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Foreword

Péter Medgyes' voice was the first and one of the most prominent speaking out for many
teachers whose first language is one other than English, whose own voices had been
silenced after almost a century of systematically being considered failed native speakers,
deficient communicators and second-best teachers.

Ever since the publication of the first edition of The Non-native Teacher, many others have
found and lent their own rich and deep voices to expose the plight of non-native English
Speaking Teachers (NNESTs) in many parts of the world. In particular, Enric Llurda, Ali
Fuad Selvi, Ahmar Mahboob, Eva Bernat, Marek Kiczkowiak among many others have
inspired me and shaped my own thinking. However, we all owe an enormous debt of
gratitude to the first spokesperson who prepared the way for the NNEST movement. It is,
therefore, a great privilege for me to have been invited to write this foreword to the third
edition of The Non-native Teacher.

Warning to the reader

You are about to embark on a rich and complex reading experience. Be prepared for

a distinctive voice like no other you might have read before, a confident voice that
expresses original ideas in a highly personal, idiosyncratic style. A voice deeply rooted in
a specific geographical setting (the Hungarian educational context), which informs much
of the thinking, examples and experiences that shape the book. This is a rare occurrence
indeed in the English Language Teaching literature - a unique, clearly situated voice
which dispenses with the numbing restrictions imposed by political correctness and

the controlled, measured niceties that come with the language in which it is written,
characterised by politeness and understatement. For understated and measured, this
work is not. And it cannot be. Get ready to be surprised, amused, interrogated, provoked
or even irritated -and perhaps all of these -in the space of the very same page or
paragraph. But more importantly, dare to read this text as a productive and potentially
transformative activity and to make sure you notice its impact on you.

As | read this new edition, | found myself nodding in agreement, drawing big exclamation
marks on the margin and smiling with complicit joy at some of its more subversive and
provocative parts. |also noticed that a few other sections caused me to shake my head
in disagreement - but more about this later. Here are a few of my favourite disarming
moments: in Chapter 2, as the author's major objections to the definitions of the term
native speaker are being discussed, all of a sudden the unexpected, almost childlike
simplicity of the statement 'To say that a native speaker has a native-like command [...] is
the same as suggesting that a good bus driver has the ability to drive a bus well." made
me chuckle with delight. In Chapter 3, 'A "teacher-centred" approach’, the one sentence
almost concealed within a paragraph discussing the multiple roles of the teacher and
listing teacher roles from two different sources brought the key issue of the non-native
teacher back into focus without even mentioning it: ‘'Oddly enough, the role in which she
[the teacher] could act as herself is not mentioned on either list, or anywhere else.’

It is often statements like this, hidden in broader discussions, that cut to the heart of the
non-NEST matter with the sharpness of a double-edge sword and speak intimately to
those teachers who, like me, have experienced the profoundly damaging experience of
having to hide the fact that we had been raised speaking a language other than English,
or felt we had to do so, for fear of losing face in front of our students, their parents or
sponsors. Being able to act as ourselves -to walk into the classroom without having to
shed the fullness of our identity and personal history at the door; to tap into the richness
of our own experiences as English language learners explicitly for the benefit of our
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students; to recognise and be proud of our hard-won knowledge and expertise: in
short, to feel and behave comfortable and confident in our own skin as legitimate
teachers of English. This is the ultimate goal, and yet, the one that is often glossed over
or denied in the literature, and indeed in many teacher education programmes. And
this is why it is important that you do not get distracted by the singular voice and style
that permeates the whole book, for a lot of what Péter Medgyes has to say about the
NEST/NNEST issue in this new edition remains as relevant and insightful today as it was
when the first edition of The Non-native Teacher was published over 20 years ago.

It is certainly possible that some readers might find the current edition of The Non-
native Teacher rather alien -an overall subjective book, with elements of research
about someone else's context and circumstances, far removed from theirs. However, for
readers like me, this book offers nothing less than an opportunity for bibliotheraphy -a
possibility of reading for healing. For teachers for whom, no matter how long or hard
we have studied it, and despite the wefi-meaning contemporary discourses around

its ownership, English remains as ever 'an-other language' it is natural to identify

with the arguments, examples and anecdotes woven through these pages, because
they provide a mirror in which our own experiences and professional life stories are
reflected. This identification inevitably helps us feel a little bit less alone in an industry
that is still inequitable and discriminatory against the so-called non-native-English-
speaking teacher in many parts of the world. It also allows us to have deeper insights
into our own situations.

Reading the current edition gave me unexpected moments of epiphany, as a given

line or sentence spoke to my history or my own thoughts with the force of a lightning
bolt and helped me understand myself a little better. Let me give you an example:
during a plenary at a recent EFL teachers' conference, the speaker put forward the
argument for English as Lingua Franca (ELF) in terms of English now being the medium
of communication of choice in a globalised world. While nobody can dispute the fact
that English is currently by far the most powerful language in the world, |found myself
reacting vehemently against that statement.

A few days later, as | was reading Péter's analysis of the impact of the global spread of
English in Chapter 1, the line about immigrants for whom 'English remains a surrogate
language, a substitute vehicle for communication forced upon them by the speech
community that surrounds them' (emphasis mine), | finally understood my irrational
reaction at that conference. | felt much closer to the truth about my own complicated,
ambiguous and contradictory relationship with the English language -a language |
both love and to which | have devoted long years of study and hard work, and one that
| deeply resent when is it the only possible medium | have to express myself if | want
to be understood -particularly at times when Iwould much rather communicate the
full force of my anger, joy, despair, love, fear or anxiety, in no uncertain terms, in the
language of my childhood, my family and my first life experiences.

When people who were born and bred speaking English, and have fully enjoyed

the benefits and entitlements that come with that -including having relatively
disproportionate opportunities to be heard or read as authors and experts in the field,
given that they only represent less than 20% of the EFL teachers in the world -when
such colleagues disseminate the naive view that English is now a universal property,
aworld heritage site of communication belonging to humanity, or blithely justify the

1With ascore of 0.889, English features as alnost twice as powerful as Mandarin, the next nost powerful
language in the Power Language Index, https://mediumcomy/world-economic-forunvthese-are-the-nost-
powerful-languages-in-the-world-2f7d04203424 likurOvimh
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omnipresence and almighty power of English in terms of choice, Péter Medgyes' voice
still expresses a necessary, dissonant, liberating view for many.

| have stated above that | also found myself disagreeing with some of Medgyes'

ideas. In my case, itwas particularly those which reflected what could be interpreted
as an introjected, negative view of the linguistic proficiency of multilingual teachers
who have learnt English as a second, additional or foreign language, and which is
described in the book as a 'handicap' when compared to that of 'native speakers."
And this is precisely where the damage inflicted by the long-lasting, pervasive deficit
view of the NNESTs, which dominated much of 20th century thought in the fields of
Applied Linguistics and English Language Teaching, can be seen at work only with the
benefit of 21st century hindsight, courtesy of the recent Multilingual Turn in Languages
Education, which offers a more balanced shift in perspective, from a deficit to an asset
view of the NNEST. Seen in this light, my disagreement swiftly melts, to give way to
compassion at the poignant recognition of a lonely prophet preaching ahead of his
time, a physician in need of healing himself.

This updated edition of The Non-native Teacher is an essential book, a must-read for
everyone involved in the ELT industry and, in certain respects, a classic in that, while
some of its contextual detail, and a few of the ideas put forward, may at times sound
slightly out of step with contemporary thinking in some quarters, its key messages
have stood the test of time. You might be forgiven for thinking that this might sound
like an accolade of sorts, even a virtue. In this case, however, the fact that this text is
still relevant today is symptomatic of the scale and magnitude of the non-NEST issue in
our industry over the twenty years after the book was first published.

When English Language Teaching ultimately becomes an equitable profession, then
this book will be read as a significant contribution to NNEST studies in the history

of ELT and will no longer be regarded as other than a historical work. Until then, it
needs to be actively read and discussed in every teacher training, trainer training and
management programme.

Silvana Richardson, Cambridge, December 2016
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Publisher's Note

Publishing history

The first edition of The Non-native Teacher was published by Macmillan in 1994, as part
of its MEP Monographs methodology series. This edition went on to win the English
Speaking Union (ESU) Duke of Edinburgh prize in 1995.

The second edition, with some additional material, was published by Max Hueber Verlag
in 1999.

Both editions established themselves as key titles on the topics and were widely used in
training courses throughout the world. However, following various publishing company
changes, both eventually went out of print.

Over the last few years, it has become clear that the questions raised in the earlier
editions are still relevant, and warrant further discussion in relation to the developing
range of teaching contexts and political, economic and educational change. The reactions
to Silvana Richardson's plenary at the 2016 IATEFL Conference - and to both her and
Péter Medgyes' subsequent sessions -confirmed the feeling that a new edition would
make a worthwhile contribution to the debate.

The present edition: black and blue

The first thought was to simply ‘revise and update’ the original text. But this quickly
proved to be unrealistic. It would require much rewriting to incorporate the developments
over the last 25 years and risked being confusing for those who knew the original. It also
risked watering down the author's distinctive and individual voice.

The decision was made to leave the original content largely as it was (apart from some
essential updating of detail), to form the main text (printed in black), and to add
substantial new material from the viewpoint of ‘today’ (printed in blue).

New material (in blue)
Each chapter is now framed by totally new material:

= Focus points to provide an easy way in.

= Margin notes - arising from the points in the original text and suggesting ways in which
the reader/user can relate these to their own current and local situation.

= Further reading -a few current titles related to the content of the chapter.

The aim is to provide an interactive continuum between situations and views from several
decades ago and today, and looking ahead to possible future developments both
internationally and within different teaching contexts.

Potential readers/users

Our aim is for the material to provide useful points of discussion on teacher training and
continuing professional development (CPD) courses, while also encouraging individual
readers to relate it to their own teaching situations, and raising questions that might
encourage academic readers to explore different teaching classroom situations further.

We hope you enjoy it.

Susan Holden, Swan Communication, March 2017



THE NON-NATIVE TEACHER

Style and Factual Content

Terminology

NEST and non-NEST

In the original editions, the author used the terms 'NEST' and 'non-NEST' to denote
'native-English-speaking teachers' and 'non-native-English-speaking teachers'. Elsewhere,
abbreviations such as NS and NNS have been used, as well as various other forms, which are
apparent from the papers and book titles in the Bibliography. Some people have objected to
the negative connotation of 'non-', but, for the sake of continuity, this current edition continues
to use the terms NEST and non-NEST.

'she' and 'he'
Throughout this text, the teacher is referred to as 'she’, and the learner as 'he’ for the sake of
convenience.

Spelling

The original text used British English spelling, while many of the quotations cited are from
American English sources. We have continued this practice of using both conventions, as
appropriate.

In addition, as ‘fossilization' was first used with its linguistic connotation in an American context,
we have used that spelling throughout.

SURVEYS

This edition contains results from the following three surveys:

Survey 1 28 respondents from the US, plus a follow-up interview with 7 of them.

Survey 2 216 respondents from 10 countries.

Survey 3 81 Hungarian non-NESTSs, followed by 10 interviews.

TABLES page
1 Distribution of respondents by countries in Survey 2. 30
2 Frequency of contact with native speakers in Survey 2. 31
3 Distribution of respondents according to the age of students in Survey 3. 32
4 Survey questions relating to the NEST/non-NEST issue (summary). 32
5 Frequency of language difficulties as perceived by respondents in Survey 2. 36
6 Frequency of language difficulties as perceived by respondents in Survey 3. 36
7 The perceived influence of language difficulties on the effectiveness of teaching

in Survey 2. 56
8 Perceived differences in teaching behaviour between NESTs and non-NESTs in

Surveys land 2. 63
9 The proportion of native and non-native speakers of English in schools with a

mixed native/ non-native staff in Survey 2. 79

10 Preferences for native or non-native majority in Surveys 1 and 2. 80

11 Damage caused to respondents' proficiency by their students in Survey 3. 94

12 Areas in which respondents in Survey 3 perceived progress. 95

13 Survey 3. Participant characteristics. 124

14 Survey 3. Responses for NNS teachers - as seen by the learners. 126

15 Survey 3. Responses for NS teachers - as seen by the learners. 127

16 Survey 3. Responses to miscellaneous statements. 128
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Introduction

Rationale

This book aims to study the major differences in teaching attitudes between native-
speaking teachers of English (NESTs) and non-native-speaking teachers of English (non-
NESTs). My primary concern is to examine the characteristics of non-NESTs by comparing
them against NESTs. Once the distinctive features have been identified, | shall suggest
ideas about how non-NESTs may become better teachers on their own terms. Although the
message is hopefully relevant to all kinds of ELT experts, | wish to reach practising teachers
first and foremost.

Until recently, ELT literature has barely dealt with the native/non-native division and, quite
often, has openly challenged it. There are several possible reasons for this negative attitude.

Those who dismiss the idea of distinction usually refer to the ambiguities with which it is so
obviously loaded. First of all, they say, it is difficult to divide the world into two neat groups:
English-speaking and non-English-speaking countries. What about places like India, Nigeria
or South Africa, where English is the first or second language for a significant number of
citizens?

Opponents of this distinction raise similar problems when the native speaker is contrasted
with the non-native speaker of English. What about children in immigrant families who
speak the language of their parents at home and the language of the community in the
street and at school? Are they native or non-native speakers of English?

The issue is also rich in politico-educational implications. For example, if we accept the
native/non-native distinction, we may unwittingly abet discriminatory practices against non-
NESTs who seek job opportunities abroad.

Nevertheless, it seems to me that most teachers, as well as their students, fall outside these
fuzzy areas. Most of us do come from English-speaking or non-English-speaking countries;
most of us are native or non-native speakers of English. But even those teachers whose
identity is equivocal seem to show dominant features of belonging. In my view, the native/
non-native distinction does exist not only in reality but also, and more significantly, in the
minds of millions of teachers. It should not be rejected, overlooked or blurred, simply
because it runs in the face of certain theories or ideologies; it deserves the researcher's
attention. It is for this reason that the present book draws the line between NESTs and non-
NESTSs, if only for sake of convenience, and endeavours to highlight points of divergence by
grasping them as they feature in our everyday teaching behaviour.

As a matter of fact, the native/non-native distinction has usually been neglected for far more
prosaic reasons than the ones mentioned above. Let me draw attention to a few of them.

Firstly, the study of NESTs and non-NESTs is at the interface of several disciplines: linguistics,
sociolinguistics, psycholinguistics, pedagogy, educational politics and several other fields
of research all seem to have a bearing. These ramifications of the topic have prevented the
researcher from seeing the forest for the trees.

Secondly, non-NESTs are scattered around the globe; the differences between those
.s.0or<”g at opposite ends of the world may be staggering. Blinded by the multitude of
c .e'gences, researchers have often overlooked the features all non-NESTs have in common.

—mrz . ~'3st orofessional literature gets written in English by researchers who speak
=st-e'r native language. Although non-natives also conduct research, their
a~ .tss =s argely restricted to their home environment and few find their way into the
—a -rr'es~' ¢* "ternational communication. This applies with particular force to researchers
-s - :~e so-called developing countries.
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Finally, for quite some time ELT researchers were reluctant to write about the teacher at
all, whether NEST or non-NEST. 'Learner-centredness', the buzzword of the 1970s and
1980s, implied that teachers should keep a low profile in the teaching/learning operation.
As a consequence, research focusing on the teacher was pushed to the periphery.
Nowadays efforts to bring the teacher back onto the stage are gaining momentum - | wish
to join this movement.

The structure of this edition

The book is symmetrically arranged in six parts and twelve chapters. Part | is like a runway
for take-off, placing the issue of the native/non-native speaker in a general framework
extending beyond ELT. While Chapter 1 discusses problems arising from the hegemony
the English language enjoys in international communication, Chapter 2 is an attempt to
clarify certain ambiguities inherent in the dichotomy between the native and the non-
native speaker.

In Part Il, the focus shifts from the speaker in general to the teacher in particular. Chapter
3 seeks to justify why it is the teacher, and not the student, who is the focus of my
attention. By drawing the line between NESTs and non-NESTs, in Chapter 4 | advance

a few hypotheses and then introduce the three surveys whose purpose it is to validate
those hypotheses.

Part Ill carries the central messages of the book. Chapter 5 and Chapter 6 respectively
scrutinise the negative and positive aspects of being a non-NEST in great detail.

Chapter 7 in Part IV is meant to round off the debate by suggesting an answer to the
question: 'Who's worth more: the native or the non-native?' In a reconciliatory tone,
Chapter 8 suggests forms of collaboration between ‘'them' and 'us'.

Part V is essentially a collection of practical ideas about how non-NESTs can improve their
English-language proficiency. Chapter 9 offers activities related to teachers' professional
lives whereas Chapter 10 recommends activities they can do in their leisure time.

Part VI opens avenues for further research in the area. Whereas the empirical studies
shown in earlier chapters are based on teachers' self-perception, Chapter 11 examines
mismatches between stated and actual teaching behaviour through video-recordings
and interviews. The final chapter, Chapter 12, investigates the learners' take on the issue.

In conclusion, | freely admit that this book is slanted towards non-NESTs for at least two
good reasons. One is that, although we greatly outnumber NESTSs, there is relatively little
on the market to address our special problems. The second reason is that our difficulties
are often more daunting than those confronting NESTs. Let's face it: my full sympathy is
with the non-NEST - what other attitude would you expect from an author who himself is
a non-NEST?

Péter Medgyes, Budapest, March 2017



PART |

The juggernaut called English

Focus points

= ~he reasons why English has become the lingua franca of the world
= positive and negative effect on the use of non-native English speakers' L1
= _ne changing varieties of English

= Attitudes towards the 'English as a Lingua Franca' (ELF) movement

1.1 English as the language of international
communication

iV-'ether we like it or not, English has become the primary language of
—rernational communication, the lingua franca of the world, and it is rolling
anead like ajuggernaut. More people speak English today than have ever
scoken any single language in the recorded history of the world. According

:c conservative estimates, it is spoken by 700 million people; more radical
estimates put this figure between one and two billion. Even more strikingly,
r~e number of those who speak English either as their mother tongue or as a
second or foreign language has grown by 40 per cent since the 1950s (Crystal
' 987). English is the official or semi-official language in more than 60 countries
ever the six continents, or as Fishman puts it, “‘The sun never sets on the
English language'(1982: 18). If the current trend continues, by the end of the
23th century people who speak English as a second or foreign language will
cjtnumber those for whom it is the mother tongue (Kachru 1982). ©’

English has become the dominant language in many fields of activity, such as
ousiness and banking, industry and commerce, transportation, tourism, sports,
nternational diplomacy, advertising, pop music and so on. But above all,
English has become the common language of scientific discourse in a world
.vhere the relative 'development' of a nation can best be measured in terms of
ts access to science through English (Kaplan 1983).

Garfield reports that 88 per cent of all articles in the Science Citation Index are in English and 96 per
centof all citations refer to articles written in English (quoted in Grabe 7988). ©2

In fact, the rise of English as a universal language is an accident of historical
circumstances. As the British Empire faded, so the influence of the United
States rose. Since World War I, military development, economic stability and
the invention of computer networking have all been instrumental in securing
a privileged status for the nations who speak English as their first language
(Kaplan 1987). Although the spread of English is not due to any superiority of
the language itself, it cannot be denied that the extensive use of English has
contributed to a relative enrichment in every area of its use.

Being a Non-Native Speaker

©1Kachru was writing in the
early 1980s, not today.

Did his prediction come
true? Search for data on the
internet.

Further reading:
Graddol (2006)

©2Do you think the
percentages have increased
or decreased in favour of
English since then? What
rmakes you think so?
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Governments on either side of the Atlantic have long recognised that the
English language is their greatest ‘God-given' asset. Unlike oil extracted from
the North Sea or Alaska, the supply of the English language is inexhaustible.
Phillipson was right in claiming that Britain, for example, is amply compensated
for the loss of the British Empire. Metaphorically speaking,

‘whereas once Britannia ruled the waves, now it is English which rules them. The British

empire has given way to the empire of English' 0992a: 1).

The promotion of the English language is thus an excellent form of investment.
No wonder that government agencies, as well as some official bodies and
private organisations, invest huge amounts of money in exploring new markets

©* Since the Mic-1990s, for English.

support from foreign

agencies has gradually

dried up in Hungary. As the vAlong with the collapse of Communism, in Eastern European countries, Russian, which had been the
United States information i compulsory first foreign language in the school curriculum, wes de facto replaced by English (and
Agency wes closing its i German in certain countries). In quick response, the 1991-92 EL Thudget of the British Council in
office in Budapest, | asked I Hungary, for example, rose by 500 per cent compared to the 1989-90 budget, while the American
its last Director why they | government sent a contingent of 100 Peace Corps volunteers. At the same time, the World Bank
hed decided to move outt of i decided to provide aid amounting to 12million US dollars to support foreign-language teaching,
Hungary. His curt answer primarily LT, in Hungary (Medgyes 1993)©3

wes: "You know, Péter,

Hungary is no longer sexy.

Hes your country ever been The English language is merely a tool to help achieve economic and political
the bereficiary of financial goals - but it is an extremely effective one. As a consequence, some non-
assistance from foreign English-speaking countries are unenthusiastic about the onslaught of English
donors? and those who regard it as a sign of 'linguistic imperialism' often try to hold
Further reading: up the process of 'linguistic genocide’, that is the degeneration of the native
Bolitho & Medgyes (2000) language. Indeed, a study of English including 102 countries established that

poorer countries are more dependent on English as a language of instruction
and communication (Fishman etal. 1977). ©*

O 4lIs this staterrent At an individual level, too, non-native speakers of English find it hard to
about the lack of official compete with native speakers on equal terms (Chapter 2.2). Referring to multi-
lingual and multi-ethnic societies where English is often the primary medium of

enthusiasm for English still
instruction, Phillipson says that

true? How do you account
for the rise in its popularity 'For children whose mother tongue is not English, English is not the language of their cultural
for ever-younger learmers in

trie<? heritage, not the language of intense personal feelings and community, not the language
SOme countries?

most appropriate for learning to solve problems in cognitively demanding deconfextualized
situations, etc. English does not necessarily have teaching materials which are culturally
appropriate, nor experts with the appropriate linguistic and cultural understanding for all
©5Download "Dreas and learning contexts' (1992a: 286 ).0*
Realities'(2011) fromthe
intermet. Select the chapter
you find most relevant
for your local educational

His arguments may also apply, albeit to a lesser degree, to monolingual cultures
who may feel threatened by the omnipresence of English.

environment. On the other hand, the spread of English may also be regarded as a boon.
Do your experiences support Apart from those native and non-native speakers for whom English primarily
the author's claims? serves some utilitarian purposes, there are a number of people who appreciate

English for its role of promoting cross-cultural communication and global
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understanding (Smith 1983). Today, English is no longer the carrier of
essentially one culture, but that of the cultural heritage of all those individuals
and communities who use English in their everyday lives, each of them giving it
= distinct identity of their own. In terms of its significance, Kachru (1982) likens
-.re spread of English to the modern use of computers.1

5e that as it may, the demand for English far exceeds the supply. Since English

s a precondition for countries to gain access to, or remain in, the mainstream of
g obal communication, many governments do all they can to satisfy this insatiable
remand. From the individual's point of view, too, English isthe language of

social empowerment (Eggington 1992): as knowledge of English is a passport

:0 a better job and, conversely, the inability to speak and write in English is a

3 sadvantage (Krasnick 1986), millions of young people spend thousands of
-ours trying to come to grips with the English language. Some researchers warn,
Tough, that the majority waste their time learning English, because they will not
~ave the chance to use it in their future careers (Rogers 1982).

~some countries native-speaking teachers of English enforce the rule of the

English language. In other countries, however, which cannot afford (or do not

=vsh) to invite NESTs in significant numbers, non-NESTSs, such as myself, are the

orophets'. In view of the concerns referred to above, we should be aware of the

s-nbivalent nature of our job and the responsibility that it entails. ©6 ©* Do NESTSs in your country
typically teach in state
education, universities, or
private language schools?

1.2 The Inner Circle, the Outer Circle, the
Expanding Circle

_ne Anglo-Saxon tribes forced their language on the ancient inhabitants of
:"e British Isles. In 1620, the Mayflower dropped anchor in America with 120
=;grim Fathers on board, who brought their puritan convictions together with

e English language. About 150 years elapsed before deported convicts and
‘neir guards established the first British settlements in Australia and shortly
snerwards New Zealand was annexed to the British Empire, only just in time to
c revent the French taking over the islands.

Basically, these are the countries belonging to Kachru's (in Quirk & Widdowson
' 985) Inner Circle (Figure 1) in which the majority of the population speak
English as their mother tongue.

Figure 1:The three concentric circles

ind you, many people call into question the efficacy of computers.
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©70f course, it's nat only
accent which is varied, but
vocabulary and grammar too.

Can you suggest exarmples?

0 s Do you have difficulty in
understanding any specific
English accent? Can you

recall an awkward situation
similar to the one | related?

First Britain and, in her wake, some other Inner Circle countries, took over half
the world. As a concomitant of their rule, they imposed the English language
on the indigenous people with whom they came into contact. Thus English
spread in the colonies and became the second language for a privileged elite.
Countries such as India, Pakistan, Singapore, Nigeria, Zambia and Kenya belom
to what Kachru calls the Outer Circle. Different as they are, these countries
have one feature in common: English is the institutionalised language in many
spheres of life, an intranational means of communication.2

Although virtually all former colonies have now achieved independence,

the influence of Inner Circle countries today is stronger than ever. As a
consequence, English is the first foreign language in countries as far from each
other as the Czech Republic is from China, or Brazil is from Tadjikistan; the
Expanding Circle in effect includes the rest of the world.

In accordance with the three concentric circles, English speakers can be
classified into three broad and indistinct groups: those for whom English is the
native language (or mother tongue), those for whom it is a second language, c
those for whom it is a foreign language (Chapter 2.1).

There are several other ways of grouping English- and non-English-speaking
countries. Phillipson (1992a), for example, speaks of core-English countries as
opposed to periphery-English countries. In this binary distribution, second and
foreign language speakers of English have been grouped together; they are
both peripheral

'in the sense that norms for the language are regarded as flowing from the core English-
speaking fountainheads' (Phillipson 1992a:25) (Chapter 6.6).

People living in different parts of the world speak English in their own ways,
displaying linguistic features which reveal their roots. Thus British speakers
can immediately be distinguished from American speakers, who can in turn
be distinguished from Indian speakers of English. Similarly, a German accent
is easily identified, and so is a Persian or Japanese accent. Furthermore, within
each Inner Circle country, English speakers represent different varieties. Those
of us who have experienced difficulty in understanding, for example, Texan
English in the US, or Geordie in Britain, are only too well aware of the richness
of dialects. ©7

I remember spending a few days in Newcastle, England. 4s | wes exploring the town, | lost my
way. | asked a man the way. He said something | couldn't understand, so | asked him to repeat his
directions. He repeated it - not a word did | catch. After one more try, the guy smiled at me, shrugged
I his shoulders and went on his my. Even today I'm not sure whether he was speaking English with a
| Geordie accent, or whether it wes Norwegian or Icelandic. ©8

Zsrar I317€er sps e s r~«ensble to arbitrary grouping; consider Jamaica or South Africa, where English is the
tame anwaae 3r 4a» 3re ag3ren y Te scoulation.
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n addition, speakers from the Inner Circle use a sociolect which indicates what
section of society they belong to. Thus a university professor tends to speak
differently from a carpenter, a teenager typically differs in his or her English
-sage from a seventy-year-old, and so on.

jsgend has it that ‘Gregory's Girf', a film about Scottish teenagers, was so crammed with Scottish
school slang that it had to be subtitled for the American audience.

"deed, there are so many ‘Englishes’ in the world that some researchers
;"ce predicted that English would fall into separate languages one day,
z~e to mutual unintelligibility (Lewis 1971). They liked to remind us of Latin,
A'lich broke into separate Romance languages many centuries ago. Were
— s fate to await English, it would cease to be the language of international
communication, they speculate.

