am at the lowest level because they didn’t

count my previous teaching experience. | worked over 10 years as an EFL

teacher in China. Also, some schools | interviewed told me that | wasn’t
qualified to teach speaking and listening classes. | think action speaks louder
than words. Good teaching does not rely on a standard American accent in the

United States.

The challenge she faced was not so much that teaching opportunities werkt birite
that Hannah'’s prospective employers discredited her prior EFL teaclpegence and
considered her an unqualified ESL teacher for speaking and listening clasteseiue
slight accent when she spoke English.

The challenges that the participants faced in the ESL teaching professigee
both within themselves individually, i.e. doubting their own teaching ability, and
institutionally through the perspectives of others. The challenges that haugeem
within themselves will be discussed more in detail under the heading “classroom
challenges.” The institutional challenges so far have discussed diéfsctiie
participants faced within the recruitment process of obtaining ESL teachinigmos
and the obstacles they often encountered in seeking ESL teaching opportunities.
Classroom Challenges

While the classroom challenges that many language or content teachers encounter
may vary tremendously, there were several themes that echoed for teagdsll
nonnative English-speaking teachers faced in the ESL classroom. Allreeache
interviewed for this study indicated that students’ negative reactions andribysec
issues that arose within themselves were the main challenges thaticipaats cited.
Though some students’ demonstration of negative feelings toward nonnative £nglish

speaking teachers exhibited in various ways, one thing was clear: the stadeots

showed that they had a clear preference for native English-speakingrtedcherms
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of the insecurity issues, the participants often talked about their “languadjedyzs” in
the interviews and worried about how others, native English-speaking teauotiers a
students alike, would perceive them as competent teachers (Arva & Me@g9é, p.
366). It was also interesting to note that all participants at one point confesséebthe
of making language errors when teaching their ESL students in the ctas&®all the
participants, except Hannah, did not start learning English until their mcltbels
years, they considered English as their foreign language.

Despite the fact that there have been countless researchers arglemthat
native speaker does not automatically imply the ability to teach moreietfgcthere
are many students and teachers who still believe that native speakerseacétemor
than not supposed to have a clear advantage over nonnative speaker {(Padhpsen,
1992; Medgyes, 1994; Samimy & Brutt-Griffler, 1999). This study did not make an
exception. Three of the participants, Suzanne, Timothy, and Cathy, indicated that some
of their students reacted negatively to having nonnative English-speakshgrethat
the participants felt some kind of resistance from their students. Thesetstude
demonstrated resistance in a variety of ways. While most students showthoesin
subtle ways, Suzanne indicated that one student exhibited flagrant resistance by
requested to transfer to a native English-speaking teacher’s cksgstethe fact that
Suzanne spoke English with near-native accent and was fully qualified withex'mas
degree in TESOL, the student who requested to transfer did not even grant her an
opportunity to teach. Suzanne indicated that this kind of experience affected her
credibility and her future outlook as a competent teacher even though the convpki

not directed to her teaching ability.
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In addition, some of the students in Suzanne’s ESL classes showed more subtle
ways to demonstrate their resistance. For instance, some of the studentSh the
classroom exhibited intolerance for the teacher’s linguistic errors. Theipant felt as
if students were waiting for her to make mistakes to question her authority abex tea
and her knowledge of ESL contents. While Suzanne felt some of her linguistic errors
were common errors that even native speakers could make sometimes, she was very
conscious of her mistakes and was always quick to correct her wrong answersdf she di
make errors. She argued that because she was a nonnative English-dpaakig
some students had a tendency to make a bigger deal than what it was worth. Therefore,
Suzanne sensed that she had to be more conscious of her linguistic errors in the
classroom as students had a tendency to question her credibility if she did make error

Cathy also felt students were critical of her as a nonnative Engliakiisge
teacher especially because her students did not feel too different from lsewdéists
were also international graduate students attending a university in tieel States
similar to Cathy, she naturally felt some kind of resistance from her $sudising
aware of the similarities between her and the students, Cathy saidt shedequate
and uncomfortable as their instructor. Although Cathy was not the primary instructor
for the class, she could sense that she was being compared to the host instructor who
was a native speaker and other native English-speaking TAs in the classetbyn. C
explained that the course was designed to support each individual student by having
different TAs to work individually with his or her paper. It was obvious that most
students wanted to work with native English-speaking TAs as she did not receiwve man

requests to work with her during individual work sessions. On many occasions, she felt
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that she did not belong in the classroom as students resisted her presence and her
assistance.

Timothy, on the other hand, grappled with insecurity issues self-consciously when
students did not appreciate his presence in the classroom. When that kind of incident
occurred, he found himself doubting his own teaching abilities and made more mistakes
in his speech in the classroom. His feelings of insecurity echoed what THH883 (
had experienced as a nonnative teacher in her writing class. Thomas stated:

What should | think when a student tells me that he is only interest in taking a

reading and pronunciation class (which just happen to be taught by a NS) and not

a writing class (which happens to be taught by me)? Sometimes | findf myse

doubting my own abilities, wondering if | really am good enough. (p.10)

Because Timothy was teaching beginner level ESL students, students never openly
guestioned his teaching ability. However, he clearly sensed that studentedrefe
native English-speaking teachers to nonnative English-speaking teabhersever his
practicum professor visited Timothy’s class, many students were aibeaer to ask
guestions regarding language issues to the professor even though Timothy was the
instructor for the class. Although Timothy did not have ill feelings toward héests
about those situations, he commented that this uncertainty about one’s abilities ofte
damaged his own potential as a successful ESL teacher.

One of the insecurity issues that Hannah encountered in her ESL classroom was a
feeling of inadequacy. It was not that she initially felt incompetentichiag ESL
teaching, rather, her feelings of inadequacy emerged when her students gave the
message that they would rather be taught by native English-speakingrsedténnah

often interviewed new prospective students before they enrolled in her school. It was

during these interviews that the students spoke freely about their desire todearn f
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native English-speaking teachers. She argued that no matter how grephosv
excited she was about teaching certain concepts in her ESL classroowylghsot
help but feel inadequate and incompetent in front of those students in the classroom
when implicit messages are conveyed, such as during those interviews. Even though
these students in the interview sessions did not directly question her authority as a
language teacher because she was as a nonnative speaker, sadly, these stadents we
claiming that native English-speaking teachers are better langeageets just because
they are native speakers. It is through this kind of experience that Hannah faseltl her
doubting her own teaching abilities in front of those students who doubted her.
Similarly Thomas (1999) in her autobiography argued that when students hold
beliefs that they prefer native speakers it has a damaging effect on noteetivers
who start wondering if they are credible as teachers. While the pamntgipssecurity
issues emerged self-consciously or through the perceptions of others, it was #nte
the issues of insecurity and negative reactions overlapped with the institutional and
classroom challenges of the participants in the ESL classroom.
3. What approaches are used by NNESTSs in the ESL classroom?
The following table summarizes the survey results from the study of five
nonnative English-speaking teachers and their teaching approaches in the ESL
classroom. The results represent the researcher’s observation opinions about the

participants teaching practices in their ESL classrooms.
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Table 5

Observation Protocol Survey Results across Cases of NNESTs’ Teaching Practices

Strongly disagree------------------- Strongly agree

Likert SD D NAID A SA
Statement Mean SD 1 2 3 4 )
Sticks more rigidly
tolessonplan  3.40 .548 0% 20% 60.0 20% 0%
applies pair work
in class 4.60 .548 0% 0% 0% 40% 60%
applies group work
in class 4.20 447 0% 0% 0% 80 20%
prefers traditional
forms of teaching4.20  .447 20% 80% 0% 0% 0%
speaks most of
the time during
the lesson 2.00 .707 20% 60% 20% 0% 0%
is happy to
improvise 3.40 .547 0% 0% 60% 40% 0%
focuses primarily
on speaking skills4.00 .547 0% 0% 20% 60% 20%
puts more emphasis
grammarrules 2.20 1.78 60% 0% 20% 0% 20%
relies heavily on
the course book 1.80 .836 40% 40% 20% 0% 0%
corrects errors
consistently 1.80 .447 20% 80% 0% 0% 0%
uses ample
supplementary
material 4.00 .707 0% 0% 20% 60% 20%
provides extensive
information about
the Culture of
English-speaking
countries 3.00 .707 0% 20% 60% 20% 05

Note. There were five possibilities (a five-point Likert scalghwegard to each of the
statements: Strongly disagree (SD), disagree (D), neither agrdesagree (N/A/D), agree (A),
strongly agree (SA).

" The observation protocol has been adapted fromubstionnaire of Benke and Medgyes’ (2005) study.
Please refer to Appendix D for the survey.
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It is interesting to note that all participants 20% strongly disagmee@0%
disagreed with the statement that they prefer traditional forms of tgaartine ESL
classroom. The survey responses all in all did not vary considerably among the
participants, and the results coincided with the participants’ stated teg@gchaiges in
interviews and their actual teaching practices in the ESL classro@rvabens. The
majority of the characteristic features of the teaching practie¢svidre explored in the
survey indicate that all participants do not favor traditional forms of teachinipeuns!
more on speaking skills when teaching in the ESL classroom. In fact, the reshés of
survey indicate that the participants prefer using more authentic lessenmatsaiver
textbooks in the class to provide activities that are more student-centered and
communication-focused. The results of this survey complemented the datedathe
the interviews. This result is different from previous studies that have found that
NNESTSs are in favor of using traditional forms of teaching more than their cparite
(Arva & Medgyes, 2000; Benke & Medgyes, 2005; Reves & Medgyes, 1994). In all
cases, the researcher claimed that the participants used more noorhtbtms of
teaching by utilizing communicative focused pair and group work iE8leclassroom.

The discussion that follows provides a more in-depth look at the cross-case
analyses of the teaching styles and classroom practices of the five no&mafirst-
speaking teachers in the ESL classroom.

Teaching Style

Despite the fact that all participants learned English through traditvae that

focused on teacher-center learning, each participant’s teaching ssyfgedmminantly

student-centered in the ESL classroom. Furthermore, all participants vieweskhes
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more as facilitators rather than as authorities. Facilitators arevoéeed in the
classroom as guiding students to engage in the communicative activitiesdn the
activities students took more active role by participating and communicatihg i
target language because they had to negotiate meaning. There were lotsatfdnsera
among students and between the teachers and students as students needed to use the
target language to complete language activities that had been planned or improvised by
the instructors. There were ample situations where the participants gavesstudent
opportunities to express their thoughts and ideas on a regular basis. Hannah took it even
further and acted more as a passive participant in her classroom rathem Hedive
one by limiting her role as a teacher. Although she provided guidance whesargce
for students to successfully participate in classroom activities, thoe negponsibility
for her was to establish scenarios for students to promote communication. In other
words, she did not par take in any of the group activities but acted more agatdacil
in answering students’ questions and monitoring their performance.