Challenging this grim prophecy, moderates refer, for instance, to Pidgin English,
A~'ch has not ousted English from its pride of place. Kachru (1982) contends
—at educated Indian English will surely survive even if a code-mixed variety
z-ch as 'Hinglish' should become unintelligible, and Quirk points out that
-English cannot fall into separate languages, because today

r easy, rapid and ubiquitous communication, electronic and otherwise [...] Moreover,
- m.c astrong world-wide wii! to preserve intercomprehensibility' (Qu'rk and Widdowson
o: ©9

1.3 Standard Englishes

—me problem of varieties of English inevitably leads to the issue of Standard
£~glish. Should a particular variety of English be favoured as a model and

3 -ghtto learners? British English, or American English, or some other major
.s' ety? If a British variety were chosen, which one could it be? A Scottish, a

\ o thern English or a Southern English variety? Or The Queen's English' with
=zeived Pronunciation (RP), of which a speech therapist once said:

.. ecosed listener would hesitate m preferring [RP] as the most pleasing and sonorous
SJld 1934: 608).0 10

-c.vever, such arrogant claims can still be heard in schools, despite the fact that
— s unlikely ever to have been spoken by a more than three or four per cent of
British population (McArthur 1992). ©1L

<Vtn reference to norms in their own language use, native speakers tend to
53cpt either a purist or a liberal attitude. Purists claim that the 'decay’ of the
E~g ish language is, among other things, due to the lack of a codifying body,
s-C" as the Academy in France. Others counter that no academy is needed

English to become standardised: the educational system, mass media,
relishing and other institutions can do that job (Thomas 1999).

Being a Non-Native Speaker

©’ Which force do you think
is more powerful: the one
that breaks up the English
language o, rather, the one
which holds it together?
What are your reasons?

©100n YouiTube, find
someone who speaks with
an "authentic' RP accent.

Do you find this any nore
'pleasing’ or 'sonorous’ than
other accents? Doyou have a
favourite accent?

©11.0n YouiTube, find a
short sketch where the
character speaks with a
typical non-native accent.
Can you guess where the
speaker cones fron?
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® 12Do you agree with

the African student in the
example? As a native speaker
of English, isitall right if
you 'speak with an accent'?
What if you are a non-native
speaker of English?

© 13How would your
students react if you spoke
with an Australian or South
African accent? Or a nom-
developing variety, such as
Indian or Tanzanian English?

In response to purists' claim that there was, as it were, a vintage year when the
English language achieved a measure of excellence, Aitchison says that

"in fact, t"ere never was such a year. The 'anguage of Chaucer or Shakespeare's time was no
better and no worse rhan mat of our own - just different’ (Aitchison 1981: 2c).

Although the battle between liberals and purists is camouflaged in linguistic
or pseudo-linguistic arguments, it is often motivated by ideological and socio-
political interests.

Ordinary native speakers tend to be much less divided over the issue of
non-native use of English. As a rule, they do not expect foreigners to speak a
standard variety and any accent is accepted, as long as it is understandable
without undue effort. This tolerance is particularly perceptible in relation to
non-natives who do not aspire to be integrated into the society as full members
and are content with the role of the ‘foreigner' (Corder 1973). In fact, there may
be a point on the scale of proficiency beyond which a non-native speaker risks
evoking a belligerent attitude in the native speaker: '"How dare you trespass on
my private property?' (Janicki 1985) (Chapter 2.3).

Let me return now to the concept of the three concentric circles in the context c
norms. Kachru (in Quirk & Widdowson 1985) calls those in the Inner Circle the
norm-providing varieties (mainly British and American English). Potentially, there
are as many varieties as there are Inner Circle countries, plus countless dialects
and sociolects within each, but most of them are rejected as models.

In the Outer Circle, by contrast, there are the norm-developing varieties (such a:
Singapore English orTanzanian English), which for a long time had little validity
beyond the national borders and, quite often, even within them. Although such
varieties were widely used in everyday communication, they were regarded

as deficient models, hence they were not accepted as alternatives of Standard
English (Davies 1989). Some speakers retorted that their nativised variety was
not deficient, it was just deviant from the 'Mother English’, in other words 'Britisf
English’, norm, or different from it (Smith 1983).

An African student, after he wes criticised by the native—speaking teacher for using a non-standard forr
burst out like this: 'It's our language now and we can do what we like with it!" (Povey 7977:28). ® 12

The status of norm-developing varieties is rapidly changing these days. On
the one hand, ELT conducted in the Outer Circle is becoming 'de-Britishised":
teaching materials once imbued with British culture are now often set in the
native milieu. On the other hand, countries in the Outer Circle have begun to
diffuse their own linguistic and cultural norms to the Expanding Circle - partly
through the teaching of English as a major international enterprise.

Finally, the varieties in the Expanding Circle are labelled as norm-dependent,
because non-native speakers' language goals are largely determined by norm-
providers. Or to use Kachru's metaphor,

tne non-native Englishes are linguistic orphans in seamh of tneir parents'(1982:50).6 13
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-3 *or the relationship between the three categories, Kachru (1982) warns

~at they should not be regarded as closed sets, but rather as a spectrum
Englishes. Under favourable conditions, norm-developing countries can

cecome norm-providing ones, whereas norm-dependent countries can turn

~:0 norm-developing ones. In Phillipson's (1992b) view, too, the dividing line

retween English as a second language (ESL) and English as a foreign language

E-L) countries is in a constant state of fluctuation.

iaeden might be a good example ofa country which is in the process of shifting from norm-
xoendency to norm-development. Due to the fact that the overwhelming majority of the population
3/ speak good English, Swedish English may soon be recognised as a variety in its own right.

- -nough norm-providing countries seem to have lost the exclusive prerogative
~ control the standardisation process, the debate about the need fora
standard variety remains lively. Some protagonists favour the choice of a
S:andard English for reasons of economy (Nickel 1987) while Quirk, the

:: stinguished grammarian, argues that

e ot existence of standards jh.(:san endemiceature of our moral condition [...] Peooie feel
. 7"3ted ano Oisenented If a standaro seems to bo missing' (Quirk & Widdowson 1985: 5-6).

- similar vein, Kennedy (1985) acknowledges the importance of a certain
degree of homogeneity, although he notes that it may be beyond the bounds
c* the possible to adopt any single set of norms.

~-ie concept of a standard model has come under repeated attack. Liberals
r~allenge it on ideological grounds, saying that the acceptance of any exclusive
- odel engenders discrimination against those coming from non-standard
backgrounds. Instead of a single model, they propose that two, or even more,
;"ould be specified. In disagreement, Svartvik (in Leech & Svartvik 1975), a
.=.ell-known Swedish linguist, warns against the idea of multiple norms for fear
the negative consequences they might have on the spread of global English.

Extremists totally reject the model concept: let everyone speak as they please!
Quirk angrily lashes out against them:

I'saam oi elitism Isa comfonaole exercise for those whc are themselves securely among tne
e he (Qu;rk& Widdowson 5985: 6].

What matters more, however, is that if this relativistic view were consistently
enforced, it would impair mutual intelligibility (Davies 1991), while the
profession of ELT, in particular, would become impossible to practise.

Indeed, what is Standard English? Has anyone ever tried to describe it? Kachru
cites Ward:

Mo one can oeflne [Stanaard Enghsh], because such a thing does not exisr (quoted in
Kachru 1982:34).

Being a Non-Native Speaker
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® MThese terns have now
largely been replaced by the
umbrella term'English asa
Lingua Franca.

After reading the Sowden-
Cogo debate, explain

the principles of the ELF
movenment.

Further reading:

Sowden (2012) vs.Cogo (2012).

© 1SWatch Jay Walker's
TED talk, "The world's
English mania’(2009). In
his opinion, is the spread
of English atsunami or an
opportunity?

What do you think?
Further reading:
Phillipson(1999a/1999b)
vs.Crystal (2000).

Standard English is obviously an idealisation, an amalgam of beliefs and
assumptions about rules and norms to which certain people attempt to adhere
with varying degrees of success. And apparently there are several Standard
Englishes available to both native and non-native speakers.

And a final point. Standard English is often used interchangeably with the term
International English or International Educated English. ® X4 It is obvious that
English is a tool of communication in innumerable human encounters between
natives coming from different English-speaking countries, between natives

and non-natives, as well as between non-natives. The settings for International
English can range from multi-national conferences through business
negotiations to tourism and so on. The question now is whether International
English is (a) a special kind of Standard English with norms distinct from

those of other standard Englishes, or (b) any kind of Standard English used in
international settings. In agreement with Davies (1991), | claim that a separate
‘international’ variety of English does not exist, therefore we had better speak of
English as an International Language rather than as International English.

From the point of view of non-NESTS, the choice of a specific English variety

is probably determined by a host of factors. To the extent that this choice is
within our scope, we should offer a variety which will help our students perform
effectively in their future lives as speakers of English. ® B

Summary

In this chapter, | have set the scene for the central topic of my book: the native/
non-native issue. | have shown that English has become the universal language
of international communication. After referring to the ambivalent attitudes
towards the hegemony ascribed to the English language, | have presented ways
of classifying countries on the basis of their use of English. Speaking of norms, |
have argued that today there are several Standard English varieties for teachers
and learners to select as a model.

During my discussion, | have used the terms native speaker and non-native
speaker rather freely as though they expressed obvious, universally accepted
concepts. In Chapter 2,1shall argue that the native/non-native distinction is, in
fact, one of the issues that needs to be most carefully debated.
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Further reading

= Bolitho, R. & P. Medgyes, (2000) Talking shop: from aid to partnership. ELT
Journal 54 (pp. 379-386).

- ;sadialogue between a Brit and a Hungarian, both of them having oeen intensively
m.lived invarious language development initiatives in Central and Eastern Europe.They

- Sijss their respective priorities and perspectives concerning aid projects.

Graddol, D. (2006). English Next. The British Council (available from the
British Council website).

;an ur
-y an in-depth analysis of the role the English language plays in our rapidly changing
a, the report provides plausible scenarios about the future of the 'World English Projec

= Phillipson, R. (1999a) Voice in a global English: unheard chords in crystal
loud and clear. Applied Linguistics 20 (pp. 265-276).

= Crystal, D. (2000) On trying to be crystal-clear: a response to Phillipson.
Applied Linguistics 21 (pp. 415-421).

= Phillipson, R. (1999b) Closing word. The European English Messenger VIII(1)
(p. 65).

- ms review article, Phillipson criticises Crystal for his claim that the English language has
seen avehicle for progress at global and local levels. Crystal counters by accusing the reviewer

= Sowden, C. (2012) The overnight growth in English as a lingua franca. ELT
Journal 66 (pp. 89-96).

= Cogo, A. (2012) English as a lingua franca: concepts, use, and implications.
ELT Journal 66 (pp. 97-105).

= Sowden, C. (2012) A reply to Alessia Cogo. ELT Journal 66 (pp. 106-107).

- mis inspiring debate,, the authors argue about the relationship between Standard English

and EI'F and the implications of ELF on the teaching of English.

Being a Non-Native Speaker
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©’ Check the data on the
internet for the number

of native \s. non-native
speakers of English in
different parts of the world.
Account for any similarities
and differences.

10

CHAPTER 2

Is the native speaker really dead?

Focus points

= Defining the concept of the native speaker of English
< Native and non-native speakers on a continuum

e Different forms of motivation
N o et et e eea e eeaeeeeaeeeeaeeseaeeaseneeeeneee et en et ee s ee e eenans

In Chapter 1,1used the terms native speaker and non-native speaker without
qualificationl and indeed, in everyday usage there is no problem with them or
with the distinction they suggest. In professional circles, however, one would do
well to avoid them these days. ©1

/1s part of my research for this book (see Chapter 4.2, Survey 1), | circulated a questionnaire among

: my colleagues at the American Language Institute of the University of Southem Califormia. My purpose
essentially wes to explore whether they found any difference in teaching attitudes between native- and
non-native-speaking teachers of English.

\Attached to a completed questionnaire she retumed, a virtually bilingual respondent wrote a critique
of my research hypothesis. What upset me wes not the objections that she raised, for they were

= relevant and well founded, but the fury with which she used them to attack my innocent proposal. 4s

y it tumed out in the follow-up interview, her anger was motivated by her repeated failure to getajob in

| Japan and other countries, merely on the grounds that she had not been bom and brought up inan

| English-speaking country. She had not even been granted the opportunity ofajob interview to prove
her native-like proficiency.

Since this experience, my conviction that there is more to it than meets the eye
has repeatedly been confirmed: the native/non-native distinction reaches far
beyond applied linguistic research. Itis a hornet's nest, fraught with ideological,
socio-political and stinging existential implications, factors which may at times
carry far more weight than the rigour of scientific investigation. In fact, academic
jargon often serves as a disguise to conceal other considerations.

Nevertheless, in this chapter | hope to provide an overview of the native/
non-native distinction under the spotlight of applied linguistic research alone,
divesting it of other aspects which might blur my focus. Nor do |touch upon its
validity in the context of ELT, an issue | address in Part Il.

Some researchers have begun to replace the term native speakerwith the term native userto emphasise that language
includes wrting ans or n: as weii as speech.
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2.1 Defining the native speaker

—me native/non-native division is one of the most complex and elusive areas in
acolied linguistics. At different points in time, researchers have thrown doubt
the categories of native or non-native speaker. Even in the 1980s, Paikeday
' 985) confidently entitled his book The native speaker is dead’, while Rampton
- the 1990s was more nuanced, with an article entitled 'Displacing the native
sceaker'. Ferguson (1982) formulated the radical approach as follows:

m:i:i the whole mystique of native speaker and mother tongue should probably Do quietly

:msec from the linguist's set of professional myths about language' (1982: vii).

replace the native/non-native speaker, new terms have been coined, such as
—zre or less accomplished (Edge 1988) or proficient users of English (Paikeday
*Nn35), expert speakers and affiliation (Rampton 1990), English-using speech
-e owships (Kachru 1985), and so on. What all these labels have in common is
~e heavy stress on what Kachru (1992) calls 'WE-ness' instead of the us and them
z cnotomy. The trouble is that these well-sounding terms are no less spurious
~an the weathered terms, native/non-native speakers (Medgyes 1992). ©2

Native and non-native speakers: a dichotomy or a continuum?

- an effort to pin down the native speaker, let me present a summary of the major
coints found in oft-quoted definitions (Stern 1983, Crystal 1985, Richards et al.
' 985, Davies 1991). Thus the native speaker of, say, English is someone who:

1 was born in an English-speaking country; and/or

2 acquired English during childhood in an English-speaking family or
environment;

speaks English as his/her first language;

has a native-like command of English;

3
4
5 has the capacity to produce fluent, spontaneous discourse in English;
6 uses the English language creatively;

7

has reliable intuitions to distinguish right and wrong forms in English. 0 3

Sure enough, all of these are fuzzy and inconsistent criteria. Let me mention a few
major objections:

1a After birth, many children move with their family to a non-English-speaking
country; hence they do not acquire English, but rather the language of the
new community.

1b Even those who acquired English as children may partly or completely lose
this knowledge once they move to live in a non-English-speaking country.

1c Anyway, which countries count as 'English-speaking countries'? Can someone
born in a norm-developing country be regarded as a native speaker of
English (Chapter 1.3)?

2a What is the range of childhood? A three-year-old is a child, but what about a
nine-, a twelve- or a sixteen-year-old? With regard to language acquisition, the
‘critical period' is often mentioned in the literature, but its scientific validity is
dubious (Stern 1983).

Being a Non-Native Speaker

0212 users should be
judged by what they are,

L2 users, not what they can
never be by definition, native
speakers' (Cook 2005:50).
What do you think Cook
means by this?

Further reading: Gook(2005)

©* According tothis list
of criteria, are you a native
or a non-native speaker

of English? Do you know
of anyone who isan'in-
between case?
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©4Kramsch(2014)

argues that bilingualism

is not the sae as double
rmonolingualism.

In your opinion, what is the
difference between them?
Further reading:
Kramsch(2014)

0 sl have reservations about
each of the seven criteria.
Which one(s) do you take
issue with? Why?
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2b There is no problem so long as both parents speak English to the child.
But what if one of them happens to be a non-native speaker of English and
speaks to the child in his/her L1? In that case, the child is likely to become a
bilingual. But then which one is his/her native or first language? Can one be
a native speaker of two languages? O4

2c What about eight-year-old Juan? His father is Mexican, his mother is
Norwegian, but the family have been living in Australia for five years. Thus
Juan is acquiring two languages at home, plus English outside home. As a
trilingual, which will he have as his dominant language: the home languages
or the language of the community?

3 How can we define the native language in relation to the mother tongue,
first language, L1, home language or dominant language? Let alone such
phrases as the second language or foreign language? To what extent are
these labels interchangeable? The confusion in this regard is apparent.

4a Similarly messy is the use of concepts such as command of English,
knowledge of English, competence in English, or proficiency in English.2 The
term native-like proficiency dearly reveals the insecurity of researchers.

4bTo say that a native speaker has a native-like command is sheer tautology;
it isthe same as suggesting that a good bus driver has the ability to drive a
bus well.

4c As language teachers, we all know that there are many ways of measuring
language proficiency. Nevertheless, there is no yardstick with which natives
can be distinguished from non-natives. Where does nativeness begin on a
test with, say, a hundred items?

5 By the same token, nor can the degree of native versus non-native fluency
and spontaneity be identified. For example, in certain types of discourse,
such as creative speaking or writing, native speakers stop and search for the
right term or structure, possibly more often than non-natives. On the other
hand, even elementary learners are able to use simple structures at a native
level of automaticity.

6 Or how could differences in the creative use of English be specified?
Furthermore, who would deny the creative genius of non-native writers of
the English tongue, such as Conrad, Nabokov or Soyinka?

7 'When introuble, consult a native speaker', runs the adage. Yes, but which
native speaker: the linguistically naive or refined native speaker (Crystal in
Paikeday 1985)? Unfortunately, it is common experience that the intuitions
and judgements supplied by even the most educated native speakers are
not always reliable. And they seldom agree amongst themselves... (Chapter
11.2)!©5

Needless to say, all these issues imply far more subtle and diverse ambiguities
than | have been able to demonstrate. For lack of space, however, | would
prefer not to dig deeper.

~'rxjqrOj: tne ooofc | refrain from USing the term competence, because | would need to contrast it with performance and
TArrr.-c ' rg.sx zy™oetsnce and aynmunkstne competence -a daunting task which would force me into digressions.
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2.2 The interlanguage continuum

By supplying this list of quibbles, however, | do not wish to challenge the
existence of the native speaker or, logically, that of the non-native speaker,
-jgitive concepts as they are, they may still be legitimate and in everyday usage
tie native/non-native division does not normally pose problems. To all intents
and purposes, my next-door colleague X is a native speaker of English, while |
am not. Only afool would call into question the obvious differences between

,S. True, at our present state of knowledge, the distinguishing features between
»S cannot be specified with any great degree of precision. But the same is true
:r a number of other phenomena in the world, and yet we regard these as
separate entities.

© my knowledge, no one has been able to draw the line between such opposites as life and death or
sanity and insanity, except in legal or practical tems.

suggest, therefore, that we retain the terms 'native’ and 'non-native' speaker,
only for sake of convenience. Let us accept Halliday's paradox (in Paikeday
* 985): the native speaker is a useful term, precisely because it is not too closely
defined. O6

“here is general agreement that all users of English are simultaneously learners
of English, granting that native speakers have acquired English in comparison
vth non-native speakers who are still acquiring. By virtue of speaking a more
~r less advanced degree of interlanguage (Selinker 1972), every speaker can,
metaphorically, be placed on the interlanguage continuum at any stage of his/
~er learning process (Figure 2). ©7

Figure 2: The interlanguage continuum -Version A

Zero Absolute
proficiency proficiency
point point

Movement between the imaginary zero and absolute points is determined

oy various factors, among which the country of birth and the environment are
supposed to play a decisive role. Thus, if born and brought up in an English-
speaking community, a person would probably be a more accomplished user
of English than if born and brought up in a non-English-speaking one. Hence
native speakers are, potentially, more accomplished users of English than non-
native speakers.

The question now is whether or not all native speakers are closer to the
absolute proficiency point on the continuum than even the most advanced
non-native speakers. In other words, can non-native speakers outweigh native
speakers' advantage, by dint of other variables, such as a higher degree of
motivation, better aptitude, longer experience, better education and so on?
Are they handicapped in any absolute or relative way? Let us examine the two
alternatives separately.

If non-NESTs are unable to ever catch up with NESTs, the interlanguage
continuum looks like this (Figure 3):

Being a Non-Native Speaker

©* While nost researchers
reject the native/ non-native
dichotony, it ‘cannot be
simply "magicked-away"
(Pacek 2005: 243).

What do you think Pacek
means by this?

©7The term interlanguage
privileges the native speaker
by implying that ‘the goal of
asecond language learner
isto bejust like a native
speaker' (Mahboob 2010:4).
Do you agree?

Further reading:

Mahboob (2010)
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0 sCan non-native speakers
breakthrough or jump over
the'glass wall'? Have you
met any non-native speakers
of English whase language
competence wes on a par
with that of natives - or even
better?
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Figure 3: The interlanguage continuum -Version B

Zero Absolute
proficiency proficiency
point point

non-native speakers native speakers |

Figure 3 suggests that non-native speakers may constantly move along the
continuum as long as they learn-to-use/use-to-learn English, but at a certain
point their progress is halted by a glass wall. They can catch a glimpse of natives
thronging on the other side of the wall, but they cannot walk through it or climb
over it. The wall is bullet-proof, entirely isolating natives from non-natives. ©8

One explanation for the assumed impermeability between natives and non-
natives may lie in the different routes they have taken to acquire the target
language.

Native soeakers me a position ct insecurity to - security, while non-native speaker
move in the reverse tion. Native speakers, however defined, start off seeking meaning:
they (earn the language offered them in o  m(m part; to gam the meaning they seek. As the
oregress, the gain in meaning gives them greater and greater secur /gSthpw nom th ouoh
the medium of L, tc cor  their environment. Non-native speakers, on tine contrary, aireao
have that control in the:  .Their learnino of an [2 means that they must abandon the security
of the i to Ot .and  'obl iV e L2 of what was so familiar in the L 1031y
of course, if they make sufficient croaress, they also oam sea "ie h2 as well theil" !
(Davies 1991:35-36).

An even stronger argument for the total separation, it seems, is that non-natives,
by their very nature, are norm-dependent as opposed to natives. Their use of
English is but an imitation of some form of native use. Just as copyists never
become genuine artists, runs the argument, non-native speakers can never be as
creative and original as those whom they have learned to copy. They may have
some degree of freedom in choosing the native-speaking membership to which
they want to belong, but the model and the goal that membership represents
should remain their basic preoccupation.

An obvious defect of this line of reasoning is that it runs in the face of everyday
experience. We all know of non-natives who can speak English in a more
sophisticated manner than the majority of natives, or whose writing abilities are
more advanced than most natives'. Now, does native-like command in one or two
areas of proficiency entitle the non-native to wear the 'native speaker' badge?

I have to ask at this point: what constitutes language proficiency? Well, there are
the four skills, grammar, vocabulary, pronunciation, functions, and so on. But,

to use the analogy of cooking, this is not yet a full recipe. The list of ingredients
alone does not indicate the relative quantities to be used, nor does it give
instructions about the steps to be taken. Without such information, we may arrive
at two or more entirely different dishes or, worse still, bungle the whole meal.

Rejecting this alternative, let me offer a second route. This suggests that the
non-native speakers' handicap is relative, with the implication that they have the
potential to catch up with native speakers. By offering this compromise, | let non-
native speakers into the much-coveted land of native-like proficiency (Figure 4):
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Figure 4: The interlanguage continuum -Version C

ft
fit
oreney Tt |t 1 ft ft ft TEIT oott>

point
non-native speakers N rative speskers |

ft

-s the figure shows, a few non-natives have overtaken natives - or very few, as
Zavies (1991) admits. After all, it verges on the impossible for the non-native to
c,tperform the native who spent much of the first five or six years of his/her life
acquiring L1.©9

Absolute

point

2.3 Pseudo-native speakers

-'e acknowledgement that there are non-natives with a native-like command of
English -whom | have come to call pseudo-native speakers for want of a better
:erm3-does not necessarily imply that they are indistinguishable from natives.
~~ere is some evidence to confirm that even pseudo-native speakers display
certain characteristics that reveal their non-nativeness - if scrutinised by expert
-ative-speaker observers (Ellis 1985). In everyday situations, however, they pass
as natives (Gardner 1985).

_et me list some of the linguistic features that are likely to give pseudo-native
speakers away.©10 In a native/pseudo-native comparison, pseudo-natives:

1 are most frequently and easily recognised by their divergent pronunciation
or, to use Kachru's (1982) term, by the ‘accent bar".

AHungarian friend of mine is a pseudo-native speaker of English. However, in England people often |
‘eckon that he comes from Australia, in Australia that he must have spent a long time in the US, and in |
US that he is British. Some suspect, though, that he is French. |

2 have a lower or higher level of idiomaticity than average. ©" Some pseudo-
natives, consciously or unconsciously, prefer unmarked forms, refraining
from the use of colloquialisms, catch-phrases, let alone slang, while others
tend to be over-idiomatic, perhaps in an effort not to sound too drab.

Tre English usage ofa Hungarian colleague of mine is full of slang expressions which arejust a bit
outdated. In appreciation of his bold attempts, a native speaker likened him to an Elvis Presley fan
fromthe 50s.

Deliberately, lavoid the term near-native speaker. In my view, a near-native speaker is someone whose proficiency is very
good hut does not reach native levels, whereas a pseudo-native speaker's proficiency may even surpass the native's in
one or several aspects of proficiency. Incidentally, Gimson (in Paikeday 1985), somewhat jokingly, sets up the distinction
between the natural native speaker and the honorary native speaker.

Being a Non-Native Speaker

©90n YouiTube, watch the
interview extract 'The Late
Praf. Alan Davies discussing
the concept of the native
speaker'(2015).

Select a couple of points
worth considering further.

©10In my opinion, pseudo-
native speakers differ from
natives on these six counts.
Can you add sonme more?
Give examples from your
onn learning experience.

© 1 '[Mjany so-called NSs
can be far less intelligible

in global settings than well-
educated proficient speakers
of asecond language'
(Moussu & Lurda 2008, p
318).

If you agree, supply a couple
of exanples.
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® 2Children's spoken
language changes all the
time. Doyou recognise the
terms 'wuss' or ‘wally*? Have
yOU COIme acrass any other
recent exarmples?

® 13Chinese by birth, Li
calls herself a 'between-the-
worlds resident'.

This status, she says, 'does
give e the licence to march
to a different drum, to some
extent'(1999:50).

Bxplain this metaphor.
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3 have gaps in the conceptual knowledge usually acquired by children during
their linguistically most formative years (games, stories, nursery songs, the
environment, basic school subjects and so on).

Doyou know the names English-speaking children call each other (copy-cat, fibber, tell-tale, conard,
swot, nasey parkerj?® 12Canyou do basic arithmetic operations in English? Canyou do them inyour
head, too?Are you familiar with the conventions of fairy tales (from 'Once upon a time'up to ‘And they
lived happily ever after’)? Does the English for basic terms of biology such as monocotyledon, thorax,
stamen, abdomen ring a bell? Couldyou define Thales’ or Pythagoras' theorem or laws in English?

use repetitions and routinised language less efficiently (Firth 1957). What
pseudo-native speakers tend to miss in conversational situations is not the
message content, since often there are no messages exchanged, but rather
the ritual of the conversation (Davies 1991). In the English-language use of
pseudo-native speakers, the balance between transactional and interactional
language tilts towards the former (Corder in Brown & Yule 1983:1-3). ® 13

Non-native speakers, including pseudo-natives, communicate in a business-like fashion, reducing
small talk that everyday conversation is embedded in. Typically, they produce curt, to-the—point
utterances which the native speaker may interpret as signs of rudeness or hostility.

5 are less aware of the context at large. This may imply referential gaps in
certain situations, or slips in register, which may lead to social gaffes. It
goes without saying that insensitivity to context often results from deficient
knowledge of English-speaking cultures.

On the first (and last) occasion | visited a McDonald's in the US, | ordered a hamburger. The girl behind
the counter listed a number of what | inferred were fantasy names for various kinds of dressing. After
a fewabortive attempts to maeke out their meaning, | gave up and said: 'Give me that last one on the
list. Her non-verbal reaction clearly implied: Thisguy is nuts.

6 are less coherent and consistent both in their own language use and in their
judgement of other people's language use (Coppieters 1987). This has
repercussions for ELT and especially for error correction practices (Chapter 6.4).

A pseudo-native colleague has complained that she still mixes up The same toyou'and "You too'
in quick exchanges. So when a native wishes her a merry Christimes, she says You too, and when
somebody says Take care', she often replies with "The same toyou.
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2.4 The 'average' non-native speaker

~J~ let us enter the world of the rank-and-file non-native speaker -a far more
ce-sely populated land than that of the pseudo-native speaker. There are two
r~cortant points to consider here.

3"€ concerns motivation. Non-native speakers fall into two categories in terms

r* Teir aspirations. The first group consists of individuals for whom English

s a- instrument to achieve limited personal or professional goals, such as

«m-gaging in simple conversations with foreigners, carrying out routine tasks at

<c-< understanding the gist of an English-language magazine or passing an
ination. The second group includes people for whom English is a matter

r* tre utmost importance, such as immigrants, or people for whom English is

; —3jOr medium in their profession. Non-NESTs obviously belong to this latter

category. It is in this sense that Gardner & Lambert (1972) distinguish between
mental and Integrative motivation. ©4

-c' -on-natives with integrative motivation, a deficient command of English is
3scjrce of constant dismay. And this handicap is all-embracing: compared to
*at .e speakers, they do less well in every aspect of language performance, as
= e. This feeling of under-achievement is particularly troubling when their
ce'*ormance is compared to that of native speakers with similar variables in
-e""s of age, sex, education, intelligence and, especially, profession. Let me

- e-tion in passing that we non-NESTs go through this painful experience day
- cay out (Chapter 5).

3c pared to their own L1 performance, the non-native speakers' handicap

- English is even more glaring. Logically enough, they are far more effective

- r'eir mother tongue implying, among other things, that they are capable of
-aaching their communicative goals more directly and with less effort (Medgyes
' -59).

~-e other thing | want to suggest is that even people with strong integrative
- rcvation do not necessarily desire to qualify as native speakers. ® 15 The wish
:c attain native-like proficiency is not the same as an attempt to repudiate one's
dentity. Even immigrants, for whom full integration may be vital, often keep
a z stance between themselves and the English-speaking community in which
~ey have chosen to reside. English remains a surrogate language, a substitute
«e- cle for communication imposed upon them by the speech community that
;."ounds them.4

:s>enough, but then who can decide whether, for instance, Mr Gagnon, an
excellent (pseudo-native?) speaker of English, isto be regarded as a native or
a -on-native? As the native/non-native dilemma is far from being resolved on a
—eoretical plane, let me suggest, somewhat complacently perhaps, that he be
a owed to self-identify. After due reflection, let Mr Gagnon and every one of us
cecide whether we belong to the group of native, pseudo-native or non-native
soeakers of English, or perhaps somewhere else. In agreement with Davies, |
relieve that membership

asc lething being given' -81.01B

- 0ddly enough, the reluctance to give up one's native origins and personality may be a major obstacle to achieving a near-
iative command of English and may lead to fossillzation (Chapter 9).

Being a Non-Native Speaker

® MAre your students
spurred to improve their
language competence by
instrumental or integrative
motivation?Ora mixture
of the two, perhaps? What
about yourself?

® BAncther pair is intrinsic
Vs, extrinsic motivation.
What is the difference?

® 16'Ultimately, what
apypears to be the most
distinguishing feature

is simply whether one
considers herself a

native speaker of a

given community and is
recognized as such by other
speakers' (Moussu & Llurda
2008: 337).

Doyou satisfy both
conditions?
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® I7Watch the TED talk "Who
ami? Think again’ by Hetain
Patel andYuyu Rau. There
are afew key words in it
language, accent, imitate,
pretend. How are these
related in their performance?
Why the title?
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We should bear in mind, however, that such a choice carries responsibilities

in terms of confidence and identity. Confidence in the sense that once we
claim, say, pseudo-native status, we are not to suffer from the stress syndrome
(Chapter 5.3). And identity in the sense that we need to be accepted as such by
our fellow-teachers, possibly including native speakers. This implies allegiance
to the norms of English, both in a linguistic and cultural respect.5

1knowseveral foreigners whose command of English | could not fault, but they themselves deny they
are native speakers. When pressed on this point, they draw attention to such matters asj...] their lack
of awareness of childhood associations, their limited passive knowledge of varieties, the fact that there
are some topics which they are more ‘comfortable’ discussing in their first language. 7 couldn't meke
love in English,'said one man to me'(Crystal in Paikeday 1985).® 17

Summary

In this chapter, | have examined whether the native/non-native division is
indeed no more than a myth. A brief analysis of the definition of 'native speaker
showed that it is unquestionably an elusive term. | have offered three versions
of the interlanguage continuum to demonstrate the controversial relationship
between native and non-native speakers. | have claimed that even 'pseudo-
native speakers' can be pinpointed under close scrutiny, not to speak of non-
natives with a moderate command of English. | have concluded this chapter by
suggesting that, for the time being, the native/non-native distinction should be
established on the basis of self-ascription.

From now on, | shall divert my attention from the general aspects of the native/
non-native distinction and study its particular manifestation in the world of ELT.
But before | narrow down my focus, let me digress one more time. In Chapter 3,
I shall briefly explain why this book, in sharp contrast to many other books
published these days, is about the teacher and not the learner.

: CMT_ir=< asiegiance does not. of course, equal allegiance to one particular English-speaking culture.
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Further reading

Cook, V. (2005) Basing teaching on the L2 user. In E. Llurda (Ed.) Non-
native Language Teachers: Perception, Challenges and Contributions to the
Profession Springer (pp. 47-61).

e Bother explains ir deta'l why he prefersthe term E2 user to descnoe toe non-native soeaker.
-"t"resenting the four naiorcharacteristic features of L2 users, he passionately argues that
mt.sou:dnet be created as failed native speakers, oecause difference ;s net she same as deficit.

Kramsch, C. (2014) Teaching foreign languages in an era of globalization:
ntroduction. The Modern Language Journal 98 (pp. 296-311).

'm : caper explores the impact o: globaiisation on the ways foreign languages are taught
te. earned tocay.These changes, Kramer argues, cal fora more reflective, interpretive,
m  mwglygrounded, ano political) engageo pedagogy tnao was caked for by the

emotive language teachinp or the eignties

Mahboob, A. (2010) The NNEST lens. In Mahboob, A. (Ed.) The NNESTLens:

Non-native English Speakers in TESOL Cambridge Scholars Publishing (pp.
1-17).

~e evening chapter in this co'lectlen of papee defines the 'NNEST lens' as one which

e "does the concepts of muitilinguansm, multinationalism and multiculturalisrn. It then

mars onto Questioning toe privileged status ok the native speaker and orovidng an

m--dew of the nen-NES' movement.

Being a Non-Native Speaker
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0 1Canyou give ary
examples of amateurish
teaching'and "haphazard
learning'outside the
language classroon?

O 2How do you interpret the
‘billiard ball hypothesis™?
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CHAPTER 3

A 'teacher-centred' approach

Focus points

< Ongoing interaction between the teacher and the learners
< The complexity of the language teaching operation
< From organised forms of language learning to self-study

= Acquiring IT skills: independently or with support

3.1 Negotiations and responsibilities

‘Most people clo not realize how much even of their private life is taken up with amateurish
teaching and haphazard learning' (Highet 1950: 5).01

Indeed, we incessantly teach and learn, both at home and at work. There is
some kind of teaching and learning going on wherever there are parents and
children, experts and beginners, superiors and inferiors. But the best place for a
systematic and intensive form of teaching and learning is obviously the school.

In the classroom, there are two main characters: the teacher and the students.
On occasion, there may well be a few extras present, such as a group of parents
on an open day or a stray school inspector, but they are not entitled to interrupt
the lesson.

In this model of the classroom, the teacher's job isto do the teaching and
the student's job isto do the learning. In its crudest form, the teacher gives
commands which the students try to carry out. A.R. Tom calls this concept,
metaphorically, the billiard ball hypothesis:

The poo! player (the teacher) aims the cue ball (his behaviour) so that it will strike the target
billiard ball (the student) at exactly the right angle to cause the billiard ball (the student) to go
into a pocket (the achievement of what the student is supposed to learmifom 1984: 55). © 2

Agroup of fifteen~year-dds havejust read an artide about the dangers of passive smoking. Aftera few
) exerdses, the teacher tells the students to discuss this issue in pairs. In each pair, one student is instructed
: 1o be the smokers' advocate, the other one is the anti-smokers' advocate. After a couple of minutes,
hownever, the pairs begin to flounder. Seeing this, the teacher makes wild gestures to prod the students
onand even threatens the mostjaded ones. In response, some students make desperate efforts to drag
on, others switch into an L1 discussion of their evening schedule, still others give up in asulk.
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4s this example is intended to show, no matter how hard the teacher hits the
3 rget billiard ball, it won't go into a pocket, because he has not reckoned

a th the fact that the target billiard ball isthe cause of its own movement in a
-articular direction.

really, classroom interaction is a two-way process, in which both parties

e-deavour to adapt to each other's goals and procedures. First, the teacher

- *jates an activity, but remains alert for the students' reactions. Thus, in a critical

i*jation like the one in the example, a flexible teacher would take turns to join

—ose pairs where work was about to peter out, and if this didn't help, she would

se: up a different task. In return, there is a good chance that the students would

:r operate. As opposed to her inflexible colleague, the flexible teacher would

i-cceed in sustaining motivation, by being ready to negotiate. The teaching-

earning process should consist of an endless series of negotiations between
—e teacher and her students. 03 O 3Think back to your onn
schooldays. What were
your English teachers like -
controlling or flexible? If you
(also) had a NEST teacher,

was she any different
> buying my first computer in 7986,1asked a friend, a computer buff, to teach me the besics. He fromthe NoN-NESTS in this

Ssrted out by explaining the theoretical underpinnings, using incomprehensiblejargon. After half respect?
s~ Haur, | interrupted and asked him if he would now please teach me which keys to strike for what
apose. Undeterred, he continued as before: | gave up trying. We never had a second lesson. Instead,

set about the formidable task of learning from a manual.

2* course it is possible to learn by slavishly carrying out the teacher's
"structions and indeed by self-study.

V . friend may well have been the best computer expert on earth, but clearly he
A=sa pathetic teacher, unable to establish a two-way flow of communication.

- an auspicious learning situation, the student is an active participant assuming
rartial responsibility for his own progress. At a basic level, responsibility
-.olves making strenuous efforts to acquire the knowledge and skills imparted
c . the teacher -there is no learning taking place through osmosis.

a more conscious level, the student not only carries out the instructions, but
<eeps the teacher informed about his progress by giving positive and negative
=ecedback. The fact that he seeks opportunities to exercise control means that
~e iswilling to share responsibility with his teacher. This kind of attitude is an
essential condition for successful learning.

S-ared responsibility does not imply that teacher and student roles become
'-terchangeable. The idea of interchangeability is absurd since

revners are expected to know what learners are expected not to know' [Breen 1985:147).

5reen calls their relationship an asymmetrical and non-egalitarian one, involving
r fferent rights and duties.

- fact there is a tacit agreement between the teacher and the students.
—iis means that the students empower the teacher with the dominant role,
expecting her to harness itto their benefit. The teacher, in turn, relinquishes
some of her power, thus making the students responsible for their own

21
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GFThe American writer
H.Crews clairms "Teaching -
real teaching, is - or ought to
be —a messy business.

Do you agree? Why (not)?
How can teaching be made
tidier?

Further reading:

Underhill (2013)

©* Watch Mitra's TED talk
(2013)Build a schodl in

the cloud'. Identify the main
messages.

How did the children in his
experiment leam English?
Do you think that the type of
education Mitra reconmends
is the way forward?

Why (not)?

& Asceptic might say The
more fervently you try to
prove you're right, the less
credible you become’. Doyou
(dis)agree? Why?
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learning. Their responsibility is, of course, restricted because, unlike the teacher,
the students generally arrive at the lesson with no specific plans of their own:
they are able therefore only to 'navigate' rather than 'negotiate’ (Dickinson
1987), leaving the task of orchestrating, coordinating, adapting, altering, and
substituting to the teacher (Gaies 1987). | believe that the skill of manouevring
this tug-of-war is one of the distinguishing features of the good teacher. 04

3.2 Teacher-centred and learner-centred
approaches

Unfortunately, some teachers are not content with their leading role -they seek
absolute power. While they arrogantly regard themselves as the sole repository
of truth and wisdom, they treat their students as a faceless, monolithic mass.

To use Stevick's metaphor, teacher-despots wield a sword with three edges:
mystery, miracle, and authority.

‘Mystery is the suosiitute for inaeoendent thought, authority is what imposes ana enforces
mystery; miracle is what assures the follower that he has in fact trusted his destiny into the
right hands' (198C: 284).

Educational philosophies which categorically assign the pride of place to the
teacher are called teacher-centred approaches.

For many years, teacher-centred concepts of education have come in for
sustained criticism and the pendulum seems to have swung to the other
extreme. Advocates of so-called learner-centred approaches claim that the
teacher's sole job in the classroom is

'to provide the best conditions for learning.The teacher is a means to an end: an instrument

to see that jearning takes place'(Byrne 1976:1).6*

By giving up her time-honoured role as an authority figure, the teacher should
behave as a 'human among humans' (Littlewood 1981), they insist (Chapter
6.5). Empathy, needs analysis, counselling skills, self-actualisation, integration,
autonomy, creativity and growth are well-known buzzwords. Teachers should
learn to show a low profile, and students should refuse to bow to her whims.

There is nothing wrong with any of these laudable principles. What is not
acceptable is the missionary fervour displayed by some proponents of
learner-centredness (Medgyes 1986). Firstly, they should not believe that

they have invented the wheel - good teachers have always been learner-
centred. Secondly, they should substantiate allegations such as 'nine out often
[teachers] treat their students as full-time linguistic objects' (Stevick 1980: 127)
- an accusation which |find exaggerated. Thirdly, and most importantly, zealots
should practise what they preach. O4 While emphasising the importance of
needs analysis in ELT, for example, they should not ignore students' frequent
objections to pairwork, groupwork, games, roleplays, simulations, projects
and other similar activities. Simultaneously, pleas for more grammar, more L1
explanations, more drills, more translation exercises and more error-correction
should betaken seriously.
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Sr-dents in the classroom, just like children or adolescents in everyday life,
='s often more conservative than teachers (Nunan 1987). This attitude may be
eolained by a feeling of insecurity caused by their relative ignorance. Stevick
- ~self warns that

"I inour zeal te be "huma'ustic" become coo "'earner centres" with regard to "control".
7 _Ljetinllod & leamet s most bas ¢ need.w Ikl isfoi seio:ity. wk inay hnd that we nave
:ised oor own baibnaked anarchy coni tnc class. Aose'\.e of stiocture.. ot of focus on the
"t.-may oeall ngntir certain kinds of psychoiogica training, out not in our classrooms
"“ne student's olace is at the centerof a soace which the teacher has structured, witn room

hrm to grow into’ (1980: 33).0 7 ©'Control and security.
What happens if the teacher
- great challenge for almost everyone, including teachers, is how to strike the is not in control?
-c"t balance between being the 'therapist’ and the 'policeman’ at appropriate Supply exanples from your
t~es (Maslow 1968). own teaching or learming
experiences.

<e5teacher trainer, | have often seen trainees go through a typical form of identity crisis. They begin
re ;rteaching practice by holding the reins too loose, thus disrupting the long-established power
ip«ionships in the classroom. Their pupils thrust into the vacuum, which leads to neglect of study and
sscpline problems. Panic-stricken, the trainees suddenly pull the reins in. The pupils' reaction isa
r.jed feeling of incomprehension and disappointment.

- °ny experience, students generally demand far more security than teachers
~eem desirable. In many so-called learner-centred classes, communication
zev.veen the teacher and the students is no less one-directional than in the class
;*:ne much-criticised authoritarian. Widdowson rightly points out that

m: cecause these differences in the e\erose o' authority have no; oeen properly recognized
m reauthoritative actions of the teacner have at times been discredited quite imoroperly
4 r oocrnarian imoositions of ocwer ('990:189).

3.3 The other side of the desk

- the quote above, Stevick refers to the ‘absence (...) of focus on the teacher'.

- another book (1976), he acknowledges that, while the learners can afford to
ce ignorant and insecure, the teacher should always look like a strong person, a
sojrce of stability. Dry wittily remarks that

t; /e recipe :amer oerfoTnance ksto set up a situation where the jearner pities the
esdies anc s himself to' oeing saddled with a pitiable teacher' (1977: 200). ©8How can teachers find
the right balance and ‘rise
5]t it is very difficult for the teacher to look confident when her authority is fromthe ashes' day after day
continually challenged, when she is constantly warned to withdraw, when she (Antier 1976)?
3 perennially reminded of the numerous, and often conflicting, roles she is Further reading: Dormyei &
expected to play in the class. ©8 Kubanyiova (2014)
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Hoyle (1969:59-60) lists the following roles ascribed to the teacher in a general educational setting:

= arepresentative of society (inculcates moral precepts);

= ajudge (gives marks and ratings);

= aresource (passesses and cornveys knowedge and skills);
= ahelper (provides guidance for student difficulties);

= areferee (settles disputes among students);

= adetective (discovers rule-breakers);

= an object of identification (possesses traits which students imitate);
= alimiter of anxiety (helps students to control impulses);
= an ego-supporter (fosters students' self-confidence);

= agroup leader (establishes group climate);

= aparentsurrogate (acts as object of bids for attention.

In the context of the foreign-language class, Harmer (1991) attributes to the
teacher the role of the controller, assessor, organiser, prompter, participant,

©’ Afterchecking Hoyle's resource, tutor and investigator. ©90ddly enough, the role in which she could
and Harmer’s lists, can you act as herself is not mentioned on either list or anywhere else.
think of other functions?

any i Professional literature teems with books on the learner, but is very slim on
Further reading: the teacher. Seldom can we read about her fears and anxieties, which may
Harmer(2007) culminate in what is sometimes called the Battered Teacher Syndrome (Chapter

5.3). Few studies have analysed the teacher as a person who hankers after self-
actualisation and 'caring and sharing' just as much as her students. If it is the
teacher who admittedly exerts the most immediate influence on the students’
motivation, we ought to make sure that she herself is duly motivated.

‘Not until we have taken a critical look atieachers attitudes, both individual and professional,
will we be ready to determine «hat obstacles still lie in the way ot creating the kinds ol
learning environments that will be most helpful to our students' (Savignon 1976:114).

To use Savighon's metaphor, it's time to attend to the other side of the desk,
too! To be fair, the desire to understand ourselves is not motivated by sheer
altruism -we wish to lead as full a life as our students. It is in this sense that

| advocate a 'teacher-centred' approach. The rest of this book hopes to give
assistance in understanding some of the linguistic and psychological aspects of
our work as English teachers in general and non-NESTs in particular.

Summary

In this chapter, | have argued that classroom teaching should be embedded in
an endless flow of two-way interaction between the teacher and the students.

I have studied the delicate power relationship between teacher and student

in terms of duties and responsibilities. Challenging current interpretations of
learner-centredness, | have made the claim that students can only be motivated
and helped after teachers have understood themselves.

From now on, my attention will be focused on ELT. As a lead-in, in Chapter 4
I shall revisit the native/non-native division in the context of ELT.
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Further reading

= Dornyei, Z. & M. Kubanyiova (2014) (Re-)igniting the flame of teacher vision.
" Z. Dornyei & M. Kubanyiova Motivating Learners, Motivating Teachers:
Bjilding Vision in the Language Classroom Cambridge University Press (pp.
'23-144).

- trier is based on the premise that only those teachers car motivate learners who
-'me .es are motivated professionals.The authors highlight the discrepancy between the

.. a:eteacher's ideal self and her actual self, and offer vision-related strategies whereby
-t jslasm can be kindled - or re-kindled when it is waning.

= Harmer,J. (2007) Describing teachers. InJ. Harmer, The Practice of English
_shnguage Teaching (4th edition) Pearson Education Limited (pp. 107-120).

- -c - in this highly acclaimed guide starts with a brief description of what teaching
-m --oves on to discussing the teacher's multifarious roles in the classroom and her
- = -;-'owith learners.The chapter ends by pointing out differences between NESTs and

= Underhill, A. (2013) Mess and progress. In T. Pattison (Ed.), IATEFL 2012
3 ssgow Conference Selections IATEFL (pp. 242-250).

- -; - aPlenary lecture, Underhill's starting ppint is that The class you teach is a mess, and
; s:rtool [...] It's OK to be in a mess. It'sjust a fact. If you're alive, that's whatyou're in.'

-->e trusses what leadership involves and how a learning organisation should operate.

Being a Non-Native Teacher
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©’ Checkthe definition
of'Content and language
Integrated Learning(CLIL)on
the internet.

Do you have any direct or
indirect experience of it? If so,
what are its pros and cons?

& Broca (2016) maintains
that it is usually the
academically better student
who can gain access to CLIL
education. Howtrue is this in
your country?

Further reading

0 3ls teaching English
through English an ideal and/
ora reality in your cortext?
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Natives and non-natives In
opposite trenches

1 [ “ 1 1 1 [ [ “ “ 1 “ ' " " '

r Focus points
< The development of '‘Content and language integrated learning' (CLIL)
= Differences between the formalist and the activist teacher
= The role of fun and role-play in the foreign-language class

e The status of NESTs and non—NE?_'II_'s

4.1 Learning content and carrier content

In effect, every teacher is a language teacher. In biology, maths or history, the
teacher's primary job is to teach a way of talking and therefore seeing the world
(Postman & Weingartner 1969). Language is the most direct way of conveying
information about

‘bed’es of knowledge thst have been consciously acquired by scientists over years of study
and that can ice transmitted by conscious and overt instruction of various sorts'

For teachers of 'content-subjects’, language is the means and knowledge is the
end. But even in the case of 'skill-subjects’, such as physical education, music or
art, language is an important mediator.

The natural medium of instruction is the mother tongue. In a number of
countries, however, teaching is conducted in a second language which has

a privileged status in society (Chapter 1,2).©1The scope for instruction in a
second language is determined by several factors, including the type of school,
the age of learners, the nature of school subjects and so on. A special case in
point is bilingual education or immersion programmes in which a second or a
foreign language serves as the language of instruction in all, or some, of the
school subjects. ©2

Foreign-language teachers, however, are a special lot, because for them the
foreign language embodies both the means and the end. Typically, they teach
knowledge about and skills in the foreign language mediated by the same
foreign language in virtually all situations1 0 3 Furthermore, foreign-language
teachers have no direct body of knowledge available in the sense that physics
or history teachers have. Or rather, they have two different sets of content to
teach: the systems of the foreign language -the syntax, the vocabulary, the
phonology - and the topics which serve to present specific items of those

1Classroom interaction is conducted in the foreign language, except when the teacher decides to call on the mother
tongutffer help in monolingual settings (Chapter 6.6).



PART Il

s.stems; Littlejohn (1992) calls these two sets the learning content and the
Z3" er content.

; c—ghly speaking, foreign-language teachers fall into two groups which may
re termed formalists and activists (Chapter 6.3). The distinguishing feature
rrer.veen them is in the content that they prioritise.

—amformalist teacher is preoccupied with the learning content, while the carrier
“ "rent is merely a pretext for her to introduce and practise new language items.

4 Neague told me the following story. She decided to present the ‘what make?' structure to a group
w 11-year-dds. The carrier content she chase was cars. Thus she asked the pupils: What neke is your
jarents' car?; to which they answered: ‘It's a Ford; 'It's a Volkswagen'and so on. During the break, a
3t stopped her in the corridor to tell her, in L70of course, that they hadjust changed their Skoda for

i Issan and how happy he wes. It took the teacher quite a while to realise what he wes getting at: he
e c apparently taken a pattem practice for agenuine inquiry.

~~ec mformalist constantly strips utterances of their contextual meaning by
c'caucing questions like: '‘Where's John?' and expecting answers like: 'He's
t".e railway station'. Now if students naively (or maliciously) were to inquire
John was, which railway station he went to and what for, the bewildered
-eacher's reply could be that it didn't matter, the point was to practise question-
i'C-answer.

- #dmg colleague of mine was teaching two nine-year-olds, a girl and a boy. In one of the first lessons,

re »as presenting the prepositional phrases: in, on, under. Todemonstrate the differences, he put

i sookalternately in, on and under the desk. The teacher then asked the class "Where is the book?.

Before long, the boy began to chuckle. 'What's up?' the teacher asked. 'But teacher, can't you see

mderethe book is? The little girl snapped at him: "Come on, of course he canl He's just trying to teach
the words.

ike the boy, the girl had apparently understood the difference between the
-eality of the outside world and the artificiality of the classroom.

~e¢ activist teacher, on the other hand, claims that it is the carrier content that
should stand in focus. Thus she takes every opportunity to use the foreign
snguage in the classroom as a genuine means of communication, led by the
tommonsensical argument that one can best learn something by rehearsing it
" life-like situations. Therefore, she sets up communicative activities.

Suppase you are observing an intermediate English lesson. After they have read an article about
homeless people, the teacher initiates a discussion about the doan-and-out in Britain versus their home
country. In protest, some students say that they never talk about such issues, even in their mother
tongue, and anyway they have conme here to leam the grammar of English and not sociology or palitics.

Being a Non-Native Teacher
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& Read the four statenents
below (Medgyes 1999a).
What do you think? Formulate
arguments to challenge these
assurmptions.

a) "The carrier contert isa ere
excuse for highlighting the
leaming content.1

b) ‘Learmers have no red
messages to convey inthe
classroom’

©) Theforeign language is
not a genuine means of
communication for leamers.”

d) "Theforeign language lesson
is not suitable for creating
regl-ife situations.’

©* | meintain thet teachersand
leamers engage in rde-play

all the tine, and this can only
be endured if seasoned with
hurmour (Medgyes 1999).
What do you think?

Further reading:

Seidlhofer (1999)

©* Watch these amusing
TED talks:

Terry Moore (2011) 'How to
tie your shoes'.

James Burchfield (2003)
"Playing invisible turntables'.
Joachim de Pasada (2015)
"Don't eat the marshmallow.
Which one(s) would you
showyour class?

Why?

28

It is likely that this teacher's attempt has failed, mainly because students have
felt unable to express their thoughts and emotions in L2 at a level adequate to
their maturity and L1 competence. But even if the conversation had come off, it
would surely have been quasi-communication, fundamentally motivated by the
aim of learning the formal properties of English.2

All foreign-language teachers, irrespective of their allegiance, face a paradox,
which results from the inextricability of learning content and carrier content.30"
Consciously or unconsciously, all of us are keen to resolve this dilemma. Good
teachers are ready to change their activist and formalist robes as the classroom
situation requires, and the best teachers are able to slide from one role into the
other quickly and with great dexterity.

Nevertheless, there is a catch. Soudek & Soudek (1985) found that foreign-
language teachers complain about stress and exhaustion more often than
teachers of other subjects. | assume that strain and fatigue are chiefly caused by
the constant necessity to play a role. Indeed, foreign language teaching consist:
of an endless series of role-plays, in which the teacher, as well as the learners,
engage in game-like activities which are not always fun (Berne 1964).

Role-play can have two meanings. In our everyday usage, it denotes a
classroom activity: learners are placed in an imaginary situation in which

they are expected to behave as though itwere a real one. For example, two
students are asked to act out a dialogue at the greengrocer's: 'Antonio is the
greengrocer and Amanda is the customer'. Although role-play is a standard
form of practice, many learners, in my experience, dislike it, because (a) they do
not fancy acting in the persona of someone else, and (b) it is very tiring because
it requires learners to use the foreign language and their imagination at the
same time.

The other meaning of role-play is far more comprehensive: it refers to an all-
embracing mode of classroom behaviour, resulting from the teacher's attempts
to bridge the gap between the learning content and the carrier content.

But it is precisely the elusiveness of foreign language teaching that makes

it a worthwhile pursuit. Many of us seem to enjoy our job, partly because of
the effort of trying to climb up the crest of the waves coming from opposite
directions. Antier (1976) goes so far as to suggest that the pleasure of dressing
up is in fact one of the main driving forces that keep us going. Indeed, foreign-
language teaching is a craft requiring a good deal of acting skills (Rives 1979).
©* | shall return to the topic of role-playing in greater detail in Chapter 5.2. But
now let me turn to the native/non-native division in the context of ELT. &

2Parenthetically, Gabelentz, a 19th century German scholar, once observed that 'the best language teacher, for beginners
at least, is a talkative person with a limited range of ideas' (in Stevick 1984:134). This seems a very apposite description
of the activist, who is eager to communicate although she is aware that the students' L2 level does not allow for
sophisticated interaction.

3This paradox is well represented by the ambivalence of the learning/carrier content dichotomy. After all, if we happen to
be activists, we may well say that for us the topic of classroom interaction is the learning content while grammar is the
carrier content in that grammar merely carries the message of genuine communication.
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4.2 Revisiting the native/non-native speaker
division: the three surveys

A thin the constraints of the distinction discussed in Chapter 2, every teacher is
ether a NEST or a non-NEST. My basic assumption is that NESTs and non-NESTs
are two different species. In this light, let me advance four hypotheses:

Hypothesis 1 They differ in terms of their,angljage proficiency.
Hypothesis 2 They differ in terms of t'heir reaching behaviour.
Hypothesis 3 The discrepancy in 'language proficiency accounis for most of the differences

found in their teaching behaviour.
Hypothesis 4 They can oe equally good teachers in tneirown terms. © 7 ©7Look at these four
hypotheses. Do you expect
the survey resuts to prove or
to disprove them? Give your
reasons.