Furthermore, all of the participants, with the exception of Suzanne, raiedy rel
on textbooks and instead used authentic language materials to teach the tgmgeelan
Some of these authentic language materials included pictures, newspafes, amk-
line resources, and real life scenarios to help students understand the concepgsethey w
learning in the class and to make learning more meaningful for the studenies ovhi
two out of five participants had actual written lesson plans and followed them, thre
participants indicated that formal lesson plans were mostly not crafteddbrlesson.
For these three participants, despite their lack of formal lesson planstithereated

some type of informal lesson outlines that had goals to accomplish in the classitdom
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planned lesson objectives and activities for each class session to ensure thatl they
productive classes that followed the curriculum guidelines of their schools.
Classroom Practices

The participants used a variety of classroom activities and instructiataysts
to teach their students, with the main focus being authentic communicative skills. F
instance, all participants frequently applied pair and group work regulardigsis and
often used ample supplementary materials to make learning more autonomous and
meaningful for the students. The majority of classroom practices integrateziaa
cooperative learning through pair and group work in order to engage studengstster
in the language content as well as the topic covered in the class. Despite all of the
participants having been mostly taught by lectures, none of the participantgeident
themselves as lecturers. In the interviews when the participantdedfimout their
language learning experiences, they often spoke of how unpractical trddnethads
had been for them because the methods were too structured and focused mainly on test
taking strategies.

Despite all of the participants’ stated aversion to the lecturing typstaidtion,
two of them used lecturing to some small extent in their instruction and further
expressed that, at times, lectures were necessary epfecigaching in EFL contexts.
However, in their ESL teaching contexts, all participants used a varietgssfabm
activities, such as discussions and group and peer activities, to make thelags®k c
highly interactive and engaging. These activities provided opportunities fstutthents
to interact and engage with one another in authentic communication. When students

worked in groups and pairs, all five nonnative English-speaking teachers acteasmore
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advisors not only to monitor the students’ understanding but also to guide and correct
when necessary.

While there were many similarities among the participants in teftheir
classroom practices, there were certain practices that were unique mwhevays.
For example, Cathy was adamant about using inductive learning for her stubents
she wanted to draw out her students’ own thinking. However, she indicated that
sometimes she sees herself resorting back to a deductive way of teasing@, u
lecture-style format. In order to ensure that her classroom practisedbeonsist of
only a lecture-style format, she expressed that she includes prompts thatgedtoura
students to discuss in pairs or in groups beginning of each of her lessons. To ensure that
there were meaningful conversations among their students, Timothy and Haathah us
authentic lesson materials, such as pictures, online resources, and studentdgenerate
guestions, to engage students in their ESL classrooms. Through these methods, they
encouraged cooperative learning by providing ample opportunities for students to
collaboratively work on negotiating meaning. Despite the fact that all thieipants
mostly received language instruction through traditional methods of teachmgffeir
past language learning experiences, they had no problem implementing studeneidcent
classroom practices that may have seemed unaccustomed to them.
4. What cultural experiences inform and/or influence NNESTSs’ pedagogical approaches
in the ESL classroom?

In regard to what cultural experiences informed and influenced the pe@gogic
realm of ESL teaching for the nonnative English-speaking teachers indtye tste

participants expressed that their understanding of their own culture assvatiiers
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allowed them to be open-minded to various ways of learning and teaching in the ESL
classroom. While the participants indicated that they do not particularly tetigrat
aspects in their ESL language teaching as they do not want to generaliantiffe
cultures, they allowed and welcomed their students to express their thoughts and
perspectives of their own culture to open up dialogues and to compare it with their
target culture through projects and classroom activities in the classroom.

As most nonnative English-speaking teachers are often bilingual or muliling
the participants felt that their understanding of their own cultural diffesshelped
them easily appreciate students’ different cultures to provide culturatipatible
instruction. With a broader worldview of students’ diverse linguistic and cultural
understanding, the participants in the study indicated that they had the ability to
understand and respect students’ diverse backgrounds to interpret their own subtle,
multidimensional, and nonverbal communication in the ESL classroom. For example,
Timothy argued that his understanding of Asian culture inspired him to incorporate
activities that are more appropriate for Asian reluctant speakers in hisl&SL He
created classroom activities that made everyone participate inggmgds, rather than
as one whole group, to guide those timid students to express themselves without feeling
embarrassed. Suzanne, on the other hand, made an effort to open up dialogues to
discuss cultural differences and similarities of varied countries to allalests to feel
welcome with providing their own understanding and knowledge of their culture. She
went further to incorporate class projects that allowed students to resdarstation

about a cultural topic to explain how different and similar the topic was viewedrin the
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cultures compared to the American culture. For example, in explaining how healult
experiences are helpful to her in teaching E&ie commented:

Being from another culture allows me to expect and understand what students

have to deal with when they first move to the United States. So, it is helpful to

introduce some cultural differences and allow students to talk about them. It is an
interesting topic for students to talk, read, and write about. For example, | have
class projects where the students will do research about various cultural topics.

The students need to use the language they learned to explain how different or

similar these topics are viewed from their cultures and compared them to the

American culture.

Amanda also inquired about different cultures of other countries when her lesson
focused on interesting places students have been in the world. She welcomed students’
perspectives of their cultural understanding of those places and asked thera to shar
their knowledge with their classmates by using language expressions thatémave be
covered in the class.

All'in all, the participants in the study indicated that acknowledging their own
linguistic and cultural differences helped to have not only respect and apiore&or
students’ diverse backgrounds and cultures, but also allowed them to include diverse
ways of teaching that are more culturally appropriate for their studentpaftm@pants
agreed that this appreciation and understanding of cultural diversity in the ESL
classroom was essential not only to empower students to build on what they already
know (Cummins, 2000) but to enhance their ESL teaching as well, especially when
there are multiple cultural groups of diverse students in the ESL classroom.

5. What linguistic experiences inform and/or influence NNESTSs’ pedagogical
approaches in the ESL classroom?

Through careful analysis of interview transcripts, the data suggestateatst

another factor other than the participants’ educational and cultural backgrbands t
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guided NNESTSs’ pedagogical approaches in the ESL classroom. For the patgigipa
this study, one of the greatest factors that impacted their classrodmgzacas their
prior linguistic experiences in learning the target language. Looking b#okiat
linguistic experiences, all of the participants eloquently shared thsiwndr
experiences with the unsuccessful and successful ways they were tauggt. Bvilgile
all of the participants talked about the poor methods that were utilized in thee nati
EFL classrooms, they all have succeeded in becoming successful, proficieets.2 us
As these teachers have been down the difficult roads of becoming successtid, 2 us
they could clearly sympathize and feel empathy for their ESL studenkeitreSL
teaching, one of the critical elements that all of the participants mddtiche
classroom was being patient and providing lots of extra time for slow Ilsamer
sharing her feelings about being patient with her students, Cathy commented,
| didn’t realize how patient | was until other people pointed out for me. All | did
was just patiently waited and listened to my students. | know how it can be
stressful to learn languages and frustrating sometimes. As a teachdsaho a
overcame those difficulties and challenges in learning another languagays alw
want to give my students hope that they can also learn.
Similarly, Suzanne, Hannah and Amanda talked about how being nonnative speakers
meant that they would always be considered life-long learners. As a result, they
indicated that they could always understand the frustration and the difficuliires the
language learners may encounter in the ESL classroom. Regarding thrs Tinatbéhy
further stated, “I think | have more understanding of ESL learners’ language
developmental stages because of my own language learning experieetthis fiind

of compassion will help me to teach ESL students better by implementing issdted

can help them in the classroom.”
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Even though all of the participants did not appreciate how they have been taught
English through traditional language approaches in their native countries, dheyt di
just stop at voicing their frustration. The participants indicated that they husiegtior
linguistic experiences to reflect the issues with the teaching apeo#ddt they have
encountered and endured to create new pedagogies in the ESL classroom. pla, exam
Amanda expressed that it was the way she learned the target languagéptthhhbr to
diverge with her current ESL teaching in the classroom. She felt that thentpatyles
of her prior teachers in her country were too structured, using set textbooksrehat we
tedious with lots of exercises, focusing solely on rote memorization. Refjextiher
learning experiences, Amanda learned not to incorporate what she did not enjoy as a
second language student. In observation of her class, Amanda used authentitsmateria
to promote spontaneous language activities that pertained to students’ interests

Timothy also revealed that he was not pleased with traditional grammar
translation and audio-lingual methods. Thus, he felt incorporating a communicative
language teaching approach was vital in teaching a second language ldsdnisom,
Timothy often used a variety of resources such as pictures, internetcessour
PowerPoint presentations, and interactive activities in addition to a textbook tgeenga
students with language contents. He used these materials not only to engage students i
learning the target language but also to encourage students to carry on méaningf
conversations in the classroom. It was important to Timothy to reinforce student
attempts to speak and encourage them to participate through using authesrtedsnat

and activities.
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All of the participants shared their unpleasant memories of learning Emglish t
they feel contributed tremendously to how they currently teach in the ESL classroom.
These instructors stated that their past language learning experieleaasioig
through traditional teaching methods (audio-lingual and grammar translatibadsk
were the greatly influenced their ways of learning and teaching. Tdrepeage
learning experiences provided contexts to which the methods of language leareng w
used and provided a solid basis from which to develop further as a language teacher.
Although most of their language learning experiences were not positive, thegdutil
both negative and positive aspects of language learning experiences to come up with
methods that were conducive to their ESL students. Therefore, they contended that
being reflective of the methods to which they had been exposed helped them create
alternative pedagogical approaches that were conducive to their EShtstude
6. What educational experiences inform and/or influence NNESTSs’ pedagogical
approaches in the ESL classroom?

All of the participants asserted that their M.A. programs in the United States
played a critical role in guiding their teaching style in the ESL classrblatonly did
their educational experiences in those programs provide the participantsswiith a
foundation in language theory and practice, they argued that they would not have
discovered other approaches to ESL teaching if it was not for their educational
preparation at their graduate programs.

Cathy eloquently expressed her feelings regarding her educational meparie
her M.A. program in the United States and the impact it had on her teachinggstactic

If I didn’t receive education from this M.A. program, | would not have known any
other approaches to teaching other than a deductive approach where | am most
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familiar with. If people don’t know other ways to teach then they would teach
based on what they know so | think my educational experience here in the U.S
tremendously influenced me.
Timothy further indicated that his M.A. program was very helpful for ESLhiegc
because he learned different teaching methodology not only theoreticallgdut al
practically when his professors practiced the methodology in his classexdrple,
during one of the interviews, he stated:
| think | am much more prepared as an ESL teacher than before and definitely
more as an EFL teacher due to my educational experience from the States. |
was able to see and learn from my professors because they practiced those
approaches in the graduate courses.
Suzanne also agreed:
My graduate program helped me a lot in teaching ESL. | learned a lot about the
theoretical foundations of teaching and about our second language learners. The
program focused both about how to teach ESL and how to train ESL teachers to
teach ESL students.
Without their educational preparation, the participants commented that they woelld hav
taught English in the same way they were taught as students, relying omadaienial
methods than communicate approaches. Through the educational experiences in their
M.A programs, the participants were able to reflect on their ways of leamihg a
teaching ESL in order to question and to compare the similarities and difference
among varied approaches to ESL teaching.
Although all of the participants indicated that they did not enjoy learning Englis
through traditional methods, they realized the importance of understandingrdiffer
teaching contexts in order to value what approaches are necessary and dppnopria

those contexts. Regarding this point, Cathy stated:

If I teach in Japan where a teacher-center style is the norm, | would not use the
same approaches that | have been using such as group and pair work in the ESL
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classroom. | believe the purpose of learning English is a lot different in.§e U
versus in Japan. | feel | need to adjust my teaching approaches depending on my
teaching contexts to help students get most out of their learning.
They all contended that this wisdom would not have occurred if it were not for their
educational preparation through their graduate studies in the United States.
Summary of Chapter

This chapter has outlined in considerable detail the data collected through in-
depth interviews, email communications, classroom observations, and the lesson
documents of case-by-case analysis results on five nonnative Englismgpeakhers
and how their experiences informed their pedagogical approaches in the E&oofass
The chapter also presented cross-case analysis results of the chaNIBEeEs faced
in the ESL teaching profession and the kinds of experiences that influenced their
classroom practices. The first section of the chapter provided the background
information of the five cases who are working in college-level intensive E&jrams.

Each individual case began with a profile that provided information on the participant’s
language learning and teaching experiences in ESL and/or in EFL cootprbsite

an understanding of the participant’s educational, linguistic, and professional
backgrounds.

The second section of this chapter presented a brief description of the research
site and classroom context of each participant and provided depiction of the pedagogica
approaches each teacher used in their ESL classroom. This section alseeéxhem
kinds of influences that informed the participants’ ESL teaching in the classeoom a

well as the challenges that each participant faced in the ESL teachingijomofes
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Finally, the third section presented a cross-case analysis of aldbhaesults,
organized around the study’s research questions.

Although there were similarities and differences among the five nonnative
English-speaking teachers in terms of their experiences and challengestudy, one
thing was clear: all participants identified significant linguistdyaational, and cultural
experiences that guided their pedagogical approaches in the ESL classrepite the
fact that all the participants experienced learning the target laadgiagigh traditional
methods of teaching, they all utilized similar classroom practices dratmwore
student-centered and valued teaching ESL non-traditional ways, emphasizing
communicative language approaches. Furthermore, various challenges of theveonnat
English-speaking teachers have been documented and compared among the five cases
However, the key theme that echoed in the challenges faced by the particiasitist
they often questioned their teaching credibility in the ESL classroom.

The final chapter will feature a discussion of the key findings in the contthe of
research literature. Both the theoretical and practical implicatiomesé results will

be drawn and considerations for future research will also be presented.
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Chapter 5: Discussion of Findings and Implications
Introduction

This case study has explored the kinds of experiences that have influenced five
nonnative English-speaking teachers’ (NNESTSs) pedagogical approachesknglish
as a second language (ESL) classroom and the challenges they facd€iSh the
teaching profession. The cross-case analyses in the previous chapter ceatbhetv
the participants’ past linguistic, educational, and cultural experiences irdhidiogy
they implemented classroom practices and how they approached their dgjoge in
the classroom. Despite the varied experiences they encountered while beE&hing
teachers, all five NNESTS stated that their linguistic, educational, andatult
experiences impacted their ESL teaching in the classroom. In addition, tiepre
chapter addressed the various, and varied, challenges the participanta thec8SL
teaching profession and the effects these challenges had on the participants.

This final chapter will summarize and discuss the major findings thagedher
from the data, presented in the context of the theoretical research that informed the
study’s conceptual framework. The limitations of these findings will alsalteeased.
This chapter will then explore implications that have been reached by examining the
results of this study in conjunction with the findings of existing literature fzad t
theoretical framework. Finally, directions for future research will be geuli

Summary of Key Findings and Discussion

Data sources for this study included transcripts from in-depth intervietiedhka

place prior to and after the classroom observations, classroom observation ne¢gs, sur

observation results, documents provided by the study participants, such as lesson
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materials, course books and handouts prepared for students, and email correspondence.
The use of a variety of data sources provided a means of triangulation (M&9R8).
Key findings are presented and discussed in the context of both the theoretatal&ter
and examples from the data.
Finding 1: Past Linguistic, Educational, and Cultural Experiences Inform Pedagogy
Freeman and Johnson (1998) argue that what teachers know about teaching is
“largely socially constructed out of the experiences and classrooms from waattets
have come” (p. 400). In other words, they contend that much of what language teachers
know about teaching derives from their past experiences as students, as language
learners, and as language teachers. Tobison (2002) also evidenced Freeman and
Johnson’s argument when she stated in her own narrative inquiry that:
| remembered Mrs. Jones, who set up our advanced placement English class in a
circle, making herself a participant in, rather than the leader of, dETusss.
Birge also came to mind. She had taught me Latin for two of the three years of
my study, and it was through her that my thirst for language emerged.... | wanted
to emulate these teachers in my own pedagogical style, drawing fronthlhem
qualities | most admired and leaving their not so admirable traits to memory. My
classroom recollections were not always pleasant. The embarrassettenheh
my AP chemistry teacher publicly ridiculed my long, overly poetic exam asnswe
stuck with me. My students would not be subject to this type of instruction. (p.
165-166)
Tobison’s inquiry demonstrated that as a teacher she knew that how she approached
teaching in the classroom was socially constructed and largely influepdest bwn
lived experiences as a student. Similarly, the data collected in thissstpdgrt
Freeman and Johnson’s argument, but also particularly demonstrate that the

participants’ pedagogical approaches are heavily impacted by their bathepasd

negative linguistic, educational, and cultural experiences.
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Even though all of the participants grew up in various countries, had different
native languages, and learned English in different environments, they aidsser
their interviews that their lived experiences as second language leafhe¥saed their
current pedagogical approaches to language teaching in the ESL classroom. For
example, in describing how his past linguistic experiences influenced his current
pedagogical approaches, Timothy said:
There are about 20 students in my ESL class. As | was observing their stiioggle
learn English, I immediately felt deep compassion for them, and | wantetpto he
them the best way | could. Being a second language learner myselfjdrpasit
myself as a student, not as a teacher as | thought about how to help them. | knew
that could help me to facilitate students to learn more efficiently. My epess
as a second language learner are incorporated in teaching ESL. Though these
experiences are good or even bad sometimes, | try to incorporate what | lear
from those situations to come up with teaching methodology that is appropriate
for my students.
Similarly, Lee and Lew (2001) reported that nonnative teacher trainestednn a
Master of Arts program in TESOL “unanimously agreed that the most valissaeia
their experience as learners of English” (p. 146). They presented theirigllow
guotation from one of their participants who believed that her linguistic expesienc
positively impacted her lesson planning: “I can understand and feel what the professo
is saying about the theories, and | can put myself into the learners’ shoesamhen |
preparing a lesson plan” (p. 146). Resembling the participants in the Léewisd
study, when teaching ESL, all teachers in the current study indicated thdtehey
upon their language learning experiences and educational backgrounds to guide and
inform their pedagogy in the classroom.

Analyzing the interview transcripts of all the teachers, the partisipatie

study specifically elaborated on their language learning experiences/tdgpcontexts
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to which their methods of language learning were used and indicated that thieupre
experiences provided a solid basis to develop further as a language teacherhAlthoug
most of their language learning experiences were not positive, theydibbzie
negative and positive aspects of their language learning experiences topcwiitie
methods that they feltere conduciveéo their ESL students. For example, in explaining
her approach to ESL teaching utilizing her own lived experiences as an E&dr lear
Amanda commented:
My former teachers used too structured ways of teaching. They used set books
that were very tedious with lots of exercises, and they focused on rote
memorization on grammar rules and passages. | think it was the way | learned a
language that helped me the way | teach right now. Because | didn't like the
behaviorist model of teaching, | vowed not to have my classes too structured. |
learned from my former bad and good English teachers by not incorporatihg wha
| didn't like but incorporating what I liked when learning English to help me teach
my students.
In addition, the participants in the study believed that their educational
experiences in English-speaking countries inspired their pedagogicahelpesan the
ESL classroom. Three of the five participants specifically recdilgvthen they
arrived in an English-speaking country for the first time, they felt iqaate since they
could not successfully communicate with native English-speakers. It veagyththis
experience they realized that one of the fundamental components for learning a
language should be the ability to communicate competently in the target lango@ge. T
participants then modified their teaching method to accomplish this goal. As Jimoth
explained:
In the EFL teaching situation, the context is very different in terms of their
cultural elements. There are also many obstacles in practicing the {cocative
language teaching] CLT in an EFL class. The teacher has more authdrity an

students are not active in the class activities. Even though | didn’t learniEnglis
through CLT approach, | would definitely adapt the CLT approach to the EFL and
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ESL situations as much as possible because language learning is achieaadd by r
communication, not through text books only. So, I try to use CLT approach as
much as | can in my current ESL classroom. It is very important for ESL students
to communicate with English-speaking people. | would not want my students to
go through what | went through when [ first came to the United States.

While all teachers similarly demonstrated that their use of alternasigking
approaches derived from their past linguistic experiences, they also éadibat they
could not have generated different methods of teaching without having gone through
educational programs in English-speaking countries. All teachers indicatembitig
through their master degree programs in TESOL education or in related fields of
education in the United States forced them to reflect on their own languagedeardin
teaching experiences, which allowed them to construct their own understandingt of wh
constituted ESL teaching. In such programs, the participants were able taea@mgpa
contrast their learning experiences to create a “new sense of meadisig@ificance”
and to take appropriate teaching action in their ESL classrooms (Clandinin & Gonnell
2000, p. 42). Reflecting on her linguistic and educational experiences, Cathy provided
this response about how they were influential in teaching her own class:
In Japan, | was in a very traditional classroom where the teacher washbetg
figure. A teacher would just have a lecture, and students will take notes from that
kind of environment. So | know that affected my teaching in a way. To me
inductive learning is important. So | intend to take a learner center approach.....
However, sometime | found myself being very deductive, doing a lecture like
presentation. So for me, to ensure | use a learner center approach, basically
have or | normally give them some prompts that encourage students to have a
discussion in class. If | didn’t receive education here in this M.A. program, |
wouldn’t know how to do that. Because a deductive approach is the only one |
knew, if you don’t know any other way or have other knowledge, you would start
teaching based on what you know. Having gone through this education system
helped me think about my past experiences in learning English. | think eventually

that helped me come up with ideas what | can do in the classroom.

Regarding this point, Hannah further commented:
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My teaching methodology comes from my professors’ instruction in my graduate
program as well as my own learning and teaching experiences. | combine all of
them in my class. If there is really a hard concept that | want to teastuadsnts,
then | use my own experience to come up with an idea. How did | learn this?
Then, they usually get something from it.
It was through this process that the participants also learned what wasamport
language learning and also deepened their understanding of what was faulbeivith t
countries’ educational systems. It was their exposure to different leamdhgpaching
contexts in the American higher educational system that afforded themewtideas
for pedagogical approaches that were relevant to their ESL classrooms.

Thus, the findings in this research are grounded in Dewey’s (1938) educational
philosophy, which maintains that teachers build their knowledge in classrooms through
reflecting on their experiences in social contexts by making sensenofti taking
appropriate actions. Deriving from Dewey'’s theory, Freeman and John (199&Ylsimil
contend that “teachers are not empty vessels waiting to be filled with thabasid
pedagogical skills,” but that they have prior experiences, cultural and pevatred
that inform and shape their pedagogy (p. 401). The fact that the participants have
utilized both negative and positive language learning and teaching experienaas appe
to support what Dewey (1938, p. 87) suggests about the importance of viewing teaching
and learning “as a continuous process of reconstruction of experience” in which “ever
present experience [is] a moving force in influencing what future experianités.”