-=these four hypotheses constitute the fundamental tenets of my book, | shall
t~<e every opportunity to validate them, except for Hypothesis 1 which | regard
=s confirmed by the arguments put forward in Chapter 2.

<Vith regard to Hypotheses 2-4,1have had resort to two chief research methods:
z/estionnaires and interviews. They include:

Survey 1 28 respondents from the US: then a follow-up interview with seven of them.
Survey 2 216 respondents from ten countries.
Survey 3 81 Hungarian non-NESTSs, followed oy ten interviews.

- the following, | shall briefly describe each survey and report on the
-espondents' background.

Survey 1 (the US survey)

- the spring of 1989, 1circulated a questionnaire among colleagues at the
-~’erican Language Institute (ALI) of the University of Southern California,
_rs Angeles (Appendix A). The 17-item questionnaire was completed by 28
'espondents, all of whom were employed at ALI at the time of the study.

25 respondents were native speakers of English (including two British citizens)
s~d three were bilinguals. Five respondents were aged 21-30, 11 respectively
*ere 31-40 and 41 -50 years of age, and one person was over 60. The woman-
~an ratio was 13 (46.4 per cent) to 15 (53.5 per cent).

~-e respondents were MA or PhD holders, or were currently studying for a
postgraduate degree; six of them were studying for their MAs and thirteen
c'eparing for their PhDs, mostly in the field of linguistics or applied linguistics.
- return for free tuition and a modest stipend, the 19 postgraduate students
worked as part-time 'teaching assistants', teaching English to international
students. In addition, nine respondents were either part-time language
-structors or full-time supervisors at ALI, whose job it was to inspect and
support teaching assistants, to design materials, as well as to teach for a few
~ours per week.

~~e average length of ELT experience was 11.6 years, ranging between two
="d 34 years; afew respondents had also taught some other foreign language
ajring their career. Somewhat surprisingly, 13 respondents were teaching
English with no formal teaching qualifications. The teaching load of most
'espondents was moderate, averaging ten hours a week; part-timers had a
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©8'If English were the drug,
expatriate teachers would be
the dealers’

(Barduhn 2014:40).

Can you explain this
statement?

Further reading:

Johnston (1999)

©’ Howwell are expatriate
teachers paid compared

to local teachers in your
country? Why the differences?

©10Do expats inyour country
generally (try to) learn the
local language? Should they?

30

tougher load, exacerbated by long hours of driving from one school to the
other (hence they were ironically called ‘freeway teachers’).

21 respondents had considerable overseas teaching experience as well, with an
average of 4.6 years. The most frequently indicated motives for working abroad
were, in this order: seeing the world, encountering different cultures, learning
foreign languages, doing research or tertiary-level study and earning money. ©*
When asked whether they regarded teaching as their main professional interest,
17 people answered yes'; the ten colleagues who gave negative answers said
that they had been motivated by the stipend, free tuition, and/or the sheer
pleasure of teaching (one person skipped this item). ©9

It is a cliche to note that native speakers of English, on the whole, do not speak
foreign languages. My group of respondents claimed to speak an average 1.2
foreign languages at low level, 0.9 at medium, 0.3 respectively at high and near-
native level. 'No big deal!" some admitted. Considering the fact that they were
all foreign-language teachers and had spent massive amounts of time abroad,
they certainly could have done better. ©10 The data show, for example, that the
length of their stay in the country whose native language they claimed to speak
best was 2.8 years. Incidentally, they rated themselves with respect to 'gift for
language learning'; on a five-point scale, they averaged 2.3 (5 was best).

Survey 2 (the international survey)

This fairly comprehensive survey was designed, administered and evaluated
by Thea Reves and myself in the course of 1990-92 (Reves & Medgyes 1994.4
After the questionnaire had been drawn up, it was distributed with the help of
local British Council offices in sixteen countries where English was a second or
foreign language. The 23-item questionnaire was designed for both NESTs and
non-NESTs (Appendix B).

A total of 216 respondents from ten countries returned the questionnaire
completed.5The following countries were represented (Table 1):

Table 1: Distribution of respondents by countries in Survey 2 (N=216)

Country Number of Country Number of
respondents respondents

Hungary 51 Czechoslovakia 21

Zimbabwe 34 Yugoslavia 15

Nigeria 26 Russia 12

Israel 25 Sweden 6

Brazil 21 Mexico 5

Out of the 216 respondents, only 18 (8.3 per cent) claimed to be native
speakers of English, and the remaining 198 (91.7 per cent) spoke one of 17
languages as their mother tongue. This implies that this sample, in contrast to
the US sample, overwhelmingly consisted of non-NESTs. The woman-man ratio
was 172 (79.6 per cent) to 44 (20.3 per cent).

4Emphatically, Iwould like to acknowledge Thea Reves's contribution. Without her dedication, Survey 2 could not have
been conducted.

5My thanks are due to George Kershaw for lending me his collection of questionnaires from Russian and Czechoslovak
respondents in 1993.



»eo~h regard to the level of teacher training, 180 (83.3 per cent) respondents
-ad at least one year's training, and only 36 (16.7 per cent) had less than one
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»ear. The length of training typically varied between three and six years. As for
—e rEFL experience, 146 (66.7 per cent) teachers had more than five years, 53
I-.5 per cent) between one and five years, and only 17 (7.9 per cent) had less
- an one year of experience.

- :erms of school allocation, 65 (30.1 per cent) teachers were employed in
e ementary schools, 93 (43.1 per cent) in secondary schools, 38 (17.6 per cent)
- colleges or universities, and 19 (8.8 per cent) in private language schools.6
3~e item revealed that a large number of teachers worked not only in their full-
T~e job but at other institutions too - an indication of the economic necessity

moonlighting'. © L1The average teaching load was fairly high: close to 50

z~' cent taught more than 20 hours a week.

- *ew questions only related to non-NESTs. 86 respondents (43.7 per cent) had
-mever been to an English-speaking country. 68 (34.6 per cent) had spent up to

—'ee months and only 43 (21.8 per cent) a period of over three months. O 2

—e answers to the question: 'How often do you speak with native speakers of

English?' showed the following picture (Table 2):

Table 2: Frequency of contact with native speakers in Survey 2 (N=198)

|Frequency

e.ery day

once or twice a week
0'-ce or twice a month
a*ew times a year
‘arely

"ever

issing

-nally, non-NEST respondents were asked to rate their command of English

Number of teachers
42
29
14
38

(6]

Percentage
21.2

14.6

7.0

19.1

29.2

6.0

25018

compared to other non-NESTs working in their home country. On a five-point
scale, the average was 3.6 (5 was best).©H4

Survey 3 (the Hungarian survey)

" the spring of 1992, | sent a questionnaire to non-NEST members of IATEFL-
- jngary; 81 respondents returned the questionnaire completed (Appendix C).

A Ithe respondents were native speakers of Hungarian with an average 12.7

.ears of experience; the length of experience ranged between 3 months and

-0 years. The woman-man ratio was 71 (87.7 per cent) to 10 (12.3 per cent). The
:able below shows the distribution of respondents according to the age-group
:ney were teaching. (They could indicate more than one age-group.) (See Table 3

on page 32).

. Several of the participants were teaching in more than one school, which affects the figures.

Being a Non-Native Teacher

© 1 As a non-NEST, do you
need to ‘'moonlight'? What
kind of extra job(s) do you do?

® 2Non-NESTs who have
never, or hardly ever, visited
English-speaking countries
were found to regard the
NEST as the ideal teacher
(Uurda 2008).

Does your experience
support this clairm?

® BHow much time have
you spent in English-
speaking countries sofar?
Have these stays helped you
to become a better teacher?
If so, in what way(s)?

® X How do you rate

your English-language
competence compared to that
of your colleagues? Have you
reached your plateau, or are
you still improving?
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Table 3: Distribution of respondents according to the age of students in Survey 3 (N=81

Age of Number of
students respondents
4-6 0]

7-10 3

11-14 13

15-18 45

19-24 40

24+ 36

The data seem to confirm the deplorable fact that Hungarian non-NESTs have to
take on second and third jobs to make ends meet.

Survey questions relating to the native/non-
native issue

In the table below (Table 4), there is a list of those items which are closely related
to some aspect of the NEST/non-NEST issue.7

Table 4: Survey questions relating to the NEST/non-NEST issue (summary)

Questions comparing NESTs and non-NESTs Survey/Item Chapter
1 Do you see any difference in teaching behaviour 2/13 6.3
between NESTs and non-NESTs? Describe. 1/17
2 What isthe NEST/non-NEST proportion in your school? 2/12 71
What would be the ideal proportion of NESTs and 2/17 71
non-NESTSs? Justify. 1/16
4 Who is better: the NEST or the non-NEST? Justify. 2/14 7.2
5 Do you know of any organised NEST/ non-NEST 2/15 81
cooperation? Describe. 1/15
6 Suggest ways of strengthening cooperation. 2/16 81
Questions concerning non-NESTs' command of English Survey/Item Chapter
7 What are your main difficulties using English? 2/23a 51
3/5b
3/7
8 Has your English become better or worse since 3/3 51
graduation?
9 Can you still make any progress? 3/6 51
10 Do your language difficulties hinder you in your 2/23b 6.1
work? If so, be specific.
11 Have students had any effect on your English? If so, 3/4a 9.2
describe this. 3/5a
12 Specify areas where your English has improved. 3/4c 9.2
05 atTable 4 and 13 Suggest techniques to overcome your difficulties. 3/8 9.2
give a brief answer to each 14 Outs_ide the classroom, how can you improve your 1/8 101
- English? 3/4b ©15
question. Compare your
answers with a colleague's.

‘The text of the original questionnaire items has been reworded, simplified and collated to help the reader gain a better
overview of the major issues (see Appendices A-Q).
32
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As the data obtained from the three surveys and the follow-up interviews have
sheeted and supplemented my own views to a greater or lesser extent, | shall
=-aw on them at appropriate places in the chapters indicated above.

the same time, | have to emphasise that the findings should be treated with a
:reat deal of caution for the following reasons:

= The samples are limited in size; there are only 11 countries represented in
the three surveys.

= The representation of the countries involved is not proportionate.
= The data are not distributed according to the countries represented.

= As all the data are based on self-report, their validity cannot be confirmed
(Seliger 1979).8

can only take heart from Popper's (1968} argument: as hypotheses cannot be
scientifically confirmed but at best be disconfirmed, the fundamental test of
.siidity consists in competitive resistance to refutation.

Summary

- this chapter, | have put foreign-language teachers into two groups according

the relationship between learning and carrier content. | have demonstrated
s major feature distinguishing them from teachers of other school subjects,
-amely the feature of assuming a role. | have brought the issue of the native/
-on-native dichotomy back within the framework of ELT and set up four basic
-ypotheses. To pave the way for substantiating these hypotheses, | have
-traduced three surveys | conducted, highlighting a number of questions they
set out to address.

~he next two chapters will analyse non-NESTs' teaching behaviour in contrast
zo NESTS'. Chapter 5 examines those aspects in which hon-NESTs appear to be
c'sadvantaged, whereas Chapter 6 displays the brighter side of being a non-
\EST. Pulling the two strings together, Chapter 7 closes the debate by offering
an answer to the question: 'Who is worth more: the NEST or the non-NEST?".

In Seliger's (1979) view, the data gained from self-reports are of dubious value.

Being a Non-Native Teacher
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Further reading

Broca, A. (2016) CLIL and non-CLIL: differences from the outset. ELTJournal
70 (pp. 320-331).

vvhi'e a t Iging the frerts of GUI the author argues tnat this type of education is
se'ect'V! ding students who are academically jess aole. She warns that more attention

should oe paid to ordinary. non-CLii. courses. ;r whick tke student cohort is more diverse.

Johnston, B. (1999) The expatriate teacher as postmodern paladin. Research
in the Teaching of English 34 (pp. 255-289).

Based on lie history interviews with three expatriate EFLteachers frcm Poland, the oaoer
sheds light on the marginalised role they play in a marginalised occupation. Like medieval
knights, trey fight far a notsie cause in a post-medem era rife with rnorai Pilemmas and

political tensions.

Seidlhofer, B. (1999) Double standards: teacher education in the Expanding
Circle. World Englishes 18 (pp. 233-245).

his paper argues chat nor-NESTs arc double agents, who lead a double life, conforming to
double standards, invariant engaging in douole think and dcuoie talk. The centralmessage
s that these negative terms may be rendereo positive connotations if interpreted conecdy in
teacher education



le dark side of being a
m-native

;points
\0'-\ESTs' persistent language deficiencies in English
"eec-er talking time in class
—e st'ess of being an English teacher

Ccc "g with misbehaving classes

1 The linguistic deficitQ

i'oec the native/non-native distinction is accepted in general (Chapter 2), it
S:'s so be accepted that non-NESTs are less proficient users of English than

Or ~e whole, non-NESTs are well aware of their linguistic handicap and of its
ze'.asive nature. In no area of English-language proficiency can we emulate
~s: *ve are poorer listeners, speakers, readers and writers. True enough,
¢ stays in English-speaking countries, hard work and dedication can help us
t a the gap between 'us' and 'them', but very few of us will ever be able to

_0. To achieve native-like proficiency is wishful thinking. ©2

re same time, we seem to be able to identify our major weaknesses, both
m "eat on to NESTs and our fellow non-NESTs. When asked to identify their
«Bfic-t'es in English, non-NESTs involved in Surveys 2 and 3 pinpointed them
ease.’'

Survey results
(teestion 7: What are your main difficulties using English?

krSUI’V9y 2, non-NESTs were asked to label their problem areas. In analysing
ttrer- pulled the difficulties indicated into larger, and inevitably arbitrary,
caecories to produce the following table (Table 5):

it ~;::'nt, some readers may wish to stop me and say that ail this is too obvious to ask for evidence. Far from it!

| have presented my ideas about the NEST/non-NEST issue, there have always been people in the audience who

.-a m-zed this assumption-all of them NESTs! In Chapter 7,1shall reflect upon their queries.

The Two Sides of the Coin

0 1Read the extract in
Appendix D. Note Dracuia's
problemwith English and any
oddities in his language use.

© ZThe Englishman flattered
Draculaforhis excellent
command of English.

Have you ever been flattered

by a native speaker? If so,
how did you feel?
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Table 5: Frequency of language difficulties as perceived by respondents in
Survey 2 (N=198)

Difficulty Frequency Difficulty Frequency
vocabulary 42 articles 7
fluency 33 phrasal verbs 7
speaking 28 colloquial English 6
pronunciation 27 slang 5
listening 20 tenses 5
grammar 17 synonyms 3
idioms 16 word order 3
appropriacy 10 fear of mistakes 3
intonation 9 writing 2
prepositions 9

Survey results
Question 8: Has your English become better or worse since graduation?

One item in Survey 3 asked the respondents to judge their overall command of
English, compared to that at the time of graduation from university or college;
there were three options supplied: better, better in some respects/worse in others
and worse. To my delight, out of 81 respondents, nobody marked ‘worse’, 48
indicated 'better' (59.2 per cent) and 33 (40.7 per cent) the middle answer.

Survey results
Question 9: Can you still make any progress?

Here, the respondents of Survey 3 were asked to say whether they believed
that their proficiency had reached a plateau. 53 respondents (65.4 per cent)
perceived that they were still making progress, as opposed to 28 (34.6 per
cent) who felt that they were not. Subsequently, those who complained about
fossilization had to name their major difficulties on the basis of eight options

O 3LookatTables 5 and 6. available. The following results were achieved (Table 6): 0 3
Do the results correlate with
your own experience of Table 6: Frequency of language difficulties as perceived by respondents in
language difficulties? Survey 3 (N=28)
Difficulty Frequency Difficulty Frequency
speaking 16 grammar 6
vocabulary 14 speech functions 4
pronunciation n listening 4
writing 9 reading 4

In the following section, | shall touch upon the major sources of difficulty
indicated by the two samples.
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Vocabulary

«C'Cabulary and speaking/fluency were considered to be the two most common
-oolem areas. The frequency of vocabulary difficulties would, in fact, be even

- gner if some other labels in Table 5, such as idioms, appropriacy, phrasal
»e'Ds, slang and synonyms, had been added.

~-scame as no surprise. & Since the vocabulary of any language is an
enormous set in that it contains any number of lexical items, all of which are
_sed in myriads of contexts, vocabulary resists mastery. In addition, whereas
—ere are plenty of dictionaries to show the correct use of vocabulary, there is
-ct - because there cannot be -a dictionary to show whether or not a lexical
tern has been used appropriately in a given situation. It is no wonderthat non-
\E5Ts feel hopelessly insecure about their use of vocabulary, as a rule.

—e problems are endless. We do not even know the English names for
"-nmon objects in our immediate surroundings, let alone how to use them off
—e cuff when necessary.

jsok around the roomyou're in at the moment. Doyou know the Engllish for all the objects thatyou
3P name inyour mother tongue? Now look out of the window. How many trees and flowers canyou
Time in L1?And in English?

ilar problems seem to arise with regard to idioms and appropriacy. O s

s t all right if we use idioms, such as to keep body and soul together or to stick one's neck out? Don't
re/ sound like cliches? They do, according to a recent dictionary of cliches (Ammer 7992). In closing a
erer, when do we wrife Yours sincerely, Sincerely, Regards, With best regards, With warmest regards,
Bestwishes, Love, Yours, etc.? Is Yours faithfully still 'in*? Is there any difference between May | use
»our pen? and Can | use your pen? Or between What do you mean? What are you getting at? and
<Hat are you on about?

5"I'larly, most of us are in trouble with phrasal verbs, slang, and synonyms.

jo you prefer endure and tolerate to put up with? Or emerge and arise to crap up? Doesn'tslang

sound odd when used by a non-NEST? Doyou ever say That's neat or codl orThat's jolly good or bloody
3c«i or(God forbid!) ...ing good? How about the phrase You bet or You gup? (Didyou know that this h
sler one may refer to women as well as men?) Canyou tell the difference between synonymssuch as
si”vent, hinder, harmper, inpede, obstruct, thwart and so on?

~e respondents did not, but could well have, referred to collocations and
c'overbs as perennial sources of difficulty. ©6

The Two Sides of the Coin

©* Vocabulary occupies
the top of the list, lam not
surprised - are you? Why
(not)?

Further reading:
Medgyes (1999a)

& Doyou use many idions
in English? How about
colloquialism and slang?

©"* The use of online corpora
can now give an accurate
view of typical collocations.
Since the late 1980s, a
number of collocation
dictionaries have been
published, which help
learmers to see which word
goes with which.

Do you ever consult such
dictionaries?
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© 7Which kind of mistakes
do you tend to correct
most often: lexical or
grammatical? Why?

© 8Note the proportion

of student versus teacher
talking time in your next class.
Consider not only the quantity,
but also the quality of the
teachertalk (Harmer 2007).

© ' Read this anecdote.

Afew years ago, | went

into a shop in London to
buy a shirt. The assistant
asked 'What size? 'l don't
know exactly,' | stammered.
'Men of your age should
know what size they are,'

he said and turned his back
on me. Gobsmacked, my
subtle English competence
evaporated without atrace. |
cursed in Hungarian instead.

Have you ever been in a
similar situation? How did
you cope?

© 10Here are some
characteristics of ELF speakers
(Jenkins 2000). [p], [t]and [K]
(asin pin, tin and kin) are not
aspirated; the dark /f/(as in
bull or table) is pronounced
lightly; the schwa [a](as in
nonsense or eloquent)is
uttered as afull vowel; [d]
and [6] (as in this or bathe vs.
thin or bath) are replaced by
their closest consonants.

Do you find these features

in your learners' or your own
English too? If so, do they
bother you?
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Which verbs collocate with success? Score, achieve and attain, for sure. But what about make, do or
reach a success? What adjectives go together with belief? Evergreen proverbs: Necessity is the mother
of invention or Cold hands, warm heart -do they sound all right if non-NESTs use them?

Vocabulary is a morass for everyone, but non-native speakers, and hence non-
NESTs, are more prone to get bogged down.

The non-NEST's uncertainty is apparent in her error correction techniques,

too. In an empirical study, Sheorey (1986) found non-NESTs to be more heavy-
handed in marking errors than NESTs - except for lexical errors, an attitude
which Sheorey attributed to the non-NESTs' inability to grasp the lexical
subtleties of English usage. Her findings are consistent with those of Hughes &
Lascaratou (1982) and many others. ©7

Oral fluency

Speaking skills and fluency are the runners-up in the statistics. NESTs, on the
whole, are more fluent speakers than non-NESTs. Oral fluency involves several
aspects, such as speech rate, readiness to speak and the ahility to speak
coherently - it goes without saying that NESTs score higher on all counts.

This does not rule outthe possibility of some non-NESTs speaking faster than
NESTs. In my observation, there are some whose speech rate is even higher in
English than in their mothertongue, possibly due to an unconscious strategy
intended to impress the hearers and boosttheir own self-confidence.

Similarly, some non-NESTs are more talkative in English than in L1;in a
classroom context, this may be conducive to increased teacher talking

time - not always avirtue. 'Compulsive chatterboxes' may also be driven by
compensatory strategies or perhaps by a desire to practise English under any
circumstances. ©8

On the other hand, I have seldom come across non-NESTs who can use English
as coherently and as lucidly as their mothertongue or astheir NEST counterparts.
Non-NEST speech tends to be redundant and clumsy, owing to difficulties in
finding the appropriate structures or phrases on the spur ofthe moment. ©9

Pronunciation

Pronunciation was marked as the third most critical area in Surveys 2 and 3. We
have all met non-NESTs whose pronunciation is hardly distinguishable from
some native-speaker norm. As a rule, perfect imitators parrot British English

or American English. It looks asthough native speakers, up to a certain point,
appreciate good pronunciation produced by non-natives.

Those non-NESTs who use the British variety generally speak with an RP (Received
Pronunciation) accent. However, as RP is spoken by only a small fraction of British
people, imitating itis not always considered to be an asset in Britain.2© 10

2The attitude to pronunciation has not always been as permissive as it is today. Stevick quotes Borden & Busse,
'speech correctionists' of the 1920s, who called their students 'patients' suffering from 'defects of foreign dialect' and
recommended the following treatment: 'If the patient stubbornly persists in substituting! as in ‘town'forTH as in 'thin’
[...] hold the blade of his tongue forcibly down in its proper position by means of awire form [called] a 'fricator". If he
persists [...] push his tongue back into its proper position with aforked metal brace' (in Stevick 1976: 93).
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+ Inan effortto get rid of this 'stigma’, a Hungarian colleague remoulded his English into some kind
of Liverpudlian accent.

+ Astudent of mine, after spending six months in Scotland, came home speaking Scottish English
and eversince he has been trying hard to perfect his Scots.

+ Another colleague, after marrying an African, moved to Kenya fora fewyears. When her marriage
broke up, she came back to teach in Hungary. On one occasion, | overheard colleagues who had
visited her class complain about her 'poor English' - they apparently failed to recognise that she
was in facta near-native speaker speaking with a typical African English accent.

—enunciation that approximates to a native norm is, in some quarters, regarded
25 s primary indicator of success with English. Although there is some empirical
e. dence that non-standard pronunciation produced by non-native speakers
3" be abarrierto intelligibility (Mitchell & Brumfit 1991), this is an obviously
*Exaggerated view - pronunciation should not be ascribed as important a role as
=c"ne people would have us believe (Krashen & Terrell 1983).©"

9xe | was invited to an international conference along with a fellow-Hungarian whom | had not met
xbre. When she uttered her first sentences in English, she sounded so ridiculously Hungarian that |
mss hardly able to suppress a chuckle. But as she went on, | became stunned by her fluency and highly
oomatic use of English, so much so that | chose to keep silent whenever she was around.

--nough they sometimes like to poke fun atforeigners speaking with atypical
—ench, Russian or Japanese accent, native English speakers are generally

tc erant of pronunciation differences, because some kind of foreign accent suits
; -'oreigner's image. As | have mentioned earlier, some natives in fact resent
arcentless' speech saying, as it were, '"How dare you speak my mothertongue
sc well? Itis my property if you haven't noticed!" (Corder 1973).

2" the other hand, 1do believe that non-NESTs should be sensitive to
c'onunciation, as indeed to any other aspects of language proficiency. We

. _ghtto be aware, for example, of our ingrained errors because, like folk-songs,
s-ch errors are passed down from generation to generation. I began to call this
cienomenon 'the goose-effect' after a friend had related the following story.

As my own teacher had pronounced goose as [gu:z], | used it that way. Then one day | suddenly

:scovered that it should in fact be [gu:s]. The painful realisation that | had taught goose wrongly for so
eng urged me to systematically revise my vocabulary containing the minimal pair [s/z]. Subsequently
decked the pronunciation of virtually every word in my vocabulary.'® 12

Vhat I regard as far more importantthan 'perfect’ pronunciation is the
eagerness to make progress. Itis precisely for the lack of eagerness that Ifind
the story below agonising.

The Two Sides of the Coin

© ,1 Despite the ELF
movement, traditional views
still hold. For example, read
these words of Hermans, a
Dutch teacher trainer.

'[...] when a non-native
speaker of English is able
to speak with a near-native
accent, native speakers
consider what is being said
to be more credible than
when the same sentences
are uttered by someone
speaking with a mild or
heavy accent[...]. So if

it matters, let's teach it!"
(Hermans 2014:44-45)
Do you think he is right or
wrong?

Justify your opinion.

® 12Canyou recall any
persistent pronunciation
errors you used to make, but
then got rid of? Compare
experiences.

39



THE NON-NATIVE TEACHER

® 13Wrong pronunciation
can lead to disasters. After
watching this brief sketch on

YouTube, explain what causes

the misunderstanding.

German coastguard
http://www.youtube.com/
watch?v=Nn9PL FM7IU

©«VOICE (2013), an online
databank of one million
words, registers recurring
features of ELF usage. Here
are afew examples.

- Dropping the s in the third
person singular.

- Confusing the relative
pronouns who and which,

- Omitting or inserting a(n)
and the.

- Using the generic isn'tit? in
tag questions.

- Substituting the fhaf-dause
for the infinitive.

Are you aware of any of
these features in your own
language use, or in that of
your learners?

Do you correct such ‘errors'
in your students' speaking or
writing?

® 15Do the activity in
Appendix E(Medgyes 2001:
441-2).

Compare your Scores.
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1 'One day, as | was browsing the vocabulary list at the end ofa coursebook,' a friend related, 'l

1discovered that | should pronounce front as [frant] and not [font] as | had believed. | ran up to a
colleague to confess my sin. Firstshe didn't understand what | was getting at and when she did, she
justshrugged her shoulders and said, "So what?"'® 13

Grammar

Unlike vocabulary, grammar isthe non-NESTs' favourite hunting ground. Ifthere
isone area where we claim to be at home, itis grammar. The reason is that it is
far more concrete than vocabulary. Its gist can be compressed into a book of
200-300 pages and istherefore 'learnable’; indeed most non-NESTs successfully
swotted up grammar during their college years.

This relative feeling of security, however, may be conducive to attaching more
importance to grammar than it deserves. Studies on error correction show
that non-NESTs tend to penalise grammatical errors with the utmost severity,
including even the use of structures that have long come into everyday use,
such as if lwas in hypothetical sentences.3

The trouble isthat non-NESTs usually learnt English grammar from coursebooks
atschool and subsequently from pedagogic grammar books at college.

Hence, unless they come into everyday contact with native speakers, their
grammatical knowledge remains 'bookish'. Apart from the factthatthose books
might have laid down rules that were outdated even atthe time of publication,
they inevitably presenta more compartmentalised and defective picture of
grammar than can be justified by actual use. In awareness of these dangers,
conscientious non-NESTs constantly struggle to catch up with developments in
language use.® 4

The surveys showed that respondents had numerous difficulties with
prepositions and articles.

i Whatis the difference between before, in front of and outside the house?(Note: difference between
¢and notamong, though there are three elements to be distinguished.) Does approve go with or without
vof?Do we agree to, on, with a proposal? Cai? we agree [0] a proposal?Should | write the respondents
¢ 0r[0] respondents in the survey? Similarly, [0] non-NESTSs' orthe non-NESTS' attitude?

Some non-NESTs are preoccupied with accuracy to the point of obsession.

v Both as a participant and a trainer, | have attended numerous in-service training courses where, at

. the insistence of colleagues, discussion has often revolved around peripheral and nebulous issues,

\'such as whether or not the sentence He has been being attacked is a correct utterance, or the nuances
between going to and will to express future time. ® 15

3lIncidentally, non-NESTs were found to treat spelling errors even more harshly. Sheorey (1986) ascribes this attitude to the fact
that non-NESTSs feel most comfortable with spelling, as it consists of a set of rules even more finite than those of grammar.


http://www.youtube.com/

PARTII The Two Sides of the Coin

- ghly proficient non-NESTs seem to have a better sense of proportion. While
-ecognising the pivotal role that grammar plays in language learning and
«"guage use, they are aware thatitisjust one area of study. In my experience,
—e more proficientthe non-NEST is, the less grammar-centred she is!