In such conceptualization, the processes of teaching and learnisgcaky negotiated,

and continually restructured within the classrooms and schools through varied

experiences in social contexts (Vygotsky, 1978; Wenger, 1998).
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While scholars have argued that pre-service teachers who come to the art of
teaching with little cross-cultural experience and knowledge may not only be i
prepared to teach, they may also have limited visions of what cultural teaclaig ent
in the classroom (Fox & Gay, 1995; Ladson-Billings, 1999; Nieto, 2000). Being
NNESTS, the participants in the study have had personal experiences in dursd-cul
issues since they are culturally and linguistically diverse individualslaadhave
varied ESL and EFL teaching experiences. As a result of these experikaces, t
participants did not have any problem appreciating and acknowledging their students
different backgrounds. In fact, this understanding has influenced the rea®h of E
teaching in their ESL classrooms. For example, the participants expressbeitha
understanding of their own culture, as well as others, allowed them to be open-minded
to various ways of learning and teaching in the ESL classroom. The followingpexce
from Timothy's interview transcripts is an example of how he was able gratee
cultural knowledge into his ESL instruction.

My Korean cultural experiences are incorporated in teaching ESL. With

understanding of various cultural differences among students in ESL classrooms

| try to create appropriate activities to ensure that there is culturasiiyjvand

cultural understanding in teaching. For example, some Asian ESL learaers

more reluctant in expressing themselves compared with other cultural ethnic

groups, such as South American students. So, | come up with group activities to
direct them to participate in the activities by not making them feel enslsada

As most nonnative English-speaking teachers are often bilingual or multilingua
the participants similarly maintained that their understanding of theiccaltural
differences helped them easily appreciate students’ different auttuprovide

appropriate pedagogical approaches in their ESL classrooms. The fimdimgsistent

with several previous studies (Amin, 2004; Kamhi-Stein, 1999; Medgyes, 1994) that
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found that NNESTS’ experiences as ESL learners positively impactedeheting

ability because they had a “privileged understanding” of the potentiaidirgand

cultural issues of their ESL students (Tang, 1997. P. 578). For example, Amin’s (2004)
study of minority immigrant women teachers of ESL reported that sin¢eSVhl are
multilingual and familiar with a number of cultures, they are able to use thd#eegua

to implement “successful pedagogical strategies” conduciveeto ESL students (2004,

p. 69).

It appears that the participants’ broader and reflective worldviews ofitieeir
linguistic, educational, cultural experiences help them not only to have patiehce a
appreciation for students’ diverse backgrounds, but also to include diverse ways of
teaching that are more linguistically and culturally appropriatentar ESL students.

As Dewey (1933) argues, when teachers reflect on their experiences astibfytheeir

own assumptions as they uncover who they are, where they have come from, and what
they know and believe, and why they teach as they do” (Johnson & Golombek, 2002, p.
5), they more fully recognize the contexts in which they teach and are ahknigec

the conditions and take appropriate actions in educating their students.

Often times, the participants expressed that they understood their students’
linguistic and cultural difficulties in learning English as they had also goderthe
process of learning the target language. As a result, the participardd durethey
provided more time for struggling students and structured different strategielsance
their students’ learning in the classroorhus, the findings suggest that NNESTSs’
reflection of past linguistic, educational, and cultural experiences playtanmpooles

in the ESL classroom because they inform and guide the NNESTSs’ pedagogical
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approaches accordingly and appropriately so that they are better abisttthass
diverse students in the ESL classroom. In that sense, this study suggests t8at NNE
teachers’ experiences need to be recognized as legitimate knowledge hieenodten
shape and change teachers’ existing knowledge, beliefs, and classroomgractice
(Cochran-Smith & Lytle, 1999; Freeman, 1998; Schon, 1995).
Finding 2: Challenges Still Exist Ubiquitously

The challenges faced by nonnative English-speaking teachers have bheen wel
documented throughout literature (Amin, 1999; Brain, 1999; Kamhi-Stein, 1999; Liu,
1999; Llurda, 2005; Thomas, 1999). For example, prior research has shown that
NNESTSs face many difficulties in the TESOL field, ranging from emmlewt issues
(see Flynn & Gulikers, 2001), invisible power relations (see Liu, 1999), and ingecurit
as NNES teachers (see Tang, 1997; Thomas, 1999). It was hoped that the challenges
NNESTSs faced would perhaps abate in recent years since the emergence f NNES
issues has increased a greater understanding of NNESTs in the TESOL field.

However, the data in this study showed that the challenges still existed
ubiquitously among NNESTSs in the ESL teaching profession and these dificuéie
not always innocuous. Specifically, the data evidenced the following challzoyes
NNESTSs: discriminatory hiring practices (see Mahboob, 2004; Mahboob, Uhrig,
Newman, & Hartfort, 2004); issues of credibility (see Amin, 1999; Thomas, 1999); and
preferences for NES teachers (see Lasagabaster & Sierra, 2005).rRplegxae
participant explained that she was deemed an unqualified language teacheakargs
classes due to her slight accent. Also, her previous teaching experiencesatnveer

country would not be counted when determining her teaching level in the United States.
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Even though she has had over ten years of EFL teaching experience, language
institutions told her that if she were hired they would pay her at the lowestglaydsie
to her lack of ESL teaching experience.

Despite the TESOL organization’s explicit opposition to hiring practices that
discriminate against nonnative English-speakers, the finding of thisckseagests
that many English language teaching (ELT) administrators stithgde marginalize
nonnative English-speaking teachers. As it was evidenced from the currentistudy, t
participant’s qualification, ability, and EFL teaching experience weligtlefvalue
when it came to determining her teaching level and pay scale. Furthethes® same
institutions told the participant that due to her slight foreign accent she would be
deemed an unqualified language teacher for speaking classes. When thedensstitut
plainly disregard NNESTs’ EFL teaching experience and discriminatesag@achers
who have accents, they are indirectly supporting the notion that native speakasteache
are indeed more qualified language teachers solely based on their “birtheigtality”
(Thomas, 1999, p. 9). In this mentality, a nonnative speaker teacher is invariably
measured against a native speaker teacher who has acquired the targgelaagua
birthright. More importantly, when institutions disregard NNESTs’ EFLhear
experiences, they are marginalizing NNES teachers who could potentialiypatant
their rich multicultural and multilingual experiences in the ESL classroom.

Even though there have been countless researchers arguing that being a native
speaker does not automatically imply the ability to teach more effggtihes study
also demonstrated that there are many students and ESL professionaldl wélkese

that native speakers are more often than not supposed to have a clear advantage over
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nonnative speaker teachers (Phillipson, 1992; Medgyes, 1994; Samimyt&siffler,

1999). For example, three of the participants indicated that some of their students

reacted negatively to having nonnative English-speaking teachers thattibipants

felt some kind of resistance from their students. While these students detednstra

resistance in a variety of subtle ways, a student of Suzanne exhibitedfleegistance

by requesting to transfer to a native English-speaking teacherss Slaganne

eloquently described her experience by stating,
[The student] is not doing well in my class. This could be because she is working
and taking care of different things at the same time. However, she blames me f
her not understanding and not improving because of the fact that | am not a native
speaker. She asked my school to change the teacher in the class... Suddenly, it
feels like no matter what | do, | will always be viewed as a nonnative speaker
teacher who is less qualified to teach because of that.

The student’s reaction indicates that she believed that only native speakerksbf Eng

could teach that language. In second language pedagogy, the linguistiityaoftthe

native speaker has been bolstered by Chomsky’s (1965) linguistic theory ohthe ter

native speaker and competence. As defined by Chomsky, a native speakegahgdan

is an “ideal speaker-listener, in a completely homogeneous speech community, who

knows its language perfectly” (p. 3). Though Chomsky never expanded his theory into

its potential pedagogical implications for native speakers or nonnativeeteach

Canagarajah (1999) asserts that Chomsky’s mere proclamation that the pesdiker $s

the authority portrays the native speaker as the “ideal informant” who has “an

understandable advantage” in language teaching (p. 78). Because of this theory, in

second language teaching, there is this “birthright mentality” that givesime thative

speaker fallacy that only native speakers of English have the abilityctottea

language (Thomas, 1999, p. 9).
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While the participants reported that they did not have any qualms about teaching
ESL in the United States, as they all had tremendous experiences in Bithgeac
spanning from four to twenty years, they all felt insecure in seeking E&hinga
positions. The participants stated that they often felt uneasy with how program
administrators and students would perceive them and further worried selfecmhgci
that they would not be considered competent teachers due to their inherent “Gnguisti
handicap” (Medgyes, 1994, p. 103). While Suzanne, Hannah, and Amanda did not
encounter specific difficulties in obtaining ESL teaching positions, TimatdyCathy
did. They voiced that the prospects of obtaining ESL teaching positions were much
more difficult in the United States than in their native countries due to theis stsit
NNESTSs. Not only did they feel it was a challenge to obtain an ESL tegobsiigpn,
but they also sensed that there were simply not a lot of ESL teaching opporfonities
nonnative English-speaking teachers in the United States. Even though the faculty
members in their master degree programs were supportive of their stuicie)y, in
particular, indicated that he often felt that there was no encouragement tdoaiBL
teaching positions.

The challenges that the participants faced were not limited to the dnstongi
hiring practices or the lack of teaching opportunities. The participants afted fssues
of credibility that challenged their teaching ability because of theial, ethnic, and
linguistic backgrounds (Amin, 2004; Thomas, 1999). Amin (1997; 2004) makes it clear
that when students and program administrators give the subtle message yhat “the
consider their teacher to be a nonnative speaker of English and therefore one who

cannot teach them the English they want,” NNESTs are unable to effectiveljatea
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teacher identity of that of a competent teacher (p. 581). In this regard, Amin (1997)
stated:

When the students give the message, that they consider their teacher to be a

nonnative speaker of English and therefore one who cannot teach them the

English they want or feel they need, minority teachers are unable to etfective

negotiate a teacher identity. In such a classroom, minority teachers, eo moait

gualified they are, becomes less effective in facilitating their studanigliage

learning than, perhaps, White teachers. (p. 581)

Four of the five participants in the study indicated that when students did not
appreciate or questioned their presence in the classroom, they found themselves
doubting their own teaching abilities and made more mistakes in their speech in the
classroom. These feelings of insecurity echoed what Thomas (1999) had exguksienc
a nonnative teacher in her writing class. Thomas stated:

What should | think when a student tells me that he is only interested in taking a

reading and pronunciation class (which just happen to be taught by a NS) and not

a writing class (which happens to be taught by me)? Sometimes | findf myse

doubting my own abilities, wondering if | really am good enough. (p.10)

The participants argued that no matter how prepared or how excited they were about
teaching certain concepts in their ESL classrooms, they could not help but feel
inadequate and incompetent in front of those students in the classroom when implicit
messages are conveyed. Hannah provided the following response:
When | interview potential students for [my] school, they say things likerfiec
to the U.S. because | would like to talk more to native speakers. Native speakers
will help me a lot.” They don’t complain if NNESTSs teach them, but it is difficult
for me to feel that | am a competent teacher in front of those students when they
don’t perceive me as such.
Similarly, as Amin’s (1997) study and Thomas’ (1999) autobiography illustrated tha

when students prefer native speakers, it has a damaging effect on nonnatiws teache

who start wondering if they are credible as teachers. This currentadtady
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demonstrated that the challenges NNESTSs face are real and unfortunaeiynasm
can be detrimental to their ESL teaching profession as other studies tertee
have suggested. While the participants’ insecurity issues as well asues of
credibility emerged self-consciously or through the perceptions of others éwdent
that the challenges NNESTSs faced in the ESL teaching profession gpeestilent to
this day and often mirror similar experiences that minority tead¢heesin the teaching
field (Amin, 1997; 2004).
Finding 3: NNESTs Do Not Prefer Traditional Teaching Approaches

Previous studies have shown that native speaker (NS) and nonnative speaker
(NNS) teachers have distinctly different teaching approaches or behavianguage
classes (Arva & Medgyes, 2000; Benke & Arva, 2005; Medgyes, 1994). For example,
these studies identify NESTs as being informal and flexible, using diffexehniques,
methods, and approaches in the teaching of ESL while NNESTSs rely mostly on
textbooks, utilizing traditional forms of teaching that focus more on structursahles
plans and teacher-centered learning. Table 4 illustrates some of theargnifi
differences in teaching behavior found between NESTs and NNESTSs in Medgye’s
(1994) previous study. The results of the present study did not corroborate many of the
previous findings in Medgyes’ study (1994).
Table 6

Perceived differences in teaching behavior between NESTs and NNESTSs that have been
found in Medgyes’ Study (1994)

NESTs NNESTs
Adopt a more flexible approach Adopt a more guided approach
Are more innovative Are more cautious

8 Only listed those teaching behavior that pertaiieithis current study.
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Are less empathetic Are more empathetic

Focus on Focus on

fluency accuracy

meaning form

language in us grammar rules

oral skills printed words
Attend to perceived needs Attend to real needs
Are more casual Are more strict
Prefer free activities Prefer controlled activities
Use a variety of materials Use a single textbook
Tolerate errors Correct/punish for errors
Supply more cultural information Supply less cultural information

Note. For the completed teaching behavior between NESTs and NNESTSs, pkease s
Medgyes (1994).

In reviewing the survey results of this current study on five nonnativesBngli
speaking teachers and their teaching approaches in the ESL classroom, it was
interesting to note that of all participants 20% strongly disagreed and 80%edi$ag
with the statement that they prefer traditional forms of teaching in theceS&room.
The survey responses all in all did not vary considerably among the participahtise a
results coincided with the participants’ stated teaching practices in evesrand their
actual teaching practices in the ESL classroom observations. The mdjtinigy o
characteristic features of the teaching practices that were eXjphaitee survey
indicated that all of the participants do not favor traditional forms of teaching,dus fo
more on communicative skills when teaching in the ESL classroom. In facestiiesr
of the survey indicated that the participants preferred using more authertit less
materials over textbooks in the class to provide activities that are more sted&red
and communication-focused. The results of this survey complemented thattiated

in the interviews.
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In all cases, the researcher in this current study claimed that tilcgppats used
more non-traditional forms of teaching by utilizing pair and group work in 8ie E
classroom and adjusted their classroom practices to meet the needs ofltheir ES
students. For example, many of the participants’ planned and improvised estivéti
required interactions in the target language among students and betageandand
students. Furthermore, the participants indicated that they encouraged tlssierppt
thoughts and ideas from their students on a regular basis to ensure that thipafeatti
actively. This also allowed the participants to better understand their studéms i
classroom. This practice was evident during observations because students often
responded spontaneously to questions posed by the instructor or fellow classmates.

Despite the fact that all participants learned English through traditvaye that
focused on teacher-centered learning, each participant’s teaching style wa
predominantly student-centered in the ESL classroom. Furthermore, all patticipa
viewed themselves more as facilitators rather than as authoritidltak@si are often
viewed in the classroom as guiding students to engage in communicative activitie

The participants used a variety of classroom activities and instructi@taysts
to teach their students, with the main focus being on authentic communicative skills.
The primary objectives or goals under this focus are to improve students’gpanéli
listening skills. In order to accomplish these objectives, the participalzsditi
authentic reading and listening materials that included audio and on-line video
resources. For instance, all of the participants frequently appliedngiagraup work
regularly in class and often used ample supplementary materials to malkegeaore

interactive and meaningful for the students.
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To further accomplish the objective to teach communicative skills, theityajor
classroom practices integrated active and cooperative learning throughgagiroup
work by utilizing discussion strategies and interactive language prongtddr.giving
opinions, asking questions, and so on). These practices engaged students’ interests in
the language content as well as the topic covered in the class. Despaiet thatfall of
the participants were mostly taught by traditional methods of lecturexeie teacher
was perceived as the authority in the classroom, none of the participants identifie
themselves as lecturers or traditional teachers. The results oltthysstgated previous
findings in which researchers argued that NNESTSs tend to prefer traditiomal ¢or
teaching while NESTs adopted a more flexible teaching (Arva & Medgoés),

Benke & Medgyes, 2005).

All of the participants, with the exception of Suzanne, rarely relied on textbooks
and instead used authentic language materials to teach the target langoegef S
these authentic language materials included pictures, newspapesadicline
resources, and real life scenarios to help students understand the concepese¢hey w
learning in the class and to make learning more meaningful for the studenies ovini
two out of five participants had actual lesson plans and followed them, three
participants indicated that formal lesson plans were mostly not crafteddb lesson.
For these three participants, despite their lack of formal lesson plapstill created
some type of informal lesson outlines that had goals to accomplish in the classidom
planned lesson objectives and activities for each class session to ensure thatl they

productive classes that followed the curriculum guidelines of their schools.

178



As the participants indicated that they believed being flexible in theatasss
an important component in teaching ESL, they similarly stated that even thoygh the
had lesson objectives and planned activities to accomplish their lesson goals, it was
more important for them to listen to their students and to make adjustments astoeede
focus on individual student needs. In the literature, Schon (1983) identifies this type of
instruction as reflection-in-action because in this mode of teaching, teadten
closely monitor their students and make necessary adjustments based on th& student
needs. If it is determined that the methods are not conducive for the students, then
teachers “must be ready to invent new methods and must endeavor to develop in
[themselves] the ability of discovering them.” (p. 66). Although the study did not
explore whether the participants’ methods of teaching were effectivenducioe for
their ESL studentshe observations and interviews made it clearttiaparticipants
were flexible and reflective in terms of their teaching approaches siabgroom and

utilized different techniques and methods that focused on student-centered learning

While all the participants indicated that they mostly received languosiyadtion
through traditional methods of language teaching, they had no problem implementing
student-centered classroom practices that may have seemed unfantilem. Thus,
the finding of this current study suggests that NNESTSs are not a group of homogenous
teachers who unanimously practice or prefer traditional teaching appsaadche ESL
classroom just because they have been taught that way. Even though it watstleatde
the participants’ educational and linguistic experiences in their nativergidii:
speaking countries have contributed to their ways of teaching in the ESiloctass

they did not have difficulty adjusting to the teaching demands of the ESL classroom and
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were successful transitioning to ESL teaching contexts despite tfieiedt learning
and teaching backgrounds. As the participants practiced reflective ped&gbow,
1987), they utilized both negative and positive experiences to build upon new
understandings to inform and guide their teaching approaches to fit their wbmdgea

contexts.

Finding 4: Nonnative Status as a Source of Pedagogy

As previously defined in chapter two, pedagogy, according to Simon (1992)
implies, “the integration in practice of particular curriculum content andjdesi
classroom strategies and techniques, and evaluation, purpose, and methods” (Pinar,
Reynolds, Slattery, Taubman, 2002, p. 262). Drawing from Simon’s work, the terms
“pedagogical approach” or “teaching approach” are used in this studyhaereably
with the term “pedagogy” to refer to the integration of teaching methodsyabas
techniques and instructional practices as well as how teachers pereeanadtite of
learning and what they do to create conditions in teaching students a secoaddéangu

In second or foreign language teaching, it is often believed that languatgrdea
who teach their native language have more advantages over teachers who areenot nat
speakers of the language they teach. This notion is referred as the natkes iy
in the literature because it is a known fact that not all native speakers make good
language teachers (Phillipson, 1992; 2001). However, due to this fallacy, NNESTs are
often not considered as competent at English language teaching as their ndisle Eng
speaking (NES) counterparts (Kamhi-Stein, 2004; Lee, 2008; Thomas, 1999; Szenes,

2008).
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Furthermore, in the past there was even a notion that in order for NNESTSs to
become “good teachers,” they should not only “improve their linguistic skills tchmat
those of native speakers, but they should also adopt the teaching practices and methods
of NESTs” (Mahboob, 2004, p. 139). To illustrate this point, Sheorey (1986) supported
the idea that the goal of NNESTSs was to bring their own teaching practides“with
those of native teachers” (p. 310). However, since then many scholars havkthague
NNESTSs can be successful, ideal ESL teachers because having undergone $ise proce
of acquiring English as an additional or foreign language themselves, they are mor
aware of their students’ linguistic needs (Cook, 2005; Mahboob, 2004; Medgyes, 1994;

Phillipson, 1992; Tang, 1997).

Mahboob’s study (2004), for example, provided evidence to refute the native
speaker fallacy and supported the notion that good language teaching is natayclus
the native speaker’'s domain. He indicated that NNESTs have unique charestiradt
students find lacking in NESTs. The students in Mahboob’s study articulated that
NNESTs were more understanding and empathetic toward them and providedeaffect
support that NESTs are not often equipped to do. He further argued that NNESTSs’
teaching methodology, especially in the realm of grammar, fit their sgident
expectations as they were also L2 learners themselves. For example,lane of t
participants in Mahboob’s (2004) study provided the following quote in explaining why
she believed NESTs were perceived as less effective in teaching gramma

Sometimes native speakers are not structure teachers, because evernthough t

speak the language perfectly, and understand the structure very well, they do not
know what is the pain, because they did not have the pain. (p. 132)
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The student’s statement indicates that NESTs’ inability to teach gnastraeture is
linked to their lack of experience of explicitly learning it. Arva and Medg2e6(@)
also indicated that NESTs acknowledged NNESTs as more effective gréeactaers
since NNESTSs are explicitly aware of the grammar rules.

Furthermore, in her study of the experiences of eight visible diverse iniasii
immigrant female teachers in Canada, Amin (2004) found that the NNES teadbers of
crafted effective pedagogies in the ESL classroom based not only theirtimgots
cultural differences but also on their experiences as nonnative speakers, whiet enabl
them to explore new models of teaching that were suitable for ESL students. One
particular pedagogical strategy that the participants utilized imAmstudy was that
they created community with their students in the classroom on the basis of their
commonalities of language, culture, and ethnicity by affirming studdinesrsity
(Nieto, 2000) and making connections to their worlds. The participants, for instance,
showed to their students their familiarity and acceptance of the studerdfs bald
cultures of which were often “not validated by White Canada” (Amin, 2004, p. 69).