Listening comprehension

Vextdown the line of blind spots come listening skills. Logically enough, those

-en-NESTs who are particularly hampered and annoyed by their incapacities

='e the ones who are ready to expose themselves to extended periods of

zcncentrated listening, such as watching English-language films or listening to

-sdio broadcasts. ® 16 lassume that the eagerness to undergo such tantalising ® 16We can now use online

experiences is in direct proportion to the degree of overall proficiency. resources such as YouTube
for concentrated listening.

What similar sources and

+ Many colleagues admit that it is all right as long as native speakers with some standard variety of resources have you found
English talk to them. The situation deteriorates when they happen to meet aregional dialect. And most useful?
it is almost impossible to make out conversations overheard on the London tube or the New York
subway.

+  Watching TVis another challenge. TVnews causes few problems. Western movies, documentaries
and interviews cause much greater difficulties. But worst of all are sitcoms and comedy shows! IMe
miss every other punchline, mostly because of the references and allusions that only people living
in that country can appreciate. ® 17 ® 170n YouTube, watch the
sketch 'Four candles'(2006)
with the Two Ronnies.

The British audience roared
Writing and reading skills with laughter. Did you, to0?
Was there anything that
made it difficult for you to
understand the jokes?

~rese two skills seem to pose relatively few problems. This may be due to the
-actthat non-NESTs are relatively satisfied with their ability to read and write, or
-3ther thatthey attach less importance to them than to their oral skills. Isuspect
T at this latter consideration carries more weight: since oral proficiency is a 'make
3" break' requirement and agood predictor of success in teaching (Britten 1985),
*aws in reading and writing skills are easierto conceal.

5.2 'Schizophrenia' and 'inferiority complex'

" Chapter 4.1,largued thatforeign-language teachers are doomed to assume
'0-es. [further contend thatthe non-NESTs' predicament is aggravated by the
’3ctthat we have to actin aforeign language, which is at least as fugitive as the
earning content/carrier content dichotomy. To us, English is full of mystery, both
~om a linguistic and from a cultural point of view (Medgyes 1983). As has been
snown in Chapter 5.1, by definition we have a less reliable knowledge of the
English language than NESTs. In addition, we are likely to have relatively scanty
"formation aboutthe culture, or rather cultures, of English-speaking countries. Yet,
" the classroom we have to appearto be well-informed sources in both respects.

~he pointisthat we are atajunction between two languages and several
cultures. By birth, we represent our native language and culture, but by
profession we are obliged to represent aforeign language with its cultural load.
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© 18This may not be true in
all teaching cultures. What is
your experience?

©" Bernat (2008) says that
non-native teachers often
feel like imposters, because
they feel inadequate,
fraudulent, full of self-doubt
and anxiety.

What about you?
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W hilst being enriched by two sets of language and culture, in the classroom
we are beset with problems caused by our double-barrelled nature. Having
examined some of our language-related pitfalls, let me now mention a handful
of difficulties of a linguistico-cultural or purely cultural nature.4

[+ In the classroom, should | establish rules of conduct conforming to the code of certain English-
speaking countries (for example, should | expect students to stand up to greet me when | enter the
classroom)?

+  Should my own behaviour also correspond to such rules (for example, should | give instructions in
an indirect mode allegedly characteristic of British traditions: "Would you come to the blackboard,
Susan?' or 'Why don't we do one more task?).

« Should I use typical features of English discourse, such as euphemism, understatement or tongue-
in-cheek remarks?

s+ Should | take over pedagogical techniques commonly applied in certain English-speaking
countries (such as questioning techniques)?

+ Should | create an ‘English classroom' with posters, pictures, cut-outs, and so on?

\'« Afterthe class, in my role asa 'counsellor' or 'parent-surrogate', should | talk to my students in
English?

\'» In the school canteen, should | behave 'English-fashion', for example, by putting the napkin on my

lap or loading the food on the back of my fork?

In the staffroom, should | speak with other non-NESTs in English orin our mother tongue?

All these issues relate to the question of role-playing. For if, true to my native
identity, I deliberately speak with what is called a Hunglish accent or use the
imperative to give instructions ('Susan, come to the blackboard!"), which is the
standard form in Hungarian schools, I present an imperfect model of English.

If, on the other hand, I put on a distinct RP accent, Imay sound pompous

or ridiculous and, more importantly, convey a false idea of the way most
native speakers speak. By the same token, if [ use the indirect way of giving
instructions, | may appear snobbish and alien in an otherwise genuinely un-
English environment.

Non-NESTs are split between two patterns of behaviour. Isay 'behaviour', because:

'speaking English does not rnereiy imply producing tee right sounds at the right moment.
Speech is behaviour, k his intonation, his countenance, his gestures (or absence o* gestures),
the teacher of English almost literally sheds his ILi] oersonality during the four or five nours a
day he is called upon to pedomn ir front of his audios-ce' {Ant:er1976:3).

In my experience, the betterthe command of English, the more difficult it is

for non-NESTs to keep their L\ and L2 behaviours separated. At a near-native
level, we may in fact become so much imbued with the English language and
the cultures it conveys that we tend to carry them overinto our L1 behaviour as
well. ® BWith some exaggeration, lwould say we behave in the classroom (and
sometimes even in our private lives) like plasticine Brits or Americans. We have
two characters, both of them sham; we display signs of 'schizophrenia'. ® 19

41In Kachru's (1977) view, a non-native RP speaker is incongruent if she iswearing this linguistic mask without combining
itwith the mannerisms and cultural features of a native RP speaker.
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ts#e a few Hungarian colleagues who speak impeccable English. In addition, they wear tweed
aaets. Clarks shoes and Marks 3 Spencer underwear. They buy English language calendars containing
sjisn of the London tube and the colleges of Oxford, subscribe to The Economist and have their
meic tuned in to BBC 1(and not BBC World Service). They eata lot of chocolate, Cadbury's if possible,
h er LI utterances are interwoven with English phrases as if the Hungarian language were not subtle
mojgh to express the meanings, or out of sheer sloppiness. Others preferto o American'. © 20

t s ttle wonderthat not all students are keen to follow such a model, and
T'a~y would utterly refuse to put on the mask of a foreigner. 'Please no games,
~C songs, no role-plays, no intonation drills, no touching each other's hands -
usthe grammar!' Hidden behind their conservative attitude may lie a fear
zx centity crisis. The rejection of 'fooling around' is particularly characteristic of
sc- t students, many of whom 'get into a state of ‘psychic death' in the foreign
irgjage class as they feel they are losing the ego established with so much
ra " during their lives' (Bardos 1984:116).

Setting back to teachers, few non-NESTs have reached a level of competence
~gn enough to be worried about losing their native identity. On the contrary,
—cst of us are doing our bestto acquire a bit more 'Englishness'. Instead of
sc'zophrenia, we suffer from an inferiority complex caused by glaring defects
- our knowledge of English. We are in constant distress as we realise how little
*£ know aboutthe language we are supposed to teach. Indeed, most non-
\E5Ts are all too aware thatthey are teachers and learners of the same subject.

--is reminds me of a teachers' conference. At the end of his talk the lecturer-a native speaker of
English - asked for comments. The awkward silence was broken at last by an elderly colleague,

" odestly proposing that non-native speakers had better not contaminate the air still resonant with
T.e voice of areal native speaker. She seemed to entertain the belief that a non-NEST can have no
sertinent ideas in the presence of a native speaker (Medgyes 1983).

Ofcourse, every good teacher is an avid learner of the subject she teaches.
Good physics teachers read science magazines and good PEteachers eagerly
earn about new techniques in, say, high-jump and even try to reproduce them
ss much asthey possibly can.

However, a basic difference between teachers of foreign languages and those
of other subjects is that, whereas the latter have an equal chance to gain access
to new horizons of knowledge and skills, foreign-language teachers do not.
nterms of both English-language proficiency and familiarity with at least one
English-speaking culture, NESTs are better off - and usually immeasurably
oetter offl And for us non-NESTSs, this thought is not an altogether encouraging
one (if I may avail myself of British understatement). 0 2L

© 20 Rajagopalan remarks
ironically: 'If you can't be a
native, at least try to pass for
one' (in Llurda 2005:286).

Do you know anyone who
apes native speakers? How
does this feature in their
behaviour?

0 2L Ghanem (2015) notes
the chief advantage he has
over non-native teachers lies
in the cultural knowledge he
can provide, rather than in
his better language skills.
Do you agree? Explain your
reasons.

Further reading:

Lazaraton (2003)
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® 22In your experience, how
does stress affect language
teachers-and non-NESTs

in particular? What typical
symptoms have you noticed?

® 2BThe causes of stress in
the teaching profession are
manifold (Medgyes 2004).
Can you supply afew
examples?

Further reading:

Mousavi (2007)
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5.3 The stress cycle

As I pointed out in Chapter 3.3, studies on the language learner are plentiful,
while those on the language teacher are much less common. This also applies
to research on stress in ELT: whereas books and articles on anxiety in language
learning are in abundance, there is hardly anything written about 'the sickness
from teaching'foreign languages. This is a regrettable fact, considering that
anxiety-ridden teachers are likely to raise the students' anxiety level too.
Learning about how to alleviate our own stress is a precondition for being able
to deal with learner stress. ® 2Jersild (1955) mentions that unless the teacher
understands and accepts herself as a person, she is unable to help students
understand and acceptthemselves. In a similar fashion, Maley(1984) remarks
that we should in fact be more concerned with teacher stress than with learner
stress. After all, whereas learners have several valves through which they can let
off steam outside the classroom, teachers are more prone to take their worries
home. In contrast, within the framework of general education, teacher stress
does not seem to be a neglected research area.

In a highly illuminating book called ‘Being a teacher', Claxton contends that

'the vasf majority of teachers, particularly in secondary schools, are feeling overloaded,
pushed around., confused., fed up and unappreciated'(1989:1).

Stress affects teachers in every possible way: physically, mentally, behaviourally
and emotionally alike. Surveying teacher stress in three English comprehensive
schools, Dunham (1992) lists 31 different symptoms of stress, among which
'feelings of exhaustion', 'marked reduction of contacts with people outside
school', 'frustration because there was little sense of achievement' and
‘irritability' were the leaders. But 'large increase in consumption of alcohol’,
'‘depression’, 'loss of weight' or 'overeating”, and 'marital and family conflicts’
were also among the symptoms.

The symptoms of stress, however, are notto be mixed up with the causes of
stress. ©" Inthe teaching profession, there are mounting concerns over the
rate of changes and an ever stronger urgency to acquire new skills, in the
face of aworldwide tendency to treatteachers more like workers and less like
professionals. Extrapolating these worries into their own lives, people often
moan: 'Well, no wonder there's so much stress and distress - such isour age!',
to which Jersild pithily replied as long ago as the 1950s:

'‘Ours is eallec an age of anxiety, and so it is. Each age isar age of anxiety' (1955:20).

Claxton (1989) attributes stress to the incompatibility between duties and
wishes. Roughly speaking, duties are laid down in ourjob description, whereas
wishes include our professional aspirations and preferences. Problems begin
to emerge when we are unable to carry out our duties as efficiently as we
would wish, owing to all sorts of limitations, personal and external. The greater
the disparity between what we have to, wantto and can do, the greater the
demands on us. Ifthese demands are too pressing, we feel overloaded.
However, this is not yet the stage of full-blown stress.
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—e critical stage sets in, says Claxton, when our injunctions, that is our ingrained
.mews about personal worth, are undermined. Irrespective of whether these
reliefs are clearly articulated or remain arcane, they setthe standards we attem pt
— iive up to: in effect they are personalised demands. Ifwe repeatedly fall short
r* our expectations, we ultimately lose self-esteem, which is the fundamental
component of psychological survival (Stevick 1980). Or as Claxton puts it:

°at started out as an objective assessment eke "That lesson didn't go as well as i had
emected" gets recast as 'l maoe a mistake", which leads to "hen a poor teacher" and even "I'm
wnure (as a person)" '(1989:60).

As we experience chronic underachievement, we begin to feel threatened, and
t='s feeling sets our defence mechanisms in motion. In an effortto hide our real
a™d assumed inadequacies, we resortto various forms of avoidance strategies,
s-"ch as eschewing human contact or projecting the blame onto others. The
O'adual increase of 'toxic waste' is conducive to accelerated tension, poorer
performance and ultimately to the symptoms of stress described above.

2 axton illustrates this vicious circle like this (Figure 5):

Figure 5: The stress cycle ® 24 ® 24 Do you know any
Confli colleagues to whom the stress
onflicts g .
clein F 5 applies?
Duties 1 Wishes Ré |gur(.a ppies
(imposed change) A (willed change) Further reading:
Enyedi (2008
Increased yedi ( )
demands +
Decreased Limitations N ~0Overloads
performance pressure
Injunctions
Bad feeling
(threat)
Withdrawal 1
(shame)ft~ J
'Avoidance
Projection
(blame) .
More ® 25In Maley's opinion
Injunctions e (1992), teaching is a
permeable job: easy to enter,
- appears thatthere are three alternatives open to the stressed teacher: to easy to leave.
—ove (on to another profession), to improve (her situation as a teacher), orto Do you know of any
s-iffer (from constant stress). As the second option promises to be the most non-NEST colleagues who
. able and desirable, let me recommend a road to recovery from stress. The decided to quit teaching?
cure' for non-NESTs consists of seven steps.505 Why was this?

Sneaking of survival strategies, Ifound that two respondents in Survey 3 had recently given up teaching. Although

rey both remarked, rather sarcastically, that the best way to improve one's command of English was to quit teaching, it
\Ined out from their response that their career change had been motivated merely by financial gain. In fact, one of them
remitted that he missed teaching a lot, while the other one warned that her example should not be followed.
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5.4 Stress without distressé6

Admit it

In order to break the vicious circle, first of all we have to admitto ourselves that
we are in a state of stress. We may find comfort in the thoughtthat everybody
is stressed to a greater or lesser degree. Spock (1946) wrote that every child is

an anxious child, but some children are more anxious than others - the same
applies to adults, I presume.

Some teachers refuse to take this first step under the pretextthatthey do not
feel stressed. Indeed, some ofthem are hyperactive and always on the go.

Once | worked with a 'workaholic' colleague. His obsession was that his students had poor writing
skills - perhaps it was true. Toremedy the situation, in every lesson he would give them a long

; essay assignment, which he would collect the next day and return meticulously corrected the day

] after, reminding everyone that this wasjust the first draft and he would now expect a second and, if
necessary, a third draft. While this was dragging on, the new assignments kept piling up relentlessly.
The drill came to an abrupt end one day when the students simply walked out. Strangely enough, the
teachergave in without a fuss and looked much relieved himself.

Compulsive work for this teacher, it seems, was nothing else but atechnique to
avoid facing his state of stress.

Be that as it may, if we feel vaguely depressed, edgy or defensive, or abused
when mildly criticised, or, on the contrary, we begin to hurt people for no
apparent reason - we may be in the initial stages of the stress syndrome (Jersild
1955). The reason why stress is hard to recognise is that it attacks in the most
diverse forms. Thus, each one of us should seek individual treatment for the
malaise.

Speak out

The trouble isthat, under stress, people are reluctantto come outinto the open.
And the more desperately they try to hide, the more stressed they become. So
they are back at square one.

As | have indicated several times, we non-NESTs are especially vulnerable
because of our language deficiencies. For many of us, having these exposed in
public is a recurrent nightmare.

| In Chapter 8.3,1shall examine some forms of collaborative teaching. In anticipation, let me refer to

; ateam-teaching programme run in Japan. The programme involves inexperienced native speakers
and experienced Japanese non-NESTS teaching in tandem. Participation is obligatory, and quite a

: few Japanese teachers would wish to opt out. In Siriwardena's (1992) findings, the main reason for

L reluctant participation is the non-NESTS' fear that their poor command of English'may be revealed.

6This title Is, in fact ,that of one of Hans Selye's books (1974). A Canadian of Hungarian extraction, Selye was the first
researcher to explore stress in great detail.
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irceed, we may easily lose face before both our students and our fellow-teachers
Because of what we reckon to be inadequate knowledge of English. It is also

that in some cultures, and in a number of schools, this revelation may lead
flc &erious consequences. This threat may partly explain the factthat most non-
SIES- s are not in the habit of observing each other's classes or discussing their
professional qualms.© %

bb colleagues have confided in me that they feel uneasy whenever they have to communicate in
pts/i in the presence of fellow-non-NESTs. ‘Will | make a good impression on them?' they wonder,

e whilst they cannot help makingjudgements about others, they are being simultaneously assessed i
mer fellow teachers.

ir astudy by Horwitz eta/. (1986), three components of foreign-language anxiety
are distinguished. The first one, communication apprehension, is caused by the
zzrs'ct between the learner's mature ideas and the immature linguistic resources
*»= able to express them. The second component of anxiety is called fear of
w&gative social evaluation; this isthe issue I have alluded to in the previous two
®e""'ples. The third component is test anxiety, which in the context of non-NESTs
aarsiates into anxiety experienced wheneverthey have to perform before their
ac.anced students.

Ir another study, Tobias (1986) points out that anxious learners tend to engage
<r*nat he calls derogatory cognition. This means that their limited cognitive
cacacity is so much preoccupied with anxiety that they cannot focus on
reforming the task itself; hence their L2 performance is bound to suffer.

~mese research data may look convincing, but unfortunately they do not bring us
rcserto curing the ills. All Ican offerto those suffering from afear of exposure is
mfatthere is no pointin trying to hide, because we simply cannot hide in the long
~j~.©" With English rapidly gaining ground, with the spread of mass media

arc with more and more imported NESTs encroaching on our erstwhile private
crcoerty, itis hopeless to close the classroom door behind ourselves and hedge
r<_'nets. In view of the unfeasibility of keeping secrets these days, we had better
sate the initiative and speak out.

Shift into mastery mode

—ere are various strategies we apply, mostly unconsciously, to cope with difficult
stations in our personal and professional lives. Two patterns of behaviour,
~astery-mode and survival-mode, representthe extremes of a complex continuum.

r mastery-mode, people are eagerto obtain new information and master new
3l s This implies confronting challenges and, attimes, losing battles. In survival
—cde, people's overall desire isto play it safe, therefore they search for simple,
-Massuring and stable models. As Holt remarks (1971), fearful people choose to
seep on the floor so thatthey don'tfall out of bed, and refrain from placing bets
sc thatthey don't lose any money.78

* 5 dichotomy is reminiscent of risk-taking and risk-avoiding strategies, in the context of language learning (Beebe
-E3 Faerch & Kasper 1983).

- - sexcellent book, The Inner Game of Tennis (1979), Gallwey arrives at similar conclusions in the world of sport. His
-iT-x for the inner game involves four basic skills: letting go ofjudgement, the art of programming (‘Trust thyselflbeing
~iajor component), letting it happen, and concentration.

The Two Sides of the Coin

©" Do you feel stressed
when you have to speak
in public? Are you more
inhibited in the presence
of native or non-native
speakers? Why?

® 27 Characteristically, Park
(2012) gave herpaperwith
this title: 1 am never afraid of
being recognised as an NNES.

How about you?
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And yet, over and over again, people in survival mode are rudely awakened
from their dream. Whatthey regard as brutal attacks, people in mastery-mode
considerto be exciting adventures. Referring to Pirsig's novel, Zen and the Art
of Motorcycle Maintenance, Claxton asks:

'What happens when you are trying to take a motorbike engine to bits and you burr the
neac of a screwr In mastery-mode you sit down quietly with a cup of tea and chew over the
aternatives fuse a drill, nng someone up, take it to the garage, cut a new slot), in survival-
mode you look around quiltily to see if anyone saw you... feel upset and angry, kick the stupid
bike, knocking it over, breaking an indicator and stubbing your toe into the bargain, and
become sulky and withdrawn for the rest of the day' (1989:186).

Non-NESTs under stress work in survival-mode. Such isthe attitude of the
teacher who lashes out against learner errors, while she herself is scared of
speaking lest she should also commit errors. Krashen (1981) calls hesitant
and excessively slow L2 speakers monitor-overusers, as opposed to monitor-
underusers who happily chat away in any situation.

=Andras is a Hungarian with a brilliant command of English. Highly cultured and quick-witted, he is the
ystar guest at any party. That is, when Hungarian is the language of communication. In sharp contrast,
; when conversation switches into English, Andras becomes reticent and self-conscious.

) Nowadays he does not attend parties to which native speakers of English are also invited. The main reason,
i he admits, is that he feels unable to communicate in English as effectively as his English interlocutors. He is
i less fluent, his utterances are clumsy and un-English. His charismajust won't get across.

) 'Speaking English is like wearing an uncomfortable costume,’ he says. 'Too tight, 100 per cent

molyester. It's all sham and artificial. If scratched beneath the surface, his utterances are hollow,

\ unsuitable for carrying personal messages. Well practised holophrases tied together on astring. And
whenever he lets go of them fora second, he begins to sink, as in a marsh.'

I 'No more English, thank you,'Andras concludes sarcastically. 'I've arrived home. All | want to enjoy for
® BHow do you feel ] the rest of my life is the warmth and comfort ensured by my mother tongue.'® 2
when you have to socialise
in English outside the

cIassroom?Anxi.ous? The final solution Andrés has arrived at would be difficultto condone and is,
Relaxed? Anything else? fortunately, very rare. On the other hand, Icannot deny that his arguments sound
sadly convincing. In spite of my pleas for mastery-mode and unravelling stress...

Open the safety valves

Society at large expects teachers to convey positive values and setagood
example. Affected by the same vices and weaknesses as anyone else, however,
most of us cannot live up to such high expectations. The conflict between social
demands and our incapacity to meetthem may cause a guilty conscience and
contribute to the development of stress.
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" foreign-language education, learner-centred and humanistic approaches
crociaim particularly noble ideas (Chapter 6.5). One oftheir slogans, 'caring
snd sharing', is borrowed from Moskowitz's famous book, Caring and Sharing in
r"e Foreign Language Class (1978).

The vocabulary of this collection of humanistic techniques for language teaching only contains words
mith a positive meaning. Thus we can find beautiful and love, but not ugly and hate, the rationale
Oeing that the foreign language class should serve as a podium for promulgating positive notions and
sentiments only.

~he snag isthat we often feel life istreating us badly and our students are a
"jisance. And then along comes the humanist holding his magnifying mirror
close to our face. We look in it and what stares back is far less attractive than we
.vould like itto be.

My advice isthat we should notlook into mirrors or step on the weighing scales
zoo frequently. But if we must, letthe anger erupt. Letting our frustrations and
MNatred break loose is sure to have a prompt and soothing effect. Thus relieved,
et us try to have agood laugh.

An elderly colleague told me the following two stories. He used to have a wooden ruler to tap the
teacher's desk with whenever the noise exceeded a certain decibel limit. Once, as he was tapping away
with no apparent effect, he angrily hit the desk with such strength that the ruler broke into two. The
nextday each pupil presented him with a ruler - forty-two in all.

On another occasion, the same temperamental teacher pounded on the desk with his fist, for a change.
The smash was so precise that it caught the edge of his pocket watch sitting innocently on the desk.
The watch shot out like a bullet, hitting against the head of one of the most unruly boys. It (the watch)
broke into smithereens on the floor. This time, the teacher was given no replacements... ® 29

Of course, besides exploding, there are numerous other ways of relieving
stress. Sleeping in atthe weekend, frequenting a masseur or masseuse, stroking
pets, working out, doing relaxation exercises, having agood cry - we should all
search for our own ways of letting off steam and once found, indulge in them as
often as we possibly can.

Don't Sweat the Small Stuff

As Iwas writing this chapter, Ifound a book with this strange title: Don't Sweat
the Small Stuff- PS. It's All Small Stuff (Mantell 1996)

This somewhat cynical epigram may serve as awarning to those who believe
thatteaching English is, in essence, some kind of humble service for mankind.

The Two Sides of the Coin

® 2 Speaking of unruly kids,
Cowley notes: 'lt is awar out
there, and we need to use
every single weapon we have
at our disposal* (2001:46).
Do you agree?

Further reading: Ur (2012)
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: Afewyears ago, English teachers in Hungary invited a well-known teacher trainer from Britain to give
a workshop. He was the sort of ‘animateur' who would get participants into pairs, stand them up with
: their backs closely pressed against each other, and then ask one person in each pair to breathe in
and out calmly while the other one would be feeling for his or her heartbeats. Myjob was to recruita
sizable audience for his workshop. Hearing the visitor's name, an English colleague impatiently turned
down my invitation. When | asked what the matter was, he blurted out: 'Look, this guy is a crusader.
© 30Teaching is often He's convinced that ELTis a mission. Itisn't. Itssimply ajob like any other.'90
labelled with one of these
synonyms: job, profession,

calling, mission, vocation, In similar vein, Maley warns against straining too hard in the name of 'high ideals":
duty, business, pursuit,

career, occupation, work. lam saying that there are more important things in life than language teaching and that

Which one(s) are most anyone who becomes too closely bouna up with it risks adding an emotive supercharge to
suitable? Why? what ;s oniy one oart of the life experience' (1984: 80).

It seems to me that people with messianic faith spread the same stress that they
themselves are victims of. Referring to a magazine article, Claxton quotes a
school teacher describing her self-awakening process:

'As the years passed, | discovered that | had developed a special school "personality” which was a
distortion of myself. | had built it up, at first quite unconsciously, but later it became a deliberately
assumed mask. The "personality" had to conceal my natural impatience, my moods, my fatigue and
make me appear endlessly dynamic and reassuring. With it, | wooed the children to learn by setting
out to entertain them. It became increasingly difficult to switch off, without my crumbling into a
disintegrated heap. | discovered that | had become a "character" and was fast becoming a caricature of
myself'(1989:33).

Another scary account is given by ateacherwho had just quit the teaching
profession.

'l decided that | had to get out of teaching when, walking down the corridor, | heard myselfscreaming
"Tie!" atsome kid | didn't even know. Isuddenly realized that | wasn't myselfany more: | didn't give a
damn whether he was wearing a tie or not’ (Claxton 1989:33).

In the foreign-language class, too, there are teachers who will make a mountain
outofamolehill in their stressed state of mind.

Afriend told me that she had an English teacher at school who was obsessed with errors. Once she called ;
on aboy to read out a homework exercise, warning him that she would give him as many bad marks as
he made mistakes. In five minutes the boy ended up with fifteen mistakes - and fifteen bad marks!

9Widdowson (1990) warns that 'caring and sharing and linking hands' may work in Southern California, but not in other
parts of the world. He adds that individuals who are forced to reveal their private life in public during psychotherapeutic
50 learning tasks may 'disengage’ from learning altogether.
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G ven this, itis no wonder that students sometimes find the foreign-language
cass athreatening place. Horwitz et al (1986) found, for example, that 38 per
centoftheir survey respondents endorsed the item 'l feel more tense and
-ervous in my language class than in my other classes'.

Enjoy yourself

oelieve thatthe sine qua non of good teaching isfor the teacher to feel
confident and relaxed in the classroom. It all starts with physical appearance.
Some teachers like to dress up smartly, others prefer jeans. Some male
coHeagues shave every day - others, perhaps, oughtto...

~0 return to my hobbyhorse, teaching is a bit like acting. We need relaxation
2°d meditation before we step on the stage.

+ Afriend of mine, aleading actor in Hungary, tells me that every night he arrives at the theatre well
before anyone else. He retreats into his dressing-room and takes his time dressing and making up.
Preparation lasts fora good hour and a half. Meanwhile, he is not to be disturbed. By the time the
curtain rises, he is in full control of himself.

+ This reminds me of sports divers. At the very edge of the jumping board, they stand still and
concentrate for whatseems to be long minutes before theyjump off. In an interview, a diver said
that in those few seconds, they perform thejump in their mind's eye in the minutest detail.

Stop it, man! Come down to earth!', [ hear you exclaim. 'Whatteacher can
s~ord these luxuries?' All right, but ifwe can't afford to enjoy our profession,
»e~at's the point of doing it? Why remain ateacher, then?

- snotonly our right, but our top professional duty to feel good about
c-rselves. Ishould come first. Ishould find pleasure in the classroom before
=-yone else. After all, Ispend one third of my life there. Ishould do what
c eases me - and if it pleases my students too, so much the better. ©3 0 3L Tosome, this might
appears rather egotistical
. i claim. Shouldn't the students
Find the ”ght balance come first? What do you think?
- enough in everyday usage anxiety has negative connotations, we can also
sceak about positive anxiety, which is stimulating, energising and focusing.

ifapting Hebb's (1972) curve representing people's general behaviour for the
teaching profession, Dunham (1992) demonstrates that increasing demands
can raise the teacher's efficiency up to a certain point, but beyond that point
—ey will lead to reduced job effectiveness (Figure 6).