Similarly, the findings of this study showed that the participants’ pedadogic
approaches in the classroom were not only heavily influenced by their pastticaguis
educational, and cultural backgrounds but were also impacted by their stfNE&s
teachers. Being nonnative speakers, it seemed that the participants providethe soc
conditions identified by Norton-Pierce (1995) as conducive to language learnimgyas
were able to utilize their L2 experiences as well as their culturad@unchtional
experiences to become more effective teachers in the teaching of E®xakgle, the

participants voiced their ability to appreciate more clearly their stsiderguistic and
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cultural problems in learning English since they have also been through the simila
difficulties in acquiring the target language. In this regard, Amandad®d\this
response, “NNESTSs probably know the students’ native language and culture... [we]
offer a variety of perspectives and use [our] experiences as immigrahtecond
language learners as sources of knowledge.”

As a result of this understanding, the participants, especially in theofases
Suzanne, Timothy, and Cathy, provided more wait time when student spoke in the
classroom and provided classroom activities that encouraged timid students to
participate in a more comfortable environment. In using her nonnative status torhelp he
students in the classroom, one of the participants, Cathy, provided the following
response:

Since | speak another language and learned English same as my studegs, per

| can better understand students and of their difficulties as well aatinrsin

learning a second language. | think being bilingual is similar to being a namnati
speaker teacher. In that sense, | feel | can offer some stratebep them
overcome their challenges so they can learn English more efficiently and
effectively. In the classroom, | explain concepts more in a detailed fashion
because | want to ensure they get what | am trying to teach them. | tend tg be ve
patient with my students but especially with my struggling students. | know
exactly how they feel.

As Cathy has eloquently expressed, one of the teaching strategies she us&sbin he

classroom was to automatically give more in-depth explanations of cosaapshe

did not accept the “taken-for-granted” understanding that may seem familiar t

mainstream students but often unfamiliar to international ESL students. Fwther

Timothy indicated that to allow more timid students to participate in a norté¢hneg

environment, he often utilized small group activities to teach students new language

expressions. All participants in the study similarly articulated thagb@donnative
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teachers helped them with a privileged understanding of the problems and weaknesses
their students face in learning English to develop appropriate pedagogicalchesroa
the ESL classroom (Amin, 2004; Tang, 1997).

Being NNESTS, all of the participants were constantly reminded of tatis s
through their own consciousness as well through others and continuously sought ways
to improve their perceived deficiency. As a result, the participants oftehdéelihey
had to put in more hours not only to overcome the deficiency that sometimes has been
referred as language handicaps (Medgyes, 2000) but also to implement less@iana
to teach their students better. It was not a surprise when all the pari@pahthat
they spend many hours of preparing for each lesson to ensure that they had productive
and effective classes.

Timothy, for example, said that he needed “a careful preparation for [his] ESL
class” to ensure that “[his] students are not negatively affected by [his]thvenna
status.” For example, he stated that being a NNEST, he sometimes mad#esmista
pronunciation. In order to compensate for his mistakes, he stated, “I always tey to us
more authentic lesson materials when accurate language models are neededeahd des
by students.” Data collected through his classroom observation and lessonlsnateria
clearly exhibited a careful preparation of class activities utilized authentic materials,
such as pictures and video materials, to enhance learning for his ESL students.
Although he did not feel his minor accent in English would be considered as a big
problem in language teaching, Timothy believed that as a NNES teacher it was
important for him not only to acknowledge his difference but to go an extra mile to

ensure that his teaching practices positively influence his students indbe cla
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Timothy’s comments may indicate that there are salient challengaagabe
NNES teacher teaching ESL; however, it appears that he is making a positive
connection between his nonnative status and his teaching pedagogy in the classroom.
He recognizes that no matter how much education he receives in teaching ESL, he will
always be a nonnative speaker of English. However, as he embraces anidtsgnec
difference, he is making a statement that he too can be an effective andfsilicces
teacher regardless of his perceived deficiency that is often consideretiakeage in
teaching ESL.

Despite the participants’ extensive educational training experiandsscoming
ESL teachers as well as their experiences in EFL teaching conteytsftérecited the
importance of working extra hard to legitimatize themselves as credditbers in the
ESL classroom. The participants’ experiences are similar to antif@cimist scholars
Bannerji (1991) and Ng (1991), who argue that “most minority teachers, especially
those who are novice to the teaching profession, often have to invest a great deal of
energy in establishing themselves as competent teachers in the eyes loéiboth t
students and other teachers” (cited in Hoodfar, 1992, p. 310) .

However, all of the participants in the study accepted the notion that by investing
time and effort to develop effective pedagogies based on their status a3 NSy
are not only acknowledging their differences but are also better helpinglithesse
ESL students. These participants have shown that “a good pedagogy is not the province
of the native speaker” but is dependent more on learning and teaching of ESL as they

embrace their status as NNESTs (Amin, 2004, p. 73).

° All participants have a B.A. degree in English eation or in English literature and are in the ps=of
obtaining an M.A. degree in TESOL related fields.
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Although it may seem that NNESTs have to compensate for not being native
speakers, the findings in the study suggest that some of the challengesi¢hmapts
face due to their status have the potential to positively influence theirngaictices
in the ESL classroom by making them reflective, empowered, and hard working
teachers. The data in the study indicated that all of the participants do not natvibe
speaker as their model; rather, they implement effective pedagogieEi§ithe
classroom based on their differences as language learners and NNieSsteavarious
contexts. This is an important finding toward the empowerment of nonnative speakers,
both students and teachers, for, as Widdowson (1994) has pointed out, the association of
the native speaker with ownership of English and good pedagogy is a dominant
discourse of English language teaching (ELT).

Thus, the finding further suggests that as the participants have shown that their
ways of teaching have been influenced by their experiences as wellredahes as
NNESTSs, there needs to be more inquiry into NNES teachers’ experiences and the
methods of teaching ESL and EFL. As eloquently stated by Johnson and Golombek
(2002):

When teachers inquire into their own experiences, such inquiry propels them to

question and to reinterpret their ways of knowing. Inquiry into experience enables

teachers to act with foresight. It gives them increasing control owvethtbeghts

and actions; grants their experiences enriched, deepened meaning; and enables

them to be more thoughtful and mindful of their work. (pp. 6-7)

As Medgyes (2001) has noted, the nonnative teachers, having been second language

learners themselves, “have deeper insights into...the learning proce$37)and

“can provide better learner models” in the classroom (p. 436). Thus, it seems that the
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teachers involved in this study used their insights of being NNESTSs to positively
influence their ESL pedagogy in the classroom.
Limitations of the Findings

The purpose of any qualitative study is not to generalize. Thus, the resuls of thi
gualitative case study are not generalizable to all nonnative Engliskirgpézachers
in the ESL/EFL teaching professions. Rather, the findings should be carefaebsad
by the reader as fitting or not fitting his/her specific context. The rdserahas
attempted to depict a clear and detailed portrait of the contextual eleménts a
backgrounds of the participants to assist the reader in determining tratisyeiahbi
different context. Because of the limited accessibility and time eontsty the study
was restricted to five NNESTSs in the Washington, D.C area. However, thepgzarts
were drawn through purposive sampling because the goal of the study was to explore
and to understand them better.

The fact that the researcher in this study is a NNES teacher hegelhave
influenced the participants’ responses as well as colored her intampretbthe data.
Had the researcher been a NES teacher, perhaps the participants’ resjgimsesve
been different. In addition, as the researcher acknowledges the issue rehreses
there is some degree of subjectivity in the findings of the study. However, a noimber
verification procedures were utilized to review and analyze the data [Bgee€3).

Implications of Findings

Implications for Pedagogical Practice

The participants in the study have had valuable opportunities to reflect on some of

the challenges they faced in the ESL teaching profession and how their giedago
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approaches in their ESL classroom have been influenced. It was during this pinates
the participants, especially Suzanne, Timothy, Cathy, and Hannah, hawe steavh
that despite their salient difficulties due to their NNEST status, theyutdzed their
past linguistic, cultural, and educational experiences to positively inform thei
pedagogical approaches in the ESL classroom. To varying degrees, attithpgrds
discussed the advantages and disadvantages of teaching ESL with their perceived
deficiency as NNESTSs.

However, one thing was clear: all the participants said that some of the gimallen
they face or disadvantages they encounter in teaching ESL as a result dathgir s
have a potential to positively influence their teaching practices in trer@bams by
making them reflective, empowered, and hard working teachers. The data in the study
indicated that all of the participants were reflective practitiorigchdn, 1987) in the
ESL classroom in that they acknowledged their status and looked to their ddferen
and lived experiences as language learners and as NNES teachers moa@rteuts to
inform their pedagogy. As the participants were aware of their diffeseascBINESTS,
they were able to utilize their varied linguistic, educational and cultypareences to
positively influence their pedagogical approaches in the ESL classroom.

Since all the participants have also undergone the difficult process of developing
the target language successfully, they were able to often predict anpegeatitguistic
difficulties of their students (Medgyes, 1994) and provide teaching approaches that
were suitable for them. Furthermore, the participants voiced that theynoeee
empathetic to the needs of their ESL students as they understood their challenges

learning a second language. These advantages served the participantsheell in t
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classroom, manifesting themselves in the implementation of teachingesatiat they
felt were appropriate and effective for their students.

While it has been noted in the literature that NNESTSs often disregard or
sometimes disguise their status as they are often not considered ateobpENglish
language teaching as their native English-speaking counterparts (Ka@nni2004;

Liu, 1999), there needs to be a new message that suggests nonnative status as a
professional asset in teaching ESL. Similar to Kamhi’s (1999) findings that supgort t
notion that “nonnative status contributes to the development of positive self perceptions
regarding [teaching] practices” (p. 97), this study also exhibited that the pants

utilize their status as NNESTSs, in addition to using their varied expesigiace

positively inform their pedagogical approaches in the ESL classroormg3asgir

varied linguistic, educational, and cultural experiences as language seandeNNES
teachers, the participants were able to successfully teach in new E8ktsasing

different teaching methods that may have been novel to them.

Thus, the major implication of the findings of this study is that in order for
NNESTSs to take ownership of their pedagogy and gain new perspectives in the
classroom, they must take pride their status as NNESTS and start to embrace the
differences and their varied experiences in the classroom. Insightshieantdrview
data and observations have illustrated that the NNESTs described in the study convey
the message that they are highly competent and capable in the ESL teaclharg cont
despite their perceived deficiency as NNESTSs. As it was evidenced throsighuidy,
NNESTSs have unique strengths and experiences that their native English-gpeakin

counterparts do not often have. Therefore, even though NNESTSs are oftenqueaseiv
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less competent language teachers (Kamhi-Stein, 2004), they should not let these
perceptions limit their teaching possibilities in the ESL classroom.

This change in thinking must take place before NNESTSs can fully embrace the
benefits their varied backgrounds and lived experiences bring to ESL teadgg. T
new perspective can be used as a starting point to embrace the differSiic®EIN
brings to the ESL classroom because, as Maxine Greene (1978) once statedhi¥Once
occurs, new perspectives will open up—perspectives on the past, on cumulative
meanings, on future possibilities” (p. 165). In doing so, they will be empowered by their
own NNEST status and gain confidence in their pedagogical approaches, allowing the
to further explore new possibilities in the classroom.
Implications for Teacher Education Programs

English is often viewed as the fastest growing language in the world. sdta re
the demand for English language learning and English language teachailgdhas
increased dramatically in both second and foreign language contexts. Althulgas
resulted in a considerable growth in the number of English language teacheiy,global
the number of nonnative English language teachers greatly surpasses the number of
native English language teachers. According to Canagaragh (1999), inatedtihat
80% of English language teachers in the world are nonnative speakers of English. As a
consequence of this phenomenon, it is not a surprise to note that a large number of
English language teachers and professionals come to English-speakingesdorita
trained as ESL/EFL teachers. Kamhi-Stein (1999) reported that the number of nonnative
English speakers from either an international or a U.S. background, in one U.S-based

institution was as high as 70%. Furthermore, Liu (1999) found that in looking at 173

190



graduate programs in North America (including the United States and Qa#h@&aof
the students preparing to be English teachers in TESOL and applied linguistics
programs were nonnative speakers.

As the figures above provide evidence that graduate TESOL and/or ESL
programs attract a high number of nonnative speakers of English in their programs, the
study highlights the need for those programs in the U.S. and other dominant English-
speaking countries to better understand NNESTSs and their experiences in ordgr to tr
assist their studies in such programs. By understanding and acknowledging thise dive
backgrounds as well as their experiences, MA TESOL programs that anegithiese
teachers are not only meeting their individual needs but also responding to potential
difficulties NNES student teachers may encounter during their course asstudi
Although the focus of this current study did not examine whether the participasds fac
any challenges in the TESOL related education programs, it is noted that nonnative
English-speaking student teachers in MA TESOL programs who have earned their
undergraduate degrees in their native home countries where English was not the
language of instruction do “not fare as well” as native English-speakidgrd teachers
(Brady & Guiliker, 2004, p. 207). For instance, those students may have a diffreult t
understanding academic culture or the practicum structure that may [patesmgor
native English-speaking teachers.

Therefore, the major implication of this research is that MA TESOL prggram
must not only meet the needs of diverse NNES students in their programs as there is no
one-size-fits-all approach (Brady & Guiliker, 2004; Park, 2006), but also respdmal to t

potential difficulties NNES students may encounter during their course oéstasli
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their backgrounds and experiences vary tremendously from NES students. loorder t
meet the needs and respond to a growing body of NNES students in graduate education
programs, these programs must reconceptualize their curricula, teactergaia and
instructional models of teaching in a new light. Relating to this idea, Kubota (2004)
states:
[E]ducation should be inclusive in terms of participants, it should be
comprehensive with respect to curriculum. It demands that curricula, asteri

and daily instruction involve all students in critical inquiry into how taken-for-
granted knowledge...is produced, legitimated, and contested in power struggles”

(p. 30).

Thus, in order to enact policy changes at the programmatic level of teacher
education programs, the study suggests that programs should provide a wigteo¥arie
courses for international NNES future teachers through either mini caurses
professional development workshops scheduled throughout the first academicrcalenda
year. These varied courses could be used not only to meet the special needs of NNES
future teachers, but to also address their potential difficulties that thegmaynter in
the programs as well as in the ESL workforce.

For example, in analyzing the data, it was evident that the participants often
undermined their abilities as ESL teachers despite their varied expsrartte
educational backgrounds. In such case, a mini confidence-building workshop could be
created for both NESTs and NNESTSs to address the complexity of the labely®f nati
and nonnative speakers in teaching ESL and EFL. This type of course could be used to
help NNES future teachers develop an understanding that their diverse experehces
backgrounds are assets in teaching ESL. As a result, when NNESTSs facefissues

credibility as language teachers from future ESL/EFL students or pralyractors of
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language institutes, they will be comfortable and confident to engage in dialegjues
them about the native speaker fallacy and explain the advantages of teaching ESL
despite their perceived deficiencies as NNESTSs. In providing such courses or
workshops, teachers education programs in the U.S. are not only promoting change i
preconceived notions of educating a diverse population, but they are also assisting
NNES future teachers to become more comfortable in the diverse acadeimis ses
well as better preparing them in a workforce that may be unwelcominigeior initially.
Finally, as the data in the study indicated that the participants’ pedalgogi
approaches have been influenced by their past linguistic, educational, and cultural
experiences, this study suggests that teacher education programs encdiE&ge N
future teachers to examine their varied experiences in relation to thedaaguage
acquisition, language teaching and curriculum design. When NNESTSs are encouraged
to draw upon their past linguistic, cultural, and educational experiences and make
effective connections between their past and present experiences, theyl@aiagand
broaching new perspectives in second language learning and teaching. Kamhi-Ste
(1999) strongly urges for TESOL MA programs to integrate curriculuehigstruction
with issues related to nonnative speakers by asserting that such acti@i®wifuture
NNES teachers to develop a valid claim that their diverse experiences fanendiés
are important components in second language learning and teaching. When teacher
education programs foster future NNESTSs to develop an understanding of their diverse
backgrounds and differences, they are not only promoting improvement of NNESTS’
competency level in teaching but they are also assisting NNESTS in vidwing t

nonnative status as a professional asset in ESL teaching (Kamhi-Stein, 200&nd his
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of understanding is important for NNESTSs to not only build their confidenceitevel
second language learning and teaching but to truly have them be better prepared in the
classroom.
Implications for ESL Program Administrators

Despite the TESOL organization’s explicit opposition to hiring practices that
discriminate against nonnative English-speakers, the finding of thiscbseagests
that many English language teaching (ELT) administrators stithde marginalize
nonnative English-speaking teachers. It was evident from the study thatthee of
participants’ qualifications and teaching experiences were of littleevtal program
directors when making hiring decisions and determining teaching pay scale for the
participant. For example, certain ESL programs told the participarddleab her slight
foreign accent she would be deemed an unqualified language teacher for speaking
classes and that they would not count her previous EFL teaching experience when
determining her teaching level. When these institutions plainly disregar&NNEFL
teaching experience and discriminate against teachers who have abegrset
indirectly supporting the notion that native speaker teachers are indeed mdredjual
language teachers solely based on their “birthright mentality” (Thom@8, [299). In
this mentality, a nonnative speaker teacher is invariably measured agaatste
speaker teacher who has acquired the target language as a birthrighnptotantly,
when institutions disregard NNESTs’ EFL teaching experiences, theyaagenatdizing
NNES teachers who could potentially contribute their rich multicultural and

multilingual experiences in the ESL classroom.
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Thus, the study highlights the need for college-level adult ESL programs to
examine their hiring practices and to understand that NNESTs have unique
characteristics and varied experiences that could positively conttdobédping ESL
students. This current study, as well as other studies, has provided evidence to support
that NNESTSs have diverse linguistic, educational and cultural experiencestutltat ¢
serve well in the ESL classroom (Amin, 2004; Mahboob, 2004; Medgyes, 2001).

Future Research Directions

Although the research for this study examined five NNESTs who have varied
cultural, linguistic, and educational backgrounds, there is an assumption that NNESTs
have a collective experience that is different from that of NESTs. Howevader to
better understand the complexity of NNEST issues in the ESL teachingsprofaad
how their experiences influence their pedagogy in the classroom, it is importa
consider that a huge variation among NNESTs emerges in terms of their exggrienc
their challenges, and their teaching approaches. As Kamhi-Stein (2004) noted,
categorizing NESTs and NNESTSs with absolute characteristics mayt dist
understanding of NNESTs and create harmful stereotypes. Thus, futurehrestedres
need to examine individual differences among NNESTSs instead of simply grouping
NNESTSs into one homogenous group.

The participants in the study, while varied in terms of their linguistic and aultur
backgrounds, shared many similarities, such as English language pyfjcie
educational backgrounds (all had B.As in English literature or teachersedaigd
were in the process of obtaining M.A in TESOL education), and more than fiveeofear

EFL teaching experience but limited experience in ESL contexts. Thus, fudaezde
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can examine NNESTSs at different stages in their career years indb&ixts to
understand if they encounter similar or different challenges. As this studystsitjus
linguistic, educational, and cultural experiences are only a few of thelzdirtg
factors that influenced their pedagogical approaches, additional teseaeeded to
better understand other factors that may shape NNESTS’ teaching jgractive ESL
classroom.

The findings in this study suggested that NNESTSs utilized their linguistic
educational, and cultural experiences to construct and implement teachiogcigsr
that they believed were conducive to their ESL students. While it may be andaunti
task as there are many variables involved to measure the depth of languagg Iearni
ESL students, future research could attempt to explore how effective NiN&E&Thing
approaches are in the classroom. In order to understand the effectiveness a6NNES
teaching approaches in the ESL classroom, research that focuses on students’
perspectives of the effectiveness of NNESTS’ teaching approaches in the ESL
classroom may be useful.

Finally, as the current study focused on NNESTSs in adult ESL programs and
college-level intensive ESL contexts, future research should examine whenhgés
NNESTSs face in the EFL and K-12 teaching contexts and how their experiences infor
their pedagogical approaches in those classrooms. As context is such alpiawenf
in shaping people’s perspectives and experiences, it is critical to includsaetation
of other contexts in order to obtain a holistic view of NNESTSs.

Thus, specific research study questions that emerged from the findings from the

current study are outlined as follows:

196



e Do the challenges that NNESTSs face in the ESL teaching profession decrease
as they gain more experience in the ESL teaching context?

e Do NNESTSs lack confidence in the beginning of their new ESL teaching
contexts due to their perceived deficiency or due to not having supportive and
encouraging mentor teachers evident for many beginning ESL teachers?

e What are additional factors that influence NNESTSs’ pedagogical approaches
in the ESL classroom?

e How do NNESTSs’ pedagogical approaches in the ESL classroom change over
time? What influences them?

e How effective are NNESTS’ teaching approaches in the ESL classroom?

e What are the challenges that NNESTSs face in the EFL teaching context?

e What experiences/backgrounds do NNESTs draw upon when teaching EFL?
Several scholars state that research on nonnative teachers has becomecoagedy a
(Brain, 1999; Kamhi-Stein, 2004, Llurda, 2005; Mahboob, 2004) and will continue to
grow as there is tremendous interest in issues related to NNESTs in bothdEBELa
contexts. Thus, probing the above questions will be pertinent and vital to enrich current
understanding of NNESTs and their pedagogies in different contexts around the world.

Summary of Chapter

This final chapter has summarized and discussed the major findings thggdemer
from the data, presented in the context of the theoretical research that informed the
study’s conceptual framework. The study maintains that despite the faittehat
participants faced varied linguistic, educational, and cultural experienbesoming

ESL teachers, these varied experiences all had significant influencesrdéShei
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teaching in the classroom. Thus, the data sources that were collected fresetrehr

and then analyzed have demonstrated that NNESTSs’ past linguistic, educational, and
cultural experiences play important roles in the ESL classroom becauseftiayand
guide the NNESTS’ pedagogical approaches. Furthermore, the findingstsbhgges
some of the challenges the participants face due to their status have the |potentia
positively influence their teaching practices in the ESL classroom kinghthem
reflective, empowered, and hard working teachers.

The chapter also addressed the limitations of the findings of the study sfigcific
that the results of this multi-case study are not generalizable to all n@nBatilish-
speaking teachers in the ESL/EFL teaching professions. In addition, thterchas
examined implications drawn by examining the results of this study in conjunction wi
the findings of existing literature and the theoretical framework. Thedatjgns
included pedagogical recommendations for NNESTSs in the classroom and suggestions
that teacher education programs should foster future NNESTs by developing an
understanding of their diverse backgrounds and differences. Finally, the chagted off
directions for future research.