51



THE NON-NATIVE TEACHER

Figure 6: The relationship between increasing demands and teacher performance
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With reference to language learning, Scovel (1978) makes a distinction between
debilitating anxiety and facilitating anxiety, the former being detrimental,
whereas the latter is an assetto L2 performance. A staunch believer in lowering
the affective filter, Krashen himself admits that a moderate degree of anxiety
may be helpful for learning (1981).

We need to brace ourselves for the formidable task ofteaching, too. The

question is how to strike the right balance. For if our tension drops below a

certain level, we are likely to be too drowsy to provide sufficient stimuli, whereas
© M On TED.com, watch ifwe are too hyped up, we tend to be over-demanding. 02
McGonigal's lecture (2013)
entitled 'How to make stress

your friend".

Finally, let me referto a study yielding paradoxical results. According to a
combined rating supplied by pupils, parents, colleagues and head teachers,

Claxton found that good teachers were more stressed than poorer ones.
What are its main messages?
"better" teachers have the

How could her advice be
used for your own and your
students' benefit?

® BAdapting the Marxist
rallying cry, Rajagopalan
demands'NNSTs of the
world wake up, you have
nothing to lose but your
nagging inferiority complex'
(2005:300).

Do you agree? Why (not)?
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‘This, at first sjrorisirrg, finding is interpreted as shewing that th
professional confidence to admit openly to the stress they expe ?nce.They are more able,
because of their stable self esteem, to tolerate oeing thought of as weak by others' (1989:142)

Or asthe adage says: To be notgood enough is good enough'. Ifwe have the
guts to admit our weaknesses, we are sure to have setout on the right path to
overcoming our stress. 0 3

Summary

In this chapter, | have evaluated items in my surveys which related to non-
NESTs' language deficiencies. | have examined major problem areas in some
detail. I have studied the possible causes oftwo typical non-NEST attitudes,
schizophrenia and inferiority complex. Having described various stages of the
stress cycle, | have recommended a seven-step cure for stressed non-NESTSs.

After this gloomy picture, it istime for the sky to clear up. So let us quickly move
on to Chapter 6.
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Further reading

+ Enyedi, A. (2008) The rather well-fed caterpillar and the very hungry
outterfly. In B. Beaven (Ed.) IATEFL 2007: Aberdeen Conference Selections
ATEFL. (pp. 38-47).

. ecture-turned-paper uses a children's story as an allegory to describe the life cycles of ELI
;-ersfrom pre-service training until they become fully-fledged professionals and mentors
- :anger generations. It portrays the kinds of clashes teachers are bound to face throughout

"e Wcareer.

+ Lazaraton, A. (2003) Incidental displays of cultural knowledge in the non-native-
English-speaking teacher's classroom. TESOL Quarterly 37 (pp. 213-245).

2 slide investigates the cultural knowledge of non-NtSTs through a discourse analysis of
®.T'BCtions with their students. It focuses on instances which are not planned but emerge at

' com in the course of other pedagogical activities.

+ Medgyes, P. (1999a) Language training: a neglected area in teacher
education. In G. Braine (Ed.) Non-native Educators in English Language
Teaching Lawrence Erlbaum (pp. 177-195).

~-e mam argument of this lecture-turned-paper is that for non-NESTs to be effective and
".confident professionals, they have to be near-native speakers of English. Ihe example
- ;ugh which this assumption is demonstrated is a vocabulary course for trainee teachers at a

- mgarian university.

*+ Mousavi, E. S. (2007) Exploring 'teacher stress' in non-native and native
teachers of EFL. ELTED 10 (pp. 33-41).

"eej 0aper investigates differences between NESTS and non-NESTs in terms of the levels and
;e_.ses of stress. Non-NESTs were found to be more vulnerable to stress, mainly due to their

remeived English-language deficiencies.
* Ur, P.(2012) Classroom discipline. In P.\Jr,A Course in English Language
Teaching Cambridge University Press (pp. 244-255).

--er defining classroom discipline., the author suggests ways of creating a disciplined
; assroorn and of dealing with discioline problems if need be.The five episodes at the end ot

o'r chapter are accompanied by her insightful comments.
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© 1Do you disagree with any
of these six hypotheses?

If so, which one(s)?

What are your reasons?
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CHAPTER 6

The bright side of being a
non-native

Focus points

+ The making of'good'teachers

* The role of language learning strategies (LLS)

+ Differences in teaching behaviour between NESTs and non-NESTs

+ Correcting mistakes in oral communication

+ The roles of self-awareness and empathy in the teaching-learning process
* The pros and cons of using L1 in the English class

In this chapter, lintend to study the positive aspects of being a non-NEST. For
this purpose, Ishall set up the following hypotheses. Non-NESTs can:©1

+ provide agood learner model for imitation;

+ teach language learning strategies more effectively;

« supply learners with more information aboutthe English language;

« better anticipate and prevent language difficulties;

+ be more empathetic to the needs and problems of learners;

+ make use ofthe learners' mothertongue.

6.1 Providing a good model

Proficient speakers and successful learners

My starting pointis that not all successful language learners are proficient
language users. 'Come on, this is absurd!" I hear you say. 'How can you claim to
be a successful learner if your English is poor?' Of course, lam also aware that
there are thousands of non-NESTs whose command of English leaves a lotto be
desired. Butwhose English does not? Isthere ayardstick against which we can
objectively measure the level of English proficiency?

The conceptof 'the proficient speaker' is an abstraction. Inthe absence of
reliable measurementtools, itis leftto our discretion to consider one teacher
to be more proficient than another. The trouble isthat our subjective judgment
might occasionally mislead us.
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Compare two non-NESTs, MrAntoglio and Ms Lin. MrAntoglio is undoubtedly a more fluent speaker,
but is he a better writer too? Has anyone compared their written production?© 2

=or the sake of argument, let us suppose that MrAntoglio is more proficient

n all four skills. But does that imply that he is a more successful learner too?
Are proficiency and success synonyms? My answer is no. While proficiency is
‘elatively measurable, success is less tangible in that it is a potential which may
or may not feature at a high level of proficiency.

oughtto add, however, that MrAntoglio spends one month in England every
summer, whereas Ms Lin has never setfoot in an English-speaking country. Isn't
. possible that if the two teachers had had equal chances, Ms Lin would be a
more proficient user of English on all counts? Considering the circumstances,
sn't she a more successful, albeit less proficient, user of English?

Although Iset greater store by success than by proficiency, I need to exercise
caution.

M r Belovalhad never been able to travel, but what further aggravated her situation as a teacher

+ as that she was a mother of four, therefore she had to tutor private students in the afternoon before
loing the housework and looking after the children. As she had no time to attend in-service training
courses or energy for regular self-study, she felt that her command of English, which had never been

particularly good, was deteriorating.

N a professional sense, Mrs Belova was seriously disadvantaged - little wonder
~er English was poor. But was she a successful learner? She may well have

~ad the potential, but as it was not manifested in a relatively high degree of
croficiency, there is no point of speaking of success in her case.

Do linguistic problems impair teaching effectiveness?

~he next question lwantto examine isthe relationship between the teacher's
anguage proficiency and teaching effectiveness.

Survey results

Question 10: Do your language difficulties hinder you in your work? If so, be
specific.

n Chapter 5.1,lanalysed various sources of difficulties the respondents in my
surveys had specified. As afollow-up, lexamined to what extent non-NEST
respondents felt gaps in their knowledge of English hindered them in their
Teaching practice. Table 7 summarises the results:©3

in the early 1950s Russian was made the compulsory foreign language in primary and secondary schools in several

Central and Eastern European countries. As there was an acute shortage of teachers of Russian teachers, teachers of other
;oreign languages were turned into Russian teachers in crash courses. For several decades people living behind the Iron
Curtain in Eastern Europe had little opportunity to meet English speakers, let alone travel to English-speaking countries.

Nevertheless, quite a few teachers had an amazingly good command of English.

© 2Aformer president of
Hungary, Arpad Gone, had
learned English in prison
while a political prisoner. Later,
he became a superb translator,
but couldn't speak English.

Can you think of any similar
examples?

Q 3Look at Table 7 and
choose the item that applies
most to you. Specify the
language difficulties that you
feel hinder your work.

55



THE NON-NATIVE TEACHER

Table 7: The perceived influence of language difficulties on the effectiveness
of teaching in Survey 2 (N=156)

Degree Number of Percentage
respondents

not at all 49 31.4

a little 59 37.8

quite a bit 39 25.0

very much 7 4.5

extremely 2 1.3

According to the figures, a comfortable majority claimed they were not very
much hindered by their language difficulties. To tell the truth, this is not quite
what I had anticipated. lwould have expected them to believe thattheir
command of English played a more considerable role in the success of the
teaching operation. Three possible interpretations spring to my mind to explain
the respondents' attitude. Firstly, it may be that this majority speak English at
a level high enough notto encounter a lot of linguistic problems; however, in
view of the long list of language difficulties claimed by the respondents, this
does not appearto be a plausible argument. Secondly, they may not have
reflected upon the possible harm caused by deficient knowledge of English.
Thirdly, they may have assumed that language proficiency was not a cardinal
0O 4 Can you suggest any other factor in terms of teaching efficacy.®4

possible reasons for this? Incidentally, in comparing these results with the respondents'teaching

qualifications, Ifound thatthe better qualified teachers felt less hampered

by linguistic issues. This may simply be explained by the factthat university
education provided them with a better command of English. Another reason
may be that a more substantial amount ofteacher training raised their
awareness of the complex nature of the teaching profession, in which language
proficiency was just one condition for effective teaching. Conversely, the less
training ateacher received, the more anxious she might be aboutthe harm her
poor language proficiency might cause.

Successful learners and successful teachers

In trying to address this issue, | pose two questions. The first one is: ‘Do you
have to be a successful learner in orderto become a successful teacher?’

My answer isyes. | believe that a successful teacher is, by definition, a successful
learner of English: poor learners do not make good teachers. Some might
counter this view, however, with the opinion that unsuccessful learners may
well be in possession of outstanding teaching qualities which are capable of
offsetting their language handicap. This may occasionally be the case, and
indeed | have also seen teachers, especially in primary schools, whose teaching
abilities have far exceeded their command of English.

Once | visited a lesson where a group of secondary-school students role-played a court trial. Their

speaking skills were incredibly good. Throughout the lesson, the teacher was standing at the back of
the classroom, keeping silent - if I hadn't known that he spoke English far worse than his students, |
would have thought that his reticence had only been motivated by wise pedagogical considerations.
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3'lcould also allude to esoteric situations where the non-NEST isjusttwo lessons
aread of her students . For all that, I claim thatthe cases above are exceptions to
7"e rule and success in learning is a prerequisite of success in teaching.

i-'other interesting pointto consider iswhetherteachers with a better command
English should teach more advanced groups and leave beginners' groups to
—eir less proficient colleagues. O5 This may appearto be an academic question,

ss most schools follow this practice anyhow, but Icannot help voicing my © 5'The teachers with a better
concern in this respect. command of English should

. . . teach the more advanced
_et me take two examples. Firstly, poor proficiency usually includes poor groups.

c'onunciation too. Now, if ateacher with non-standard pronunciation sets outto
reach beginners, she is likely to ruin her students' budding pronunciation system.
mshe is awell-trained teacher, she may provide opportunities for the class to
Asten to native speakers, but this will only reduce the damage done. Secondly,
trose teachers who are content with teaching only beginners are in danger of
saving their own English to rust (if it ever was any good), because they are not
reing forced to improve it. Ideally, teachers should alternate between high- and
cw-level groups.

Do you agree? Isthis standard
practice in your country?

~ne second question is this: 'Does every successful learner become a successful
teacher?' Here I do not hesitate to give a negative answer. Itiscommon
experience that many successful learners are lousy teachers.2This may be
explained by several factors, among which poor training must be the major one.
3jt there appearsto be aless obvious aspect, too, which concerns some non-
NESTs with aflair for learning languages. Intheir complacency, they tend to be
colivious of the factthat not everybody is as gifted as they are, and even fewer
ceople are as keen to learn English as English teachers are!

~0 sum up, there seems to be a one-way relationship between the successful
earner and the successful teacher, but itis a more indirect one than some might
oelieve. It appears that success in learning English is a necessary, but not a
sufficient, condition for success in ELT.

Language models and learner models

3y arguing that non-NESTs are good models for imitation, I implicitly suggestthat
NESTs cannot be imitated. But this is only partly true.

A non-NEST can settwo models before her students: a language model and a
earner model. As alanguage model, she is a deficient one, insofar as she is a
earner of English just like her students, albeit at a higher level. The closer she is
to native-speaker proficiency, the better a language model she is. But non-NESTSs,
oy definition, cannot be 'perfect' models (Chapter 2).

On the other hand, a non-NEST can aspire to be a 'perfect' learner model. Let
me refer back to the relationship between proficiency and success. | pointed
outthere that, although they are related concepts, they are notthe same. Thus
MrAntoglio serves as agood language model, but he is not much of a learner
model, owing to his propitious learning background. In contrast, Ms Lin, who
s less proficient, but has learnt everything through her own efforts, is a more
credible learner model.

; The same applies to other areas of study. Good physicists do not always make good physics teachers, nor do good pianists
necessarily become good piano teachers.
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© * Have you ever been
taught by a'bom teacher'?

What was she/he like?

© 7Along time ago, Dewey
(1929) said that bom
teachers do exist, but their
successes tend to be born
and die with them.

Has the situation changed? If
S0, explain how.

©* Many NESTs may, of
course, have learned other
languages and may have
developed learning strategies
which can usefully be shared.

Can any NESTSs provide
examples from their own
experience?
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Robert, a university lecturer, has become a living legend in Hungary thanks to his phenomenal
-command of English. In fact he is often taken for a native speaker; he regularly lends his voice to
; dubbing studios for English-language versions of Hungarian films. But Robert is more than a perfect
-imitator: he is an excellent translator of Hungarian fiction.

His students are usually baffled when they hear that he started to learn English at the age of 16 and
: was 30 at the time of his first trip to England. All in all, he has spentjust one year of his life in English-
2speaking countries.

; Mind you, Robertis nota 'model' teacher. He often goes to class unprepared and is generally

- impatient with slow or listless students. Yet, the fact that such a high level of proficiency is within a

: non-native speaker's reach has an inspiring effect on his students. Students generally set greater store
by attracting his attention than by attaining the highest grade.

Let me sidetrack for a moment. Lately, a lot has been written about the
importance of careful lesson preparation, effective teaching techniques, ways to
develop abilities of reflection and empathy and the like. 'Good teachers are not
born, buttrained', we often hear. In partial disagreement, I claim thatthe best
teachers are born, though they may need propertraining to bring forth their
inborn capacities.©06 ©7

A less abrupt variation of the adage isthat 'There may be afew teachers who
are born, but many teachers are needed'. lam quite prepared to accept this
view, as well as the one that stresses the crucial role teacher education plays. |
also readily acknowledge thatwe can and do learn a lot from 'made' teachers.
However, Iclaim thatthe best model isthe one who has undergone proper
training and is endowed with certain 'extra qualities'. If this is the case, why does
the professional literature keep quiet about the nature of such personal traits,
whateverthey may be? My complaint is thatteacher education today seems

to advocate the pedestrian and pedantic teacher instead ofthe bright and
ingenious one.

By the same token, shouldn't the issue of the non-NEST as a successful
language learner deserve more attention than it gets in teacher education
programmes? The message Iwantto get across isthis: only those non-NESTs
should be setas models who are successful learners of English themselves.
Anything less isa compromise.

On the other hand, NESTs cannot be imitated as learners, because they are
not learners of English. ©® Since they have acquired English astheir mother
tongue, just as we non-NESTs have acquired our L1,they can give us little
advice aboutthe basic process of language learning. In compensation, as it
were, they can obviously claim to be far better language models.
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6.2 Teaching language-learning strategies

Functions and types of language-learning strategies

'sa truism that some people pick up languages more quickly and effectively
—an others. There are huge differences between non-NESTs, too, in terms of
success with English. Success depends on several factors, such as; background,
—otivation, age, intelligence, aptitude, level of education and knowledge of
ether foreign languages. An additional factor which has a bearing on success is
called language-learning strategies (LLS).

_S are specific actions employed to facilitate the learning and recall of one or
several components of proficiency (Wenden & Rubin 1987). Facilitation does
-ot only imply making the process easier, but also making it

-aster, jrore enjoyable, more self-directed, more effective, ana more transferable to new
delations' (Oxford 1990: 8).

__Scan be grouped in several ways; a classification with a pragmatic rationale
'‘as been proposed by Oxford, who puts LLS into two major groups, each
deluding three sub-groups (Figure 7).

Figure 7: Interrelationships between direct and indirect strategies ©9 © 9ldentify the LLSsthat
have worked for you. Or
did you learn languages by

Memory Strategies (Direct) ‘instinct'(Oxford 2011)?

(Indirect)

Direct strategies consist of memory strategies (how to memorise and retrieve
new information), cognitive strategies (how to understand and produce the
anguage) and compensation strategies (how to use the language despite
amited knowledge). Indirect strategies include metacognitive strategies (how
to coordinate the learning process), affective strategies (how to regulate
emotions), and social strategies (how to learn with other people).

Oxford likens the relationship between direct and indirect strategies to that
between the actor and the director in the theatre. The 'actor' deals with the
language itself, whilst the 'director' ensures the suitable background for the
actor' to learn as well as possible. In subsequent chapters of her book, Oxford
supplies anumber of specific LLS to demonstrate their use and significance.
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© 10Given that everybody
learns in their own way, is it
at all worthwhile teaching
LLSs? Why (not)?

© 1 Are you agood
language learner? Look
at the seven bullet points.
Which of these features fit
your learning style?
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All language learners employ LLS. Success with learning largely depends upon
the ability to selectthe most appropriate strategy for dealing with a specific
learning task. Having interviewed seven extremely successful language learners,
Stevick concludes thatthere is notacommon pattern emerging: everyone
seems to learn in their own ways. © 10What works for some learners, utterly fails
for others:

‘Hardly a clear model for an aspiring language student who wants to profit from their
examplel(1990:138).

mmitis a standard listening comprehension exercise to have students listen to the audio with their books
shut before they look at the printed text. Some students are happy with this procedure, others prefer to
listen and read at the same time, yet others insist that they be allowed to scan the text before they listen.

With regard to grammar, many students expect the new structure to be explained before they are
: asked to use it. Others like to experiment with the new item firstand then infer the rule, on the basis
ofsome kind of reinforcement.

i Or have you met learners who are prepared to cram their memories with uncontextualised words

» belonging to the same semantic field, such as species of trees or pieces of clothing? | have. (I know at

| least one: myself.)

In Chapters 9 and 10,1shall recommend a number of strategies and techniques
for self-improvement.

Can language-learning strategies be taught?

Although both teaching experience and research studies show enormous
differences in learning style, the questforthe secrets of good language learners
has never ceased. Research has been motivated by the assumption that, if we
managed to find out more aboutthem, we might be able to convey the strategies
that worked for more successful learners to less successful ones. Books and
articles written about 'the good learner' abound and the findings show a great
deal of overlap (Rubin 1975, Stern 1975, Naiman etal. 1978, Wesche 1979, Rubin
& Thompson 1982). The listsupplied by Omaggio (1978) offers a good synthesis
ofthe work done in this field. She claims that good learners: © 1L

* have insightinto their own LLS;

+ are actively involved in the learning task;

+ are willing to run the risk of making mistakes;

« are good guessers;

+ are prepared to attend to form as well as meaning;

+ usethe target language as early as possible;

+ aretolerantto ambiguities inherent in the target language.3

3These findings should be treated with caution, however, because it is possible that the LLS employed by good learners are
also employed by bad learners and that their failure is caused by some other factors (Skehan 1989).
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Good learners are capable, then, of gleaning a repertoire of LLS which suits
tneir personality as well as the particular learning environment. The majority of
earners, however, seem to grope in the dark and move along on a hit-or-miss
oasis, unless they are fortunate enough to receive tailor-made supportfrom
cnowledgeable teachers. The question isto what extent LLS are teachable - an
ssue that has produced hardly any tangible results so far (O'Malley et al. 1985).

Nevertheless, the idea of sensitising learners to LLS has gained popularity;
nere are books and articles in abundance dealing with this subject. Many
'‘esearchers entertain the hope that, if we make students more responsible
“ortheir own learning, they will gradually reach partial and, eventually, full
autonomy (Chapter 3.1).

Supposing that LLS can be developed, teacher education oughtto take more
"otice ofthem. ® 12 Specifically , provision should be made for trainees to:

+ become familiar with the LLS that they and other successful learners employ;

* acquire techniques to develop new strategies that are likely to suit their
individual potential and the learning context;

+ learn how to raise their prospective students' awareness ofthe LLS they
themselves are using.

Manuals dealing with LLS in teacher education are already accessible; one of
T'e mostwidely-used practice books is Learning to Learn English (Ellis & Sinclair
'989) (see more about learner-autonomy in Chapter 9.1). ® 13

By virtue of being conscious learners of English, non-NESTs stand a better
cnance of sensitising their students to LLS In Chapter 6.1,1argued that not all
successful learners become good teachers. An additional cause of failure may
ce unnecessary insistence that students employ the same LLS that have helped
ne teachers to achieve success in English.

_et me make two remarks on the plight of NESTs. Firstly, in spite of their lack of
personal experience of learning English, their training programme should also
nclude information aboutthe role of LLS. Secondly, it should not be forgotten
nat NESTs have also pursued LLS in their contact with foreign languages. This
experience may well have been short-lived, negative or distant, yet it could
oerhaps be taken advantage of in theirjob asteachers of English. ® 4

6.3 Supplying information about the English
language

Language proficiency and language awareness

A language teacher's expertise consists of three components: (a) language
oroficiency, (b) language awareness, and (c) pedagogic skills. While language
oroficiency implies skills in the target language, language awareness involves
explicit knowledge aboutthe language, which does not necessarily assume
a high level of language proficiency. In her role as an instructor, the teacher
exhibits varying degrees of pedagogic skills.

The Two Sides of the Coin

® 120n YouTube, watch Sid
Efromovich'sTEDx talk'5
techniques to speak any
language'(2013).

Is this the way you learn
languages? Would

you recommend these
techniques to your students?

® 13 Sharle & Szabo (2000)
define autonomy'as the
freedom and ability to
manage one's own affairs,
which entails the rightto
make decisions as well'.

In this sense, do you consider
yourself an autonomous
language learner? How
would this feature in
practice? In what ways do you
encourage your learners to
take more responsibility for
their own learning?

® 14'[Njative speakers know
the destination, but not the
terrain that has to be crossed
to get there; they themselves
have not travelled the same
route' (Seidlhofer 1999:238).

Explain this statement.
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® 15The concept of method
'has had a magical hold

on us'for along time
(Kumaravadivelu 2001:557)
but this is nolongertrue.

What is the situation today?

Further reading:
Kumaravadivelu (2001),

® 16 Before you look at Table
8, collect as many differences
in teaching behaviour
between NESTs and Non-
NESTSs as possible. Use your
own and your colleagues'
teaching experience.

Throughoutthe history of language teaching, great importance has been
attached to the teacher's pedagogic skills, although this concept lends itself

to diverse interpretations. In Chapter 4.1, lintroduced two opposite attitudes,
which Rivers (1981) calls the activist-formalist dichotomy. As | pointed out, the
essential difference between them lies in what they place in the centre of their
attention: the carrier content (teaching the language itself) or the learning
content (teaching aboutthe language). Activists preferto develop language
skills, whereas the formalists' endeavour isto develop language awareness. The
pendulum has swung from one end to the other at regular intervals.

Today most researchers would agree that language pedagogy has broken away
from the single-method conceptual framework and the constraints of bipolarity
(Stern 1983).40 b5We have at last realised that language teaching is fartoo
complex an operation to bear any form of stringent codification. Incidentally, |
like to think thatthe bestteachers have neverworn such straitjackets.

Differences in teaching behaviour between natives and
non-natives

Be that as it may, Isuspectthat individual teaching style is largely determined
by whether ateacher happens to be a native or a non-native speaker. In my
view, NESTs and non-NESTs can be distinctly separated along the activist-
formalist faultline, even if the antagonism has been officially declared defunct.
Although several studies have confirmed this assumption (Roberts 1982,
Chaudron 1988, Politzer & Weiss 1969), Iturn to my own research findings for
corroboration.

Survey results

Question 1: Do you see any difference in teaching behaviour between NESTs
and non-NESTs? Describe.

Outof atotal of 216 respondents in Survey 2, 146 (67.6 per cent) gave a
positive answer, and only 32 (14.8 per cent) said they perceived no differences.
38 teachers (17.6 per cent) left this question unanswered.

Next, the respondents with 'yes' responses had to identify those differences;
Survey 1 respondents were asked the same question. Since this question in
both surveys was open-ended, | had to collate the data under comprehensive
headings, a method which inevitably led to simplifications. ® 6Table 8 gives a
summary report of the responses.

4Incidentally, the last method whose basic tenets were 'carved in stonelwas the Communicative Approach. Not long
after its conception in the 1970s, however, its maxims, suggestive of an activist allegiance (Chapter 6.3), were felt
to be so stifling that the label was first pluralised and decapitalised (‘communicative approaches’), and then diluted
into ‘communicative language teaching’, aterm so general as to be almost meaningless. Since it had an apparently
humanistic ring, large numbers of teachers allegedly 'went communicative'. To what extent they were truly loyal to this
caii :k 3"e're :3£Srcc” zzc ~s~ oosed beHhd them remains a mystery.
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Table 8: Perceived differences in teaching behaviour between NESTs and non-
WESTs in Survey 1 and 2 (N=216+28) ®@I7

fiCSTs

non-NESTs

own use of English

sceak better English
_se real language
_se English more confidently

speak poorer English
use '‘bookish' language
use English less confidently

1 general attitude

=copta more flexible approach
3's more innovative

1B'e less empathetic

1attend to perceived needs

| -ave far-fetched expectations
S'e more casual

5'e less committed

adopta more guided approach
are more cautious

are more empathetic

attend to real needs

have realistic expectations

are more strict

are more committed

attitude to teaching the language

13'e less insightful

‘*ccus on:

i “jency
"leaning

j anguage in use
oral skills
colloquial registers

;reach items in context
;reefer free activities
J"avour groupwork/pairwork
_se avariety of materials
tolerate errors

setfewer tests

_se nolless L1

'‘esortto nolless translation
assign less homework

are more insightful

focus on:
accuracy
form
grammar rules
printed word
formal register

teach items in isolation
prefer controlled activities
favour frontal work

use a single textbook
correct/punish errors

set more tests

use more L1

resortto more translation
assign more homework

attitude to teaching culture

supply more cultural information

supply less cultural information© 18

Table 8 demonstrates that NESTs and non-NESTs are seen as showing a great
~iany differences in basic aspects ofteaching behaviour. Thus my second
"ypothesis setforth in Chapter 4.2, namely that NESTs and non-NESTs appear
.0 differin terms oftheirteaching behaviour, seems to have been supported by

:ne survey results.

Not surprisingly, there was general agreementthat NESTs have a better overall
oroficiency in English. Among other things, the NEST's superiority in this respect
*eatures in more real language use and a higher degree of self-confidence in
jsing the language in general, and in the classroom in particular.

The Two Sides of the Coin

©" Check the list in Table 8
and identify the differences
between your list and the
one in the table.

As alearner and/or ateacher,
which items would you
challenge?

® 18Since the first edition

of this book, the list of
differences has been
supplemented with afew
more items: inaccurate
pronunciation and grammar,
traditional teaching style,
efficient work, awareness of
negative transfer in learners'
interlanguage.

(Butler 2007, Ma 2012,
Samimy & Brutt-Griffler
1999).

If you area non-NEST, are
these features characteristic
of you?
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® 191In the light of your
own curriculum goals, what
priorities are teachers of
English expected to adopt?

Check againstTable 8 and
identify afew general patterns.
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Afterwards, I summarised various components ofteaching behaviour under
three general headings: general attitude, attitude to teaching the language
and attitude to teaching culture. In explaining their answers, the respondents
reiterated that, on the whole, the discrepancy in language proficiency between
NESTs and non-NESTs accounts for most ofthe differences found in their
teaching behaviour. Thus the respondents seem to supportthe third hypothesis
ladvanced in Chapter 4.2.

At this point, Ido not wish to engage in a detailed analysis of all the
divergences found between NESTs and non-NESTs. Let me dwell briefly on
some of those which relate to their attitude to teaching English, and then deal
with the other issues in subsequent chapters.