Concluding Research Reflections

My interest in the topic of nonnative English-speaking teachers derives in par
from my own experiences of teaching both in ESL and EFL confeztpite my pride
at being a bilingual and bicultural nonnative English speaker, | vividly remember
uncomfortable situations where people questioned my authority as an ESlt teache
because of my identity as a nonnative speaker teacher. My first situaticlusivagsan

interview for a part-time ESL teaching position at a college-levehsinte English
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language program in the central part of the United States. | felt con§jdegf into this
interview, as | had just received a master’s degree in ESL and also had worke
previously as a teacher in Korea for two years teaching EFL to collegatstud
However, | soon learned that my teaching experience and strong acadekgiobad
were not good enough to impress my interviewer. She indicated that if | did not
consider myself a native English speaker, | could not be compensated faamynge
and could not teach in my own classroom. Even though | did not understand the
complexity of the labels at the time, it was easy for me to understand th#lidgnt
myself as a native speaker seemed more important than my master’sategneg
EFL teaching experience.

Interestingly, however, my interview experience in the ESL contexvagsily
contrary to what | had experienced in trying to obtain an EFL teaching position in
Korea. When | applied for a teaching position in Korea, | was much less qlifiiifie
when | applied for the U.S. teaching position: | did not have a master’s degree in
teaching and | had much less teaching experience at the time. Despitieetfunior
college where | was offered a job was thrilled to hire me. | was embradededin
treated as an EFL teacher in Korea by my colleagues and my students; holagser,
learned that it was for the wrong reason. Being bilingual and bicultural individual
people in Korea perceived me as an outsider or as a foreigner. They mista&aghtt
of me as a native speaker even though | was born and raised in Korea and had lived an
equal number of years in Korea and in the United States. They, too, had this notion that
being a native speaker was good enough to teach in Korea. It was evident from my

experiences that both in America and in Korea, people tend to believe that language
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teachers who teach their native language have more advantages oves whohaw
not.

| soon realized that “being labeled an NS [native speaker] is advamgagsa,
1999, p. 91) but labeling a nonnative English speaker is not. My unique differences of
being bilingual and bicultural, in which | took great pride, were perceived bysabke
negative or positive but for the wrong reasons. These experiences ultimately te
guestion and explore the complexities associated with being a nonnative teadker. | of
wondered if other NNESTSs faced the similar kind of challenges and, more inthgrta
why are they being treated this way? This in turn guided my research topithey fur
explore the challenges NNESTSs faced in the ESL teaching profession.

Experiences such as mine may sound familiar to many nonnative ESL/EFL
teachers. As a result, NNESTSs often tend to undermine their abilities asd€8erte
due to English being their learned language and the negative perception egsuoitiat
this. However, the results of my study indicated that NNESTs have a lot tanotifier
ESL classroom because of their experiences as second language |édthrargh my
goal in conducting this research was not to promote the positive perception of nonnative
status, | feel my identity as a nonnative English-speaking teacherdrasdielated,
and it makes me feel proud of my study. I learned that my diverse experiences and
backgrounds that | bring as a nonnative speaker are important components in second
language learning and teaching. It is my hope and the objective of thisctityre

this understanding with other NESTs and NNESTSs.
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Appendix A:
Letter to Potential Participants
Dear Colleagues,

My name is Jessica Lee and | am an Ed.D candidate at the George \¢eshing
University. | am writing to invite you to participate in a research préjast

conducting for my doctoral dissertation. The purpose of my study is to increase our in-
depth understanding of nonnative English speaking teachers (NNESTSs) by expiering t
kinds of experiences that have influenced their pedagogical approaches $i.the E
classroom. Specifically, | want to better understand the cultural and licgofeiences
they bring to their practice.

My interest in the topic of nonnative teachers derives in part from my own exgarienc

in learning and teaching English as a second and foreign language. Being a/aonnat
speaker of English, | have many vivid memories of learning and teachiniglemgl

both ESL and EFL contexts. These memories have constructed and informed who | am
as a learner, teacher, and researcher. | believe that NNESTs have nustrermiks

that they bring to the ESL classroom because they were also learmesslires. | hope

to share that knowledge with other native and nonnative teachers of English. Your
participation in this study will be tremendously helpful for that cause.

You would be eligible for the study, if you:

o consider yourself a nonnative teacher of English;

. are currently teaching in an adult ESL progtaaor through
a practicum and if you

o have recently graduated (within 5 years) or are currently

enrolled in a master’s degree program related to
ESL/TESOL education.

Please contact me at 240-447-2523 or jsleemd@gwif.gdu are interested in
participating in the study.

| look forward to working with you. Please note that your identity and all infoomat
you provide will be fully confidential and anonymous.

Sincerely,

Jessica Lee

19 Adult ESL programs include college/university ESL programs, community-basétd=SL
programs, or private language institutes.
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Appendix B:
Interview Questions

1. When did you first learn English? How old were you?

2. Where did you learn English?

3. What was your experience learning English like?

4. What fond memories do you have in learning English? Any unpleasant memories of
learning English?

5. Tell me about a traditional language classroom in your country. What weradhle
of a teacher and his/her students? What teaching materials were comnedf®y us

6. When did you first become interested in teaching English in your native country?
What factors most contributed to your decision?

7. What cultural/linguistic/educational attributes of yours made you feeladlyec
suited to teach English as a second or foreign language?

8. What is your first teaching experience? Where did you teach? Who were your
students?

9. What is your goal for pursuing a master’s degree in theeckfaglds of TESOL/ESL?

10.How would you define nonnative English-speaking teachers and native English-
speaking teachers?

11.What do these terms (NNESTs & NESTSs) mean to you?

12.Where are you currently teaching? How long have you been teaching there?

13.Do you feel you need to establish your credibility as a nonnative Erggesiking
teacher? If so, how do you attempt to establish your credibility?

14.What do you regard as the advantages of being a NNEST?
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15.Do you experience challenges in teaching ESL because of your statuplBESaAN

16.What challenges have you experienced in teaching adult ESL in the United States?
How have you dealt with these challenges?

17. Based on your ESL and EFL experience, what challenges do NNESTSs oftan face i
their teaching profession?

18.Do you think that these challenges influence your learning and teaching oh ESL i
some ways? If so, how?

19.1s there a specific teaching method that you prefer?

20.Do you think that your language learning experience is reflected in yoenturr
teaching practice? If so, how?

21.What helped you most to become a professional ESL teacher?

22.Tell me how the TESOL/ESL program was helpful for your teaching?

23.What kinds of educational experiences inform or influence your pedagogical
approaches in the ESL classroom?

24.How would you describe your teaching approaches/styles in the ESLockassr

25.Do you think that your teaching approaches are different due to your status as a
NNEST?

26.What teaching practices are helpful or successful in the ESL classkbgm@&o you
think so? How do you assess if those teaching practices were successful?

27.You are considered bilingual since you speak an additional langusige®&nglish.
What strengths, if any, does being bilingual bring to your current teachiciicps®
How are these strengths reflected in your current teaching practices?

28.What cultural experiences do you bring into the ESL classroom?
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Appendix C:
Demographic Data Sheet
Interview Questions for Email Communications:

1. In what country were you born? (Country of origin)

2. What is your native language?

3. Length of teaching experience

4. Years of English study

5. Present Age Range: 20-25yrs 26-29yrs 30-35yrs 36+yrs

6. Gender (check the answer): Male Female

7. Is English considered a foreign language in your native (home) countrgk (blee

answer) Yes No

8. Is English considered a second language in your n native (home) country? (check the

answer) Yes No

9. How long have you been in the United States? How long have you been in the U.S as
a student?

10.What are your reasons for pursuing a master’s degree in TESOL/ESL?

11.What is your prior teaching experience? How long have you been teaching?

12.Do you think that your language learning/teaching experience in your native country
is reflected in your current teaching practice? If so how?

13.What educational experiences influenced you most in ESL teaching? Why?

14.What linguistic experiences influenced you most in ESL teaching? Why?

15.What cultural experiences influenced you most in ESL teaching? Why?
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Appendix D:
Observation Protocol
Part I: Please indicate the extent to which the following statementgpésal/true of

NNESTs in the ESL classrodi

Strongly disagree -1
Disagree -2
Neither agree, nor disagree -3
Agree -4
Strongly agree -5

The nonnative English-speaker teacher....

sticks more rigidly to lesson plan 1
applies pair work in class 1
applies group work in class 1
prefers traditional forms of teaching 1
speaks most of the time during the lesson 1 2 3 4 5
is happy to improvise 1 2 3 4 5
focuses primarily on speaking skills 1 2 3 4 5
puts more emphasis on grammar rules 1 2 3 4 5
. relies heavily on the course book 1 2 3 4 5
10 corrects errors consistently 1 2 3 4 5
11. uses ample supplementary material 1 2 3

12. provides extensive information about the

Culture of English-speaking countries 1 2 3 4 5

CoNooO~WNE

Part II: Examples of Specified Teaching Behaviors/Approaches

' The first part of this observation protocol has been adapted from théoguaire of Benke
and Medgyes’ (2005) study, which investigated learners’ perceptions offdrenties in
teaching behavior between native and nonnative teachers. It is used withissipa of the
authors.
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Appendix E:
THE GEORGE WASHINGTON UNIVERSITY MEDICALCENTER

WASHINGTON DC

Date: March 12, 2008

To: Anna Chamot, PhD

From: Daniel Z. Lieberman, MD

IRB Chair, Committee on Human Research
Institutional Review Board Panel#3, FWA00005945

Re: Correspondence dated 2/5/2008
Subject: IRB# 010829 -- Nonnative English-speaking teachers of ESL: An examination
of their pedagogical approaches in the classroom and the challenges they face in the

teaching profession.

Sponsor: Risk Leval: Minimal Status: Active Expiration date: 3/3/2009

This is to certify that the Institutional Review Board halsy approved the above
referenced protocol via an expedited review process pursuant to Federalorgulati
CFR 46.110 (1), 46 FR 8392. The IRB determined that this project qualifies for
expedited review under categorp#

Site permission must be obtained from each school site before researclesadtiegin.
The expiration date of this project3&3/2009. HHS regulations a45 CFR 46.109(e)
require thatontinuing review of research be conducted by the IRB at intervals
appropriate to the degree of risk amal lessthan once per year. The regulations make
no provision for any grace period extending the conduct of the resear ch beyond

the expiration date of IRB approval. When your protocol expiresall research
activities must stop. Please mark your calendar now to insure that the IRB
receives a renewal request 30 days before the anniversary date of the iptbject
study is expected to extend beyond one year.

This protocol has been approved &maximum number of 6 subjectsto be enrolled

under the auspices of George Washington University. If you wish to increase
enrollment beyond this number, you must submit a modification request to the IRB and
obtain approval before exceeding this number.

Investigators are reminded that the IRB must be notified if the projecersdin any
way (change in location, personnel, number of subjects, age of subjects, baagg c
in research protocol). If you have any questions, please do not hesitate to thentact
Office of Human Research either by emaibatiro@gwumc.edwor via phone at 202-
994-2715.

DL/dae
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