Explaining the differences in attitude

The respondents frequently expressed the view that non-NESTs are usually
preoccupied with accuracy, the formal features of English, the nuts and bolts of
grammar, the printed word and formal registers. Many lack fluency, have a limited
insight into the intricacies of meaning5, are often in doubt about appropriate
language use, have poor listening and speaking skills, and are not familiar with
colloquial English. Itis only reasonable to suppose, then, thatthey place the
emphasis on those aspects of the language thatthey have a better grasp of.

The respondents indicated thatthe same applies to other components of
teaching behaviour. If non-NESTs have a restricted knowledge of context, they
tend to teach unfamiliar language elements in a context-poor environment, or
in isolation. Ifthey are engrossed in fighting their own language difficulties, they
cannot afford to loosen their grip overthe class. Or as one respondent put it:

‘Non-native speakers fear the chaotic landscape one encounters when stepoing away from a
rule-oriented world'

As groupwork and pairwork often create unpredictable situations full of
linguistic traps, non-NESTs favour more secure forms of classwork, such as
lock-step activities. Similar reasons are claimed to account for the non-NEST's
preference for standard coursebooks, which by their very nature provide
security. On a general plane, the same motives encourage the non-NEST's more
controlled and cautious pedagogic approach.

At this point, some may say that, contrary to what I promised in the title 'The
bright side of being a non-native', I am still trying to rub in the non-NEST's
weaknesses. This is nottrue; to my mind, most of the items in Table 8 do

not carry value judgments. Some of them imply equal values (such as focus

on fluency versus accuracy, or flexibility versus cautiousness). Others are
ambivalent in nature. For example, the statementthat non-NESTs pay more
attention to reading and writing should not necessarily be regarded as a
criticism. Writing skills, as such, are no less valuable than oral skills. An order of
priority among various skills can only be set up in accordance with the general
aims of English-language teaching valid for a specific teaching environment.
Ifthese aims should (as in many countries they do) set greater store by the
printed word, then the non-NEST's preoccupation with reading and writing is
fully justified. ® 19

5Form and meaning rhyme well with learning content and carrier content (Chapter 4.1).



PARTIN The Two Sides of the Coin

C'lan unequivocally positive note, non-NESTs were found to be more insightful
Trn NESTs. This follows from the differences in the process of mastering the
rrglish language. Acquisition being largely unconscious, NESTs are not aware
“ the internal mechanisms operating language use and therefore are unable to
z'.e their students relevant information about language learning. On the other
-and, during their own learning process, non-NESTs have amassed a wealth of
«-owledge aboutthe English language. Their antennae can intercept even the
— nutest item as a possible source of problems, of which NESTs are likely to
*5<e no notice.

/
; -eve NESTSs ever realised the magnitude of the difficulty that the there is structure causes to speakers

;v certain languages? Are they aware of the confusion about prepositional phrases: She sat on it

iannof be She sat it on. Conversely, He put it on cannot be He put on it. However, Polly put the kettle

; jr isjust as correct as Polly put on the kettle (exceptin the nursery rhyme). Have they thought about

i *e small difference between | hate it that you... anollknow [it] that you.,.?QOrthe one between Will
«un come? ancf Will you be coming?

course, NESTs are also capable of refining their language awareness. In

treir own terms, they are just as capable as non-NESTSs, supposing thatthey

s.ail themselves of the opportunities provided by teacher education, foreign

anguage learning and, above all, by experience. Those NESTs who have spent

2" extended period oftime in the host country and have even taken pains to

earn the students' mothertongue should be incomparably more perceptive

fan those who have not. 0 © 2In terms of their
professional behaviour,
Ellis (2006) recognises a
subtle distinction between

6.4 Anticipating and preventing language monolingual and bilingual
difficulties \ESTS.
How are they different?

Further reading: Ellis (2006)
Monolingual classes and the role of culture

\on-NESTs sharing the learners' mothertongue are in a particularly favourable
oosition. Since we have jumped off the same springboard as our students,

ooth in a linguistic and cultural sense, we are intrinsically more sensitive to their
difficulties than NESTs. Discovering trouble spots requires little energy and
:;ime; messages can be exchanged merely by winking an eye. Let me illustrate
this point with a few examples from Hungarian.

Tothe surprise of NESTs who have recently arrived in Hungary, basic structures such as have got
and there is do not exist in Hungarian. Nor do we have genders; hence even near-native Hungarian
speakers of English inevitably mix up he and she.

Interestingly, the English don't have ageneric term for the Hungarian szekrény - the equivalent of
Schrank in German and shkaf in Russian. (Cupboard does not cover a wardrobe, surely?)
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© 21 Read this example and
note the problems of using
enough.

-My car s big enough.
mThere are more than

enough cars on the roads in
Budapest.

- My Volkswagen isn't a big
enough car for our family.

- This should be explanation
enough for why the mayor
is considering introducing a
toll in the city centre.

Would enough be adifficult
item for your students

as well? Would NESTs
understand the reason(s)?

Choose a chronic language
problem which your students
wrestle with, but NESTs are
usually unaware of (McNeill
2005). Give your reasons.

0 2Which is it more
important to teach: source
culture (L1) or target culture
(L2) (McKay 2002)?

Which target culture, British,
American, or another one?
Or international culture,
perhaps?

Give your reasons.
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And this isjustthe tip ofthe iceberg. Without wishing to discourage the
enthusiastic NEST from trying her hand in Hungarian (or any other language, for
that matter), it has to be admitted that she would have to spend awhole lifetime
to fathom all the subtleties of the language. Better born a Hungarian... ©2

Obviously, those expatriate NESTs who stay putin one country manage to gather
far more experience abouttheir students' specific language problems than those
who drift on every other year. And since language is a major carrier of a people's
culture, familiarity with the language brings NESTs closer to their students’
cultural roots, too. Discovering divergences in cultural patterns may shed light on
why students are unable to comprehend a specific language element.6

While we are on the subject, Table 8 indicates that NESTs and non-NESTs also
differ in terms of their attitude to teaching culture. By virtue of coming from an
English-speaking country, NESTs are able to provide more information about
its culture. However, the more the English language spreads and diversifies in
the world, the less it will remain the privilege of NESTs. In our days, there is a
pronounced tendency for culture to become less language-specific and more
country-specific. ® 2

Recently, | spentsome time in England. At aparty, | talked to an American colleague about the linguistiM
and cultural deficit of non-NESTSs. She said that, despite being a native speaker, she would also frequent

. feel excluded in the company of Brits. 4s fate would have it, a few minutes later conversation tooka |

sudden turn around the dinner-table. | was rapidly losing my bearings. Catching my eye, the American m

: whispered tome: ‘Thisisit. | don't have the faintestidea what they're talking about, either!" [ ]

Two more comforting thoughts. Firstly, although NESTs are genuine specimen®
of their culture, they often have stunningly little factual knowledge aboutit. |

W ith the spread of various channels of mass media and travel, devoted non- f|
NESTs can become just as well-informed as their average native counterparts. m
Secondly, in amonolingual class we certainly have far more background [ ]
information aboutthe students than even the mostwell-informed NEST. H
Indirectly, this knowledge is likely to enhance our capacity to anticipate and H
preventthe students' learning difficulties. H

Errors and error correction |

As | have argued above, linguistic and cultural awareness can help non-NESTsB
anticipate students' difficulties. Most of us have developed a 'sixth sense', whitB
becomes more and more subtle with the accumulation ofteaching experience
Those of us who have been teaching long enough can, with a fairdegree H
of accuracy, predict what is likely to go wrong before the student opens his H
mouth. By analogy with the oft-mentioned (and oft-challenged) notion of 'nati®
speaker's intuition’, this might be called 'non-native speaker's intuition". H

In possession of this anticipatory device, non-NESTs stand a good chance of |
preventing problems which often materialise in deviant usage or, for want of s
better word, errors. n

mh i-;ce",eli crofic'ent non-native speakers are frequently bewildered by headlines in the popular press.
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Imentioned above that the English have got structure is hard for Hungarians to crack, because the
wtion ofpossession is expressed by means of a different structure. The literal translation of | have

i book is roughly Is a book to me (Van egy konyvem). The similarly perplexed Russian learners may
produce At me book, which correctly is U menia kniega. On the other hand, the German and French
karner will easily pick up the have got structure: Ich habe ein Buch and Jai un livre.

"eachertraining can, of course, suggest ways of dealing with error prevention.
~0 stay with the above example, trainees should be:

« reminded thatthe English have got structure is a source of difficulty;
+ shown afew wrong sentences which are likely to come up;

+ advised aboutteaching techniques to preventwrong sentences;

+ offered ways of correcting errors once they have been committed.

~he study of error analysis and error correction has come along way. There is
olenty of literature available on the subject and even inexperienced teachers have
3 hostoftechniques up their sleeve to deal with (which is notto saythatthey are
effective ones, too). Dulay, Burt and Krashen must be right in claiming that

'f 3 popularity contest were neld aryong the various aspects oi veroal performance, errors

could surely make off with the first prize' (1982:139).

Errors can be oftwo types: overt and covert errors (Medgyes 1989). Overt errors
can typically be related to achievement strategies employed for the purpose

of effective communication even atthe risk of producing incorrect utterances
Corder 1983). Errors resulting from success-oriented efforts are easily
detectable and palpably present. Many learners, however, prefer to play it safe
oy resorting to reduction strategies. This implies using only well-oiled structures
and words, or, in extreme cases, avoiding topics where communication is likely
:0 lead to errors. Reduction strategies may well be conducive to 'error-free’
oerformance, but as they entail curtailing the desired message, the production is
ess than optimal; Icall these invisible errors covert errors. ® 3

t follows from my logic that, while overt errors are conspicuous signs of learning
taking place, coverterrors actually impede the development of communicative
skills. Covert errors are all the more pernicious as they typically produce this
effect underthe disguise of well-formed utterances.

W hile techniques for the correction of overt errors have been worked out in
great detail, covert errors generally pass ignored, partly because by definition
they are reluctantto exhibitthemselves. largue, however, that by adopting
appropriate error correction strategies, we may cut down on covert errors, too.
Since reduction strategies are adopted in an effortto avoid committing errors,
teachers should stop stigmatising overt errors and, simultaneously, should
reward students who are brave enough to take risks.

As Table 8 shows, NESTs and non-NESTs are thoughtto behave differently with
regard to error correction too. Since native speakers generally regard language
as a means of achieving some communicative goal, they do not make a fuss
about errors unless they hinder communication. ® 24 In contrast, we non-NESTs
are notorious for penalising overt errors (and grammatical errors in particular),

The Two Sides of the Coin

0 ZHow did your own
teachers try to prevent errors?
What happened when a
mistake persisted? Did they
penalise the learners for
‘covert errors', too?

Would you? Why (not)?
Further reading: Ur (2012)

© 24Asa non-NEST, do you
ask/expect native speakers
to correct your mistakes? Do
they? Why (not)?
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® 25 0n YouTube, watch this
amusing sketch:

Grammar police interrogation
www.youtube.com/watch?v=
3X4qi7TAwDQI&feature=share

Note the errors which the
interrogator keeps correcting.
Would you also correct them
if your students made them?

® A student who was
being taught by a non-native
teacher of American English
wrote in her diary: 1 am
happy. You are like us. You
understand my feelings
about English'(Thomas
1999:12).

What do you think she
meant by this?
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probably because we regard English primarily as a school subjectto be learned
and only secondarily as a communicative medium to be used. Butthe main
reason for our heavy-handed attitude must lie in our deficient knowledge of
English.7® 5

To step out of this vicious circle, Isuggestthat we place more trust in our 'sixth
sense'to understand, anticipate, and prevent students' difficulties, a quality
NESTs cannot claim to possess.

6.5 Showing empathy

Hot and cold education

Aterm borrowed from psychology, empathy means the powerto understand
and enter into another person's feelings. In the terse definition of Guiora et al.
(1972), empathy is the ability to put oneselfin another person's shoes.

In my view, empathy is one of the most characteristic features of the successful
teacher. Studying the emotional implications of student/teacher relationships,
Salzberger-Wittenberg etai (1990) write that students expect the teacher,
among her other roles, to actas a'provider and comforter'. This role may imply
expectations ranging from realistic ones to the most far-fetched (Chapter 3.3). & *

In education, the term 'empathy’ received wide currency in the wake of Rogers'
highly influential book, Freedom to Learn (1983). This book also gave a strong
impetus to the birth of whatis commonly called the humanistic movement.

In this context, Bowers (1986) makes a distinction between 'hot' and 'cold'
education. Hot education harbours such concepts as learner-centredness
(Chapter 3.2), equal roles in the classroom, two-way interaction (Chapter 3.1),
problem solving, simulation activities and so on. In contrast, cold education
incorporates such notions asteacher control, one-way interaction, guided
programmes of instruction and so on. Needless to say, the humanistic
philosophy of education is atypical case of hot education.

The humanistic movement soon reached the shores of foreign language
education. Moskowitz coined the slogan: 'Affective education is effective
education' (1978:14), with the implication thatthe foreign language class
should, in its own ways, contribute to the learners' emotional growth and
facilitate the process of self-actualisation (Chapter 5.4). In similar vein, Stevick
claimed that

‘ateacher must be willing and able to share the most important aspects of life, to give freely
of self; (1980: 294).

In compliance with the new philosophy, alternative terms to replace the word
teacher were offered, such as facilitator, counsellor or mentor, all of which were
supposed to reflect basic changes in the teacher's role. None of them have
stood the test oftime in foreign-language education.

m~e'era-ceia:rany non-\E5Ts beg native speakers to correctthem - even in situations where native speakers
r.z-.zia'u sar:e ara zz -ic: jilerstand the underlying motives.


http://www.youtube.com/watch?v=
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r the 1970s and 1980s, 'teaching with a human face' was the name of the day,
asthough empathy, for example, had not been a quality all good teachers

_ad shared, implicitly or explicitly, over the centuries (Medgyes 1986). The
—ovement also admitted a number of zealots into its ranks, who impatiently
-ejected any other way of thinking. Such fanatics oughtto have been restrained
Z-. the tolerance Rogers himself advocated:

.'m e teachers raise the question, “But what if!am notfeeling em pathetic, do not, at this
-. "sent, prize or accept or like my students? What then7' My response is that reainess is the

: siimportant of the attitudes So if one has littie understanding cf the student's inner
j and a dislike for the students or their behavior, it is almost certain'y more constructive to

e 35/than to be oseudoemphatic orto put on afacade of caring' (1969:"26). ®Z ®*7 Have you ever been
disliked by ateacher?
What were the signs of
her negative feelings? As a

teacher, how would you treat
- "nay well be true that some people are endowed with a higher degree of astudent you don't like?

m=-~ipathy than others. Teacher education, however, can contribute to the relative
development of this quality. In this regard, Szesztay stresses the importance of
re relationship between empathy and self-awareness. She suggests that

Empathy and self-awareness

more self-aware someone is, the sore capable he is cf understanding and appreciating
rpersoectives. In turn, being op  and receptive to ot 1er perspectives has great potential

sarmng more about ycurse Qos

_'snslating this into the teaching/learning relationship, more self-aware learners

s'e supposed to be more able to getin touch with their own future learners.

5v the way, research findings seem to confirm that highly empathetic learners
better in foreign languages than less empathetic ones (Guiora et at. 1972,

Schumann 1978).

~Hustwo relationships are assumed to strengthen each other: the one between
empathy and self-awareness in general, and the other one between self-aware
earning and empathetic teaching. Now let me try to apply these relationships

to the NEST/non-NEST context.

Earlier on, largued that non-NESTs are more self-aware, by virtue of being
earners of English themselves (Chapter 6.2). Supposing thatthe two
assumptions above are true, non-NESTs are more empathetic than NESTs who
nave acquired English.

These speculations seem to have been confirmed by the findings of Surveys 1
and 2. As Table 8 demonstrates, non-NESTs are perceived as more empathetic
on all counts.

Firstly, they can attend to the students' real needs to a greater extent; I suppose
that this applies with particular force to monolingual settings. In contrast,
NESTs, either working with linguistically heterogeneous groups in an English-
speaking country, or with monolingual groups overseas, probably have a less
clear picture of their students' givens and aspirations. They hardly ever have the
facilities to run a proper programme of needs analysis, but even if they do, the
results will probably be less reliable than the non-NEST's gut feelings based on
her comprehensive familiarity with the students' linguistic, cultural and personal
background.
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® 281mention three

reasons why non-NESTSs are
potentially more empathetic
than NESTs.

Can you give any examples
from your own experience to
support these claims?
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Secondly, thanks to the basis of their familiarity with the teaching/learning
context, non-NESTs are more able to set realistic aims for the students by
matching their individual potential with social demands. For example, in
mainstream education, non-NESTs are more cognisant of the constraints of
the national curriculum, the teaching materials available and the examinations
the students are expected to take. Similarly, they are in a position to gauge
realistically the level of motivation that students studying in a particular type of
school normally have.

Thirdly, the respondents were of the opinion that non-NESTs tend to be more
strict than their non-native counterparts. This may partly be due to their deeper
understanding of the prevalent circumstances. Ifthey know, for instance, that it
isin the students' interest to take a state examination, they are obliged to adapt
their teaching methods to the stringent examination requirements; this involves
being more demanding interms of home assignments as well. Very often, non-
NESTs simply cannot afford to be as casual as NESTs, whose involvement with the
target country is far less thorough (Chapter 6.6). ® 8

Having said that, it must be noted that a higher degree of empathy is merely a
potential which not all have available. | have come across quite a few non-NESTs
who have shown precious little empathy towards their students, as well as many
NESTs whom | have found amazingly understanding. It goes without saying

that, in addition to teacher education, the besttraining for NESTs to enhance
their capacity of empathy isto learn the language of the host country. lwould
advise non-NESTs, too, to take up a new foreign language (time permitting),
because this experience may deepen our understanding of the students' plight
(Schumann & Schumann 1977, Lowe 1987, Waters et at. 1990).

6.6 Benefiting from the mothertongue

The monolingual principle

‘To use or notto use the mothertongue?' - this has been one of the greatest
issues in the foreign-language class for nearly a century. Prior to that, the
Grammar-Translation Method did not only allow the use of L1, but made it an
integral part ofthe teaching/learning process. On the one hand, it was one of
its main goals to teach the subtle uses of the mothertongue, inasmuch asthe
learner was expected to translate literary texts from and into the mothertongue.
On the other hand, L1 was an indispensable teaching device for explaining
structures and vocabulary, giving instructions, doing various kinds of exercises
and so on.

Itwas around the beginning of the 20th century that a monolingual approach
spread in language pedagogy, as a result ofthe Reform Movement led by

such eminent scholars as Sweet, Jespersen, Palmer and others (Howatt 1984).
Essentially, their message was thatthe target language should be the sole
medium of communication, with the underlying rationale that afocus on L2
would maximise the effectiveness of learning. 'The more you use the target
language, the better you will master it' - this tenet sounded so obvious that it did
notdemand empirical evidence. And indeed, its protagonists did not offer any.
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t squite probable thatthe Reform Movement and its pedagogical offspring,
r~e Direct Method and subsequently the Audio-Lingual Method, would never
~ave made such a strong impact on ELT ifthey had not been supported and,
r fact, coerced by the profound and growing influence of English-speaking
:cuntries and of monolingual NEST teachers (Chapter 1).

-owever, the advocates ofthe monolingual principle were always aware of the
~ e L1 played in foreign language learning. Palmer's (1921/1964) approach,
example, rested on basically contrastive assumptions, and Lado, a chief

architect of the Audio-Lingual Method, even wrote an influential book under the

-=.ealing title: Linguistics Across Cultures (1957). As usual, it was the disciples

»"0 claimed exclusive rights for the 'truth'. They not only encouraged L2 use in

~e classroom, but made it obligatory and ubiquitous. The most fanatical went

as *ar as to persecute the deviants. Pupils caught using their mothertongue

~-'ing the foreign language class in Kenya orthe French colonies, for example,

'‘5<ed corporal punishment (Phillipson 1992a), while dissident teachers put

~e'rjobs injeopardy. ® 2 ® 29Did your English
teachers use alot of L1
during their classes? If so,

mnember a class | visited in the heyday of the Audio-Lingual Method. After presenting new was this mostly due to:
vocabulary in English in the most laborious fashion, the teacher eventually supplied the Hungarian a) a principled decision to
equivalent for each item - in a whisper. do so?
b) their poor command of
English?
-3 this example reveals too, the monolingual principle has seldom been carried c) sheer laziness?
~'Ough.

Share your experiences (Ma
“awards the late 1960s, it became clear thatthe monolingual orthodoxy was 2012, Macaro 2005).
.-tenable on any grounds, be they psychological, linguistic or pedagogical.

refer only to pedagogical qualms, how can teachers and students be
ejected to use English exclusively, when both ofthem are non-native speakers
;* English and share the same mothertongue? How can anyone be forced

engage in a pretentious game where the number one rule is: 'Behave like
someone you are not' ?

returning to the NEST/non-NEST distinction, the monolingual principle made
"on-NESTs feel

t -ner defensive or guilty a; their jnaoility to “match no“to native speakers in terms of

m;-'ducting aclass emire'y m English (harboaro 1992: 300).

5jt Isuspectthat a rigorous application of the monolingual principle harmed
\ESTs in particular, since they may have harboured the beliefthatthey could do
.veil without learning the language ofthe host country (Phillipson 1992a). The
only people who could possibly gain from this dogma are those unqualified
-ative speakers of English who regard ELT as a casual career.

ncidentally, there are thousands of unqualified or underqualified native
speakers teaching English in all corners ofthe world. Most of them are
adventurous youngsters with backpacks, who are impelled by a desire to see
he world, meet interesting people, learn foreign languages and meanwhile
make a bit of money out of ELT (Chapter 4.2). While sympathising with their
stamina and goodwill, Imust admitthatthey are doing considerable disservice
to ELT by decreasing the level of professionalism.
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0 0 In Appendix F, there is a
list of situations in which L1
may be used in the English
class. Putan X on the rubric
of your choice. Compare
results and discuss the
causes of any differences.

Further reading:
Littlewood & Yu (2011)
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A more recent developmentisfor unemployed people from the Centre to

seek an ELTjob in the Periphery (Phillipson 1992a), and | have even met afew
senior citizens trying to prolong their active years by means of ELT employment
overseas. Butthese sporadic initiatives pose afar smaller threat than large-scale
operations, whereby unqualified people from all ranks invade countries like
swarms of locusts (Chapter 7.1).

Why is L1 use still spurned?

Monolingualism is obviously pastits prime. Nevertheless, while granting the
restricted use of L1, standard training manuals make but a few passing remarks
on this complex issue, with no attemptto determine the desirable extent of

L1 use, to specify the pedagogical situations which call for it, or to suggest
activities which draw upon the learners' L1 command; nor do syllabuses and
teaching materials like to dwell upon this issue.

Atkinson (1987) offers four possible explanations for this neglect:

1 The fact that professional thinking is still haunted by the failure of the
Grammar-Translation Method. These sceptics should consider, however, that
the Grammar-Translation Method, at its best, was probably no less successful
than any other method in achieving the goals it had set. The inapplicability
ofthe Grammar-Translation Method today is simply due to the radical
changes in the general aims of language teaching, in compliance with the
dictates of present-day needs.

2 The influence of applied linguists, notably that of Krashen and his associates,
who argue that foreign languages are acquired in basically the same way as
the mothertongue, hence the role of L1 in the classroom should be minimal
(Atkinson 1987 Dulay, Burt & Krashen 1982, Krashen & Terrell 1983). One
must not forget, however, that Krashen's hypotheses are far from conclusive
and have in fact been under fierce attack ever since they were advanced
(McLaughlin 1978, Gregg 1984).

3 The axiom that one learns the foreign language through constant practice, a
fact which, in my view, does not preclude the applicability of L1 as ateaching
device.

4 The backwash effect resulting from the hegemony that native speakers
generally enjoy in ELT.

From my perspective, this fourth argument seems to be the most crucial, but
before lelaborate on it, let me mention justtwo arguments for the judicious
use of the mothertongue. Firstly, if learners like translation, there is no point in
depriving them of this learning tool. Bear in mind thatthey are likely to achieve
better results if they trust the teaching method whereby they are taught. In any
case, knowledge aboutthe psychological processes thattake place during
language learning is so scanty thatthe confident assertion that any technique
should be banned as 'wrong'is, to say the least, unwise. Secondly, and perhaps
more importantly, moderate use of the mothertongue in certain situations can
save a lot of class time. 0 3
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The Centre and the Periphery
Now let me return to the issue of the backwash effect mentioned under 4 above.

When discussing the unfeasibility of putting countries into neat groups on
either side of the native/non-native borderline, I referred to Phillipson's (1992a)
distinction between the Centre (thatis, core-English countries where English
sthe indigenous native language) and the Periphery (thatis, countries where
English is a second or foreign language) (Chapter 1.2). In his passionate book
entitled 'Linguistic imperialism’, Phillipson is of the opinion thatthe Centre
attempts to consolidate and strengthen its influence overthe Periphery through,
among otherthings, the spread the English language.

~hus the hub of ELT is in the Centre: itis from British and US headquarters that

the massive ELT operation is directed. ©3 Namely ,the Centre provides an

Anrivalled base for:

* pursuing academic research activities relating to ELT;

+ storing and retrieving ELT information and experience gathered anywhere in
the world;

* running commercial ELT schools in and outside the Centre;

+ training EFL/ESL teachers and teachertrainers foremploymentin the Periphery;

* running in-service courses in the Centre and abroad;

+ offering MA programmes in applied linguistics and EFL/ESL;

+ setting standards and examinations with international recognition;

* publishing ELT materials and teacher-resource books and journals;

+ extending consultancy support and, quite often, financial aid.

~ie high level of expertise of British and US professionals is only parallelled by
tie degree oftheir interests in holding afirm grip on the menagerie. Thousands
2* native English speakers make a living out of ELT, in one way or another. A

*ew become quite wealthy, the majority do not, and leastof all do teachers at
tne chalkface - but all of them can make ends meet. Today, ELT should not be
'‘egarded primarily as an educational mission - it is a huge industry regulated by
strict laws of market economy.

\o wonderthat some ELT specialists, working in, or coming from, the Centre,

reatthe English language astheir exclusive prerogative. Some of them rejectthe

contribution of L1 out of hand, others reluctantly acknowledge its limited scope.

i all fairness, Ido not blame them for this attitude. After all, publishing houses
hthe Centre cannot possibly cater for the specific needs of each periphery-
country where English is being taught. Similarly, teacher trainers working in the
Centre are unable to attend to individual demands within multilingual groups
‘epresenting diverse linguistic and cultural backgrounds. Nor is it feasible to
devise examinations with international currency which take into accountthe
diverse circumstances of all the candidates.

As the Centre cannot be expected to cope with this issue, ELT experts in the
periphery countries should take steps. If we non-NESTs claim to be capable of
producing more suitable teaching materials for our students, let's write them. 0 2
If local trainers have an allegedly better knowledge of trainees' needs, letthem
run the courses on their own. If we rejectthe idea of employing unqualified native
speakers, let's notemploy them. And if we believe thatthe mothertongue can

facilitate the learning process, let's work out an appropriate methodology in detail.

© 3l Isthis still true (if it ever
was)? Is it really an organised
operation from the Centre?

What about local controls
and initiatives?

Compare your different
experiences.

© 32What kind of course
materials do you use: those
produced in the UK or the
US, or ones produced locally?
In this respect, isthere a
difference between private
sector language schools and
mainstream schools? What
are the pros and cons of
'homegrown' materials?
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O 3B1In Holliday's (2013)
view, it is time for teachers in
the Periphery to take centre-
stage.

What do you think he means
by this? Is it happening?

Be that as it may, the scores
of books and papers written
about and by non-NESTs
cited in this new edition are
just asmall fragment of all
the works published in the
last quarter century. It is a
welcome development that
non-NESTS are no longer the
voiceless majority in the BT
world and that the study of
the NEST/non-NEST issue has
come into its own(Kamhi-
Stein 2016).
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Unfortunately, none ofthese problems can be resolved by means of sheer
goodwill and determination. There are huge obstacles in the way: psychological
(lack of self-confidence), political (lack of clout) as well as economic (lack of
resources) - let alone the language barrier. 0 3

Summary

This chapter was meantto be the most uplifting part of my book. | have
analysed six assumptions, each with the purpose of shedding light on the
brighter side of ourjob as non-NESTs. Namely, we are more able to provide
our learners with a good learner model for imitation, to teach them effective
language learning strategies, to supply them with information about the
English language, to anticipate and preventtheir language difficulties,

to show empathy, and finally to benefit from the shared mothertongue. |
have concluded the chapter by contending that if we wish to become more
independent as non-NESTs, we have to take more initiatives.

The previous three chapters aimed to examine the role that NESTs and non-
NESTSs, respectively, play in the ELT operation. By relying upon my own research
findings, Itried to validate two hypotheses | had advanced concerning the
relationships between language proficiency and teaching behaviour.

All the preceding chapters were haunted by a question, which I have
deliberately left unanswered - 'Who's worth more: the NEST or the non-NEST?
-until lhad completed an in-depth analysis of all the relevant aspects of this
issue. In Chapter 7,1shall risk taking sides in this question.
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Ellis, E. M. (2006) Language learning experience as a contributor to ESOL
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© 1Ifyou were the principal of
alanguage school in your own
country today, to whom would
you give the preference, NESTs
ornon-NESTs?

Justify your decision.

CHAPTER 7

Who's worth more: the native or
the non-native?

Focus points

+ NESTs in state education, universities and language schools
* Prejudices against non-NESTs in employment policies
+ Contrasting features ofthe 'ideal' NEST and non-NEST

7.1 Dreams and reality
'Suppose you were the principal of a language school.'

Igave two talks aboutthe NEST/non-NEST issue: one in London and one

in Paris (Medgyes 1992). In each audience there were about fifty highly
sophisticated teachers, teacher trainers, applied linguists and publishers. The
two groups only differed in thatthe London audience consisted mostly of native
speakers of English, the Paris one mostly of native speakers of French.

At one point during my talk, l asked the following question:

'Suppose you were the principal of a commercial LLTschool in Britain. Who would you employ7'©’

a) ''would employ only native speakers even ifthey were not qualified teachers.’

b) would preferto employ NESTs, but if hard pressed Iwould choose a
qualified non-NEST rather than a native without ELT qualifications."'

c) 'The native/non-native issue would not be a selection criterion (provided the
non-NEST was a highly proficient speaker of English).'

Subsequently, Itook a straw poll to find outthe distribution of responses.
Neither in London, nor in Paris did anyone vote for alternative a). With regard

to the othertwo options, in London abouttwo thirds of the respondents went
for b) and one third for c), while the ratio in Paris was just the opposite. In Paris, |
asked afollow-up question as well:

‘Suppose you were the principal of a commercial ELI school in France. Who woulo you employ7'

W hile the alternatives were the same as before, the proportion of responses
was even more slanted towards c); a) still received no votes.1

1Both in London and in Paris | had toyed with, then abandoned, the idea of asking an even more provocative question:
'‘Once you had decided to employ a non-NEST, would you:
a) ask the teacherto conceal his/her non-native identity and pretend to be a native speaker of English?
b) leave it to the teacher to resolve this dilemma at his or her discretion?
c) insist that the teacher should reveal his or her 'non-nativeness'?'
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_ack oftime prevented me from asking for justification, but it is easy to suggest
ssoiors that may have influenced the respondents' decision. Those whose choice

*as b) must have heeded both business and professional considerations. & © 2Apart from professional
A'th regard to the former, presumably they were aware that international considerations, what other
s dents studying in Britain preferred to be taught by NESTs. This demand aspects are, or should
»Quid have to be satisfied by the school principal - but not at all costs. On the be, taken into account
rc-er hand, their answers implied less homogeneity in terms of professional when making recruitment
~"siderations. While they all agreed that NESTs and non-NESTs were worth decisions?

—c re than native speakers without ELT qualifications, they may have held
-s.ergent views aboutwho would make a betterteacher, a NEST or a non-NEST.

r contrastto pragmatists, those choosing c¢) seem to have taken notice of

professional considerations only - and thus might run the risk of losing their

. entele. The factthat no one selected a) was a reassuring sign that principals

mro are led by short-term business interests, or by the delusion that native

speakers are superior to non-native speakers under any terms, are notwelcome

sc professional gatherings! ©3 © 3The story below was told
by a native speaker of Indian
English, who had recently
found ajob in the US. Why is
her story not only amusing,
but also illuminating?

B--t Iwonder what accounts for the difference between London and Paris.
iV-'at caused the London sample to show a more business-like attitude, so to
sceak? There are two possible explanations. On the one hand, NESTs may have
empathised with the pragmatism ofthe 'school principal' because, as British
employers or employees, they have encountered similar dilemmas. On the
r~er hand, it may well be the case that non-NESTs attach more importance to
professional considerations as a matter of course. Despite the tentativeness of
—ese observations, the reaction ofthe two samples seems to indicate that:

'A95-year-old neighbour of
mine, a dear sweet old lady,
recently introduced me to

her daughter as a college
« the ELT profession acknowledges the native/non-native division, or at least teacher and quickly added

jses the conceptin everyday communication; "Guess what she teaches?"
+ the NEST/non-NEST issue is controversial; "What?", her daughter asked.
+ there are several categories of consideration involved (business, "English, imagine someone
professional, sociolinguistic, moral, political and others). coming from India to teach

English here", replied my
.. . . neighbor with aslight

- ?

Why do principals reject non-natives” chuckle1(Thomas 1999: 5).

- an issue of 'ELT Journal', és reported the following case:

©4 ©* What do you think of the
job ad in this example? How
does it fit in with the following
observation?

i nighly qualified and experienced non-NEST, who had been living in English-speaking countries for
Tie past six years, was doing research into the Teaching of English to Speakers of Other Languages,

n an effort to combine theory with practice, he tried to find a teaching post in a language school in _ .
‘Teaching English as a

second language is not

rocket science! Anyone with a
positive attitude, a willingness
to succeed and the ability
English may be). (1991:87). to communicate can be an
excellent ESLinstructor'
(Ruecker&lves: 744).

See the article by Rueckert
and Ives (2015) in Further
reading.

I'suppose) London. However, his applications were consistently turned down and he was not even
short-listed. One letter of rejection from a principal clarified the real reason for his failure to get ajob:

i am afraid we have to insist that all our teachers are native speakers of English. Our students do not
yavel half-way round the world only to be taught by a non-native speaker (howevergood that person's

Note its title: is this ironic, or a
reflection of fact?
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© 5Prejudices against
employing non-NESTs
are generally justified by
‘customer demand'.

In your experience, is the
'native speaker cardla
legitimate one? Why (not)?

0O 6 Preference for hiring
NESTSs is a widespread
policy (Clark & Paran 2007,
Mahboob etal. 2004, Selvi
2010).

Look up afew local
recruitment ads on the web.
What typical features can
you discover in them?

Further reading:
Ruecker&lves)

© 7Actions against 'native
speakerism' (Holliday 2006),
such as the TESOL policy
statements (1991 Appendix
G and 2001 Appendix H),
are getting stronger (Kamhi-
Stein 2016).

Are similar initiatives
promoted in your country?

© 8As a non-NEST, have you
ever considered publishing
in English? What difficulties
do you think you might face
(Flowerdew 2001)?
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In my experience, too, many s*g”age schools advertise themselves as
employing native English spea<ers only, because NESTs are 'better public
relations items' and have 'a better ousiness draw', as an American respondent
in Survey 1 putit. 0 sOthers may decide against making their views public, but
still refuse to employ non-NESTs. I quite agree with llles's conclusion thatthe
above was atypical case where commercial interests and educational principles
were at loggerheads.

As part of his all-out war against the native/non-native division, Paikeday
sarcastically notes:

Ni- mes voL jitmg "native speakers” o: Lng'ish,
tor example, >Saxon protestants; Scots., mavbe..

bus no Irish  eel as  'm'M985

Today, recruitment practices in private language schools in the two ELT
strongholds, the US and Britain, are in a state of transition. O6In the past, major
organisations involved in ELT, albeit never officially endorsing it, shut their eyes
to discrimination against non-NESTs. In the wake of political changes, however,
important ELT bodies have come under pressure to make clear and progressive
policy statements .The most important resolution has been the one passed

by the Executive Board of TESOL and made public in ' TESOL Matters' (1992)
(Appendix G). ©7In this documentthe Executive Board not only expressed its
disapproval of discriminatory hiring policies, but also decided to take steps to
abolish all forms of restriction based on the applicant's native language. Thus
those who still employ EFL/ESL teachers on the basis of language origin have
been declared outcasts, as it were.

However, as always, there isthe other side of the fence. In response to someone
who had given herfull supportto the TESOL resolution (Forhan 1992), another
teacher from the US said that a school's primary duty is to satisfy its clients’
expectations. In the case of newly-arrived immigrants, for example, anxious to
enter the workforce, we should

‘worry that ateach rslack of nst vc nstinets aoout Arne can English usage and cultr/a

e<pectations couk oe detrimental :0 jTe minorants'l lances In jeb 'interviews' (Saiad
199/). ® 8

Or let me give an example from my own experience:

An exasperated Hungarian friend of mine told me the following story. Lastsummer, she sent herson
to England. As she could afford it, she enrolled him ata well-known language-school which employed
non-NESTS too. On the first day, the boy bumped into a teacher from his school in Hungary, who was
teaching in England for the summer. In all faimess, | have to state that the boy was not assigned this
teacher - he got a Polish one instead.
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'Suppose you were the principal of an ordinary state school’

Whether we like it or not, commercial language schools in Britain and the US

have relatively well-defined hiring practices, partly because their customers

arrive with fairly predictable expectations. To be sure, their needs are more

specific than those of the learners who study English as a school subject,

furthermore, since language schools are relatively better-off than state schools,

they often have the opportunity to choose between a NEST and a non-NEST -

jnlike most state-sector schools. ©9 © 9 Non-NESTSs seldom
look for ajob outside their
own countries, let alone in
English-speaking ones. What
are the reasons?

Survey results

uestion 2: What isthe NEST/non-NEST proportion in your school? .
Q prop y Further reading: Hayes

"he assumption that ordinary schools cannot afford to employ NESTs has been (2009)

oorne out by the data provided by the 216 respondents of Survey 2 (Chapter 4). If you applied, do you think
~he results show.that almosttwo thlrds.ofthe schools do ngt employ any native you would stand a chance?
soeakers of English (64.3 per cent), while only about one third do (32.4 per cent). Why (not)?

A negligible number of respondents claimed to work within an all-native-English

staff (1.8 per cent); 1.4 per centdid not answer this question.

Table 9 shows the distribution of those respondents who worked within a staff
A-ith mixed language backgrounds.

Table 9: The proportion of native and non-native speakers of English in schools
with a mixed native/non-native staff in Survey 2 (N=70)

Percentage of Percentage of
natives in the staff respondents
1-10 31.4

11-20 41.4

21-30 10.0

31-40 4.3

41-50 8.6

51-60 14

61-70 0

71-80 2.9

81-90 0

91-100 0

t should be mentioned that, even in schools with a mixed ELT staff, the
oroportion of natives typically ranged between 1and 30 per cent. An aggravating
t'actor is thatthis number probably included unqualified teachers too.
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© 10 Explore the discrepancy
between dreams and reality
in your home environment.
How do your data compare
to those in Table 9 and Table
10?

80

Survey results

Question 3: What would be the ideal proportion of NESTs and non-NESTs?
Justify.

After surveying the real situation, I decided to peep into the world of 'dreams’.
Therefore, the respondents in Survey 1 and Survey 2 were asked to indicate
whetherthey would preferto hire a) more NESTs, b) an equal number of NESTs
and non-NESTs, or ¢c) more non-NESTs. The responses show great variability
(Table 10).

Table 10: Preferences for native or non-native majority in Surveys 1 and 2
(N=24+187)

Preference Survey 1 Survey 2
number of per cent number of per cent
respondents respondents
more NESTs 10 41.6 26 13.9
an equal number 10 41.6 100 53.5
more non-NESTs 4 16.6 61 326010

As areminder, Survey 1 only included native/bilingual speakers of English,
while in Survey 2 there was an overwhelming non-NEST majority. In the light
of the data, it seems that both samples would prefer a majority of their own
language-group in the staff. In addition, the Survey 2 respondents were

more in favour of an equal number of natives and non-natives. However,

if the data supplied for Question 3 and Question 2 are compared, the
differences between dreams and reality are quite striking - not surprisingly,
the international group of respondents would like to see far more NESTs in the
staffroom than they can underthe present circumstances (Chapter 8.1).2

Incidentally, this question produced strong correlations with two other variables
in Survey 2. On the one hand, itturned outthatthe longertime a non-NEST
had spentin an English-speaking country, the more she would favour a NEST
majority. Furthermore, non-NESTs with higher qualifications proved to value the
presence of NESTs to a greater extentthan their less qualified colleagues.

7.2 Arguments for and against

Throughoutthe book, my discussion has revolved around comparing NESTs
and non-NESTs from various perspectives. Now isthe time to discuss who is
worth more, the NEST or the non-NEST. Before | myselftake sides in the debate,
let me reveal my respondents' preferences.

2Since the justifications in Question 3 and Question 4 are very similar, I shall disclose them together, when discussing
Question 4 (see page 81).
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Survey results

Question 4: Who is better: the NEST or the non-NEST? Justify.

nSurvey 2,the number of votes for NESTs and non-NESTs was almost the
same: 54 respondents chose NESTs (25.0 per cent) and 57 favoured non-
NESTs (26.4 per cent). Far more surprisingly, 87 respondents went for 'both’
40.3 per cent), an alternative that had not been supplied in the questionnaire,
-ad this option been added, Isuspectitwould have won even more votes. 18
-espondents did nottake sides in the debate (8.3 per cent). In view of the data,
-:sno exaggeration to suggestthatthe respondents (mostly non-NESTs) did
-0t overestimate the role NESTs played in an EFL/ESL environment.

- justifying their choices, the respondents echoed most of the arguments

-3 warded in Question 1 (Chapter 6.3) and added afew more. Those who

railed for a preponderance of NESTs chiefly attributed their superiority to a
cetter overall command of English, especially featuring in the appropriate use
r* colloquial and idiomatic English. 'Native speakers are living the language,
"her than adopting it', one respondent said. The students had more trust in
\ESTs, because of their confident use of English. Several respondents argued
—at, with a NEST atthe helm, English had genuine relevance in the classroom,
cecause it was the only form of verbal communication between the teacher and
—e students. NESTs were more capable of creating motivation and an 'English’
e'-.ironmentin the school. Furthermore, they taught the language rather

ran aboutthe language, and applied more effective and innovative teaching
-Hcnniques; only seldom would a NEST slavishly follow the textbook like a non-
\E5T (Chapter 11.3). Others warned, however, that NESTs were more successful
zr y with advanced learners, and a few protagonists cautiously remarked that
re NESTs'superiority applied, but only with the proviso thatthey had been
;r;oerly trained as EFL/ESL teachers (Chapter 6.6).

r *3vour of non-NESTs, © L by far the most frequently mentioned argument © 11 Most students say that
mss their ability to estimate the learners' potential, read their minds and predict NESTs and non-NESTSs can
Te" difficulties. Non-NESTs were said to be more sensitive, due to the linguistic, be equally good teachers
r_r*ral and educational heritage they shared with their students. As one (Mahboob 2004, Moussu
-=s3ondent put it, they were better able to satisfy their clients' expectations’, 2010, Samimy & Brutt-

r —onolingual classes, L1 proved to be an effective tool for explaining new Griffler 1999).

—arerial and drawing attention to differences between the two languages. In Who would you prefefto
—m'trast, NESTs would elaborate on language items that were basically the be taught by, and why? Be
5£f—e in L1 and L2. Non-NESTs usually imitated some standard norm, while honest!

\E5Ts often spoke a non-standard variety. Some respondents charged NESTs
mrr hampering, albeit unwillingly, the spread of arecognised local variety of
English. Interestingly, several respondents were ofthe opinion thatthe non-
\ESTs' speech was easierto understand, thanks to features of a non-linguistic
-¢rhre as well. Others argued for non-NESTs on the grounds that they prepared
srev lessons more thoroughly and, as a rule, had fewer discipline problems. It
*as generally agreed that non-NESTs stood a better chance with lower-level
accents and children. A pragmatist noted thatthere would always be a majority
zr"on-NESTs, simply because they were cheaper labour.3

fns i notalways the case, though. I suspect that within EU countries NESTs and non-NESTs earn approximately equal
SLETri.
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® 12 Students' initial
negative attitudes towards
non-NESTSs often change into
positivity towards the end of
their course (Pacek 2005).

Does your experience
uphold or run counter to this
observation? In what way(s)?

® 13 Students such as the one
quoted here may adopt an
ambivalent attitude. Explain
this contradiction.

'l came upon one evaluation
that responded positively
to the question "What did
you like about the course,
the instructor and the
instructional style?" The
response was "She was very
kind, so | can learn English
comfortably". However, the
response to the question
"What did you dislike?" was
rather different. This read
"We need native speaker
teacher. It will be better.“1
(Thomas 1999:10).
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However, as Imentioned above, the majority of respondents would assign
NESTs and non-NESTs an equal chance of success. Moderates agreed that since
each group had their strengths and weaknesses, they would nicely complement
each other. A proportionate number of natives and non-natives within the staff
had the further advantage of offering awider variety of ideas and teaching
methods. Some respondents referred to the desirability of native/non-native
interaction and cooperation: 'There is a lotto learn from each other!" one
respondent remarked (Chapter 8). ® 20thers warned thatteachers should be
hired solely on the basis of their professional skills, regardless of their language
background (Chapter 7.1).

Finally, it is my turn to make a clean breast of my own preferences. If lwere to
determine the desirable proportion of NESTs and non-NESTs, Iwould definite!)
go along with the moderates, for almostthe same reasons thatthey set out.
Iwould have but one reservation, namely that Iwould not play down the
importance of language background. On the contrary, Iwould consider it atop
selection criterion, because of its far-reaching effect on teaching practice.

Let me reiterate: NESTs and non-NESTs teach differently in several respects. |
firmly believe thatthe non-NEST is (more or less) disadvantaged in terms of
acommand of English. Paradoxically, this shortcoming is her most valuable
asset, quite capable of offsetting the fact of limited proficiency. Itis precisely
this weakness that helps her develop capacities that a NEST can never aspire
to acquire. Icontend that NESTs and non-NESTs are potentially equally
effective teachers, because in the final analysis their respective strengths and
weaknesses balance each other out. Different does notimply better or worse!
Therefore, the question 'Who's worth more: the native or the non-native?'
does not make sense and is conducive to drawing wrong conclusions from
the differences observed in theirteaching behaviour. ® 3Hopefully, the data
and the arguments provided in this and the earlier chapters have sufficiently
validated my fourth hypothesis, namely that NESTs and non-NESTs can be
equally good teachers on their own terms. Granted this, all four hypotheses
formulated in Chapter 4.2 seem to be supported.

7.3 The #ideal teacher'4

In recent literature, the concept of the ideal teacher has gained some notoriety
especially in relation to the native/non-native dichotomy. It appears that the
glory attached to the NEST has faded and the number of ELT experts who
contend thatthe 'ideal teacher"is no longer a label reserved for NESTs is on the
increase.

As a matter of fact, this is no great revelation. As early as around the beginning
of the twentieth century, the famous phonetician Sweet said:

'For teaching Germans English, a phonetically trained German is far superior to an untrained
Englishman, the latter being quite unable re communicate his knowledge' (Quoted in Howatt
1984:182-183).

~Needless to say, the term 'ideal' is an abstraction - there is no such creature as an ideal teacher.
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[Ar-ost acentury later, O'Neill noted:

celieve thalas modelsf.uent nor,-native speakers can oe just as good as "arhro «mme : -
at least in sorr.e importam respects, even better, fluent "-on-native scfa-e : t e-  -tes -
m boding the retention OGraear but disx'net foreign accents) thatcanb o b : _ S
r-''nois to cepe ootter wiin tne target language, svso non-palls teaohe;sra.® a~s ere sct
ao.antage over native speaKers, particu'ar'y those who nave never learned a f;aeier anna a-.
'w'ey bave actually learned the target Ianguage as fore'gners and have diiect insight into snj
:<enence oi the processes jneoleeri faf other non-native speakers' (."991: 304).

Enge, awell-known advocate ofthe non-NEST, reported on his experiences abroad:

'.nen istood in front of a class of furnish schoolchildren, mere was clearly only a very restricted
tr-se in which lcoold act as a model for them in social, cultural, emotional, orexoerieniiai
~e-as, with regard either to their pastor thee future. 1he person who could act as such a

" del would be a Turkish teacher; ana, if we believe that reference to the social, cultural, ana
tstional experiences, awareness, and aspirations of our pupils is important in learning, then
¢'s isthe ideal modef (1988.155).

~Nese quotations - and there could be many others - hark back to the arguments
*3rthe non-NEST presented in Chapter 6.

On closer inspection, itturns outthat ideal teachers cannot be squeezed into
3~y one pigeonhole: each ideal teacher is ideal in her own way, and as such is
3'fferent from all the rest. The concept resists clear-cut definitions, because there
a'e too many variables to consider in the language teaching operation.

\evertheless, in orderto get a better grasp of the ideal teacher, let us suppose

r-at all the variables are momentarily kept constant, exceptforthe language

z'oficiency component. Sothe question arises: Does the teacher with a better

command of English stand a better chance of becoming an ideal teacher? In

rtner words: Is ittrue thatthe more proficient speakeris a more efficient teacher?

®14 Let me briefly study this question in three possible dimensions. ® 14There is general
agreement that language
proficiency is a make-or-
break requirement for a

My earlier assumption was that NESTs and non-NESTs can most conspicuously non-NEST (Liu 1999, McNeill
oe detected by the significant differences in their command of English. But | 2005, Tatar SYildiz 2010).
s'so suggested that, from the non-NEST's perspective, proficiency resembles a
coin. If we look on one side, we see the language deficit. Butif we look on the
other, we notice the benefits deriving from a non-native command of English. |
~jrther assumed thatthe advantages and disadvantages relating to non-native
proficiency balance each other out in the final analysis. Thus in a NEST/non-NEST
‘elation, 'The more proficient, the more efficient' is a false statement, incapable of
oringing us closerto understanding the essence ofthe ideal teacher.

The native/non-native dimension

Explain why.
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© 250n YouTube, watch this
amusing sketch:

Grammar police interrogation
www.youtube.com/watch?v=
3X4qi7TAwDQI&feature=share

Note the errors which the
interrogator keeps correcting.
Would you also correct them
if your students made them?

® %A student who was
being taught by a non-native
teacher of American English
wrote in her diary: 'l am
happy. You are like us. You
understand my feelings
about English' (Thomas
1999:12).

What do you think she
meant by this?
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probably because we regard English primarily as a school subjectto be learned
and only secondarily asa communicative medium to be used. Butthe main
reason for our heavy-handed attitude must lie in our deficient knowledge of
English.7®@ 5

To step out of this vicious circle, Isuggestthatwe place more trust in our 'sixth
sense'to understand, anticipate, and prevent students' difficulties, a quality
NESTs cannot claim to possess.

6.5 Showing empathy

Hot and cold education

Aterm borrowed from psychology, empathy means the powerto understand
and enter into another person's feelings. In the terse definition of Guiora et at.
(1972), empathy isthe ability to put oneself in another person's shoes.

In my view, empathy is one of the most characteristic features of the successful
teacher. Studying the emotional implications of student/teacher relationships,
Salzberger-Wittenberg etal. (1990) write that students expectthe teacher,

among herother roles, to actas a'‘provider and comforter'. This role may imply
expectations ranging from realistic ones to the most far-fetched (Chapter 3.3). Q%

In education, the term 'empathy' received wide currency in the wake of Rogers'
highly influential book, Freedom to Learn (1983). This book also gave a strong
impetus to the birth of whatiscommonly called the humanistic movement.

In this context, Bowers (1986) makes a distinction between 'hot' and 'cold’
education. Hot education harbours such concepts as learner-centredness
(Chapter 3.2), equal roles in the classroom, two-way interaction (Chapter 3.1),
problem solving, simulation activities and so on. In contrast, cold education
incorporates such notions as teacher control, one-way interaction, guided
programmes of instruction and so on. Needless to say, the humanistic
philosophy of education is atypical case of hot education.

The humanistic movement soon reached the shores of foreign language
education. Moskowitz coined the slogan: 'Affective education is effective
education' (1978:14), with the implication thatthe foreign language class
should, in its own ways, contribute to the learners' emotional growth and
facilitate the process of self-actualisation (Chapter 5.4). In similar vein, Stevick
claimed that

‘ateacher must be willing and able fo share the most important asoects of life, to give freely
of self' (1980: 294).

In compliance with the new philosophy, alternative terms to replace the word
teacher were offered, such as facilitator, counsellor or mentor, all of which were
supposed to reflect basic changes in the teacher's role. None ofthem have
stood the test of time in foreign-language education.

Titis no mere chance that many non-NESTs beg native speakers to correctthem - even in situations where native speakers
find their Insistence a nuisance and do not understand the underlying motives.


http://www.youtube.com/watch?v=
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Ir the 1970s and 1980s, 'teaching with a human face' was the name of the day,
asthough empathy, for example, had not been a quality all good teachers

rad shared, implicitly or explicitly, overthe centuries (Medgyes 1986). The
—ovement also admitted a number of zealots into its ranks, who impatiently
'mejected any other way of thinking. Such fanatics oughtto have been restrained
rr. the tolerance Rogers himself advocated:

I teachers raise the question,. “But what if i arn norfeeling empathetic, do not, at this
m: "lent, prize or accept or like nay students7 What then7” My response is that realness is the

important of the attitudes So if one has little understanding of the student's inner
.-aand adislike for the students or their behavior, it is almost certainly more constructive to

t mo/than to be pseudoemphatic orto puton afacade of caring' (1969:126).027 ® 27 Have you ever been
disliked by ateacher?
What were the signs of
her negative feelings? As a

teacher, how would you treat
t ~ay well be true that some people are endowed with a higher degree of astudent you don't like?

empathy than others. Teacher education, however, can contribute to the relative
development of this quality. In this regard, Szesztay stresses the importance of
re relationship between empathy and self-awareness. She suggests that

Empathy and self-awareness

more self-aware someone is;the more capable he is of understanding and appreciating
, -V perspectives, in tuna., being open and receptive to other perspectives has great potential

0 -earning more aboutyourself (1992: 71).

~-anslating this into the teaching/learning relationship, more self-aware learners
are supposed to be more able to getintouch with their own future learners.

5. the way, research findings seem to confirm that highly empathetic learners
zc setter in foreign languages than less empathetic ones (Guiora et at. 1972,
Schumann 1978).

--Js two relationships are assumed to strengthen each other: the one between
empathy and self-awareness in general, and the other one between self-aware
earning and empathetic teaching. Now let me try to apply these relationships

— the NEST/non-NEST context.

EsHier on, largued that non-NESTs are more self-aware, by virtue of being
*=3rners of English themselves (Chapter 6.2). Supposing thatthe two
assumptions above are true, non-NESTs are more empathetic than NESTs who
~ave acquired English.

~-ese speculations seem to have been confirmed by the findings of Surveys 1
and 2. As Table 8 demonstrates, non-NESTs are perceived as more empathetic
r* all counts.

- rstly, they can attend to the students' real needs to a greater extent; I suppose
tratthis applies with particular force to monolingual settings. In contrast,
\ESTs, either working with linguistically heterogeneous groups in an English-
soeaking country, or with monolingual groups overseas, probably have a less

; ear picture of their students' givens and aspirations. They hardly ever have the
facilities to run a proper programme of needs analysis, but even ifthey do, the
-esults will probably be less reliable than the non-NEST's gut feelings based on
-er comprehensive familiarity with the students' linguistic, cultural and personal
oackground.
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© 28| mention three

reasons why non-NESTSs are
potentially more empathetic
than NESTSs.

Can you give any examples
from your own experience to
support these claims?
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Secondly, thanks to the basis of their familiarity with the teaching/learning
context, non-NESTs are more able to set realistic aims for the students by
matching their individual potential with social demands. For example, in
mainstream education, non-NESTs are more cognisant of the constraints of
the national curriculum, the teaching materials available and the examinations
the students are expected to take. Similarly, they are in a position to gauge
realistically the level of motivation that students studying in a particular type of
school normally have.

Thirdly, the respondents were of the opinion that non-NESTs tend to be more
strict than their non-native counterparts. This may partly be due to their deeper
understanding of the prevalent circumstances. Ifthey know, for instance, that it
is in the students' interest to take a state examination, they are obliged to adapt
theirteaching methods to the stringent examination requirements; this involves
being more demanding interms of home assignments as well. Very often, non-
NESTs simply cannot afford to be as casual as NESTs, whose involvement with the
target country is far less thorough (Chapter 6.6). ® 8

Having said that, it must be noted that a higher degree of empathy is merely a
potential which not all have available. | have come across quite afew non-NESTs
who have shown precious little empathy towards their students, as well as many
NESTs whom | have found amazingly understanding. It goes without saying

that, in addition to teacher education, the besttraining for NESTs to enhance
their capacity of empathy isto learn the language ofthe host country. Iwould
advise non-NESTSs, too, to take up a new foreign language (time permitting),
because this experience may deepen our understanding of the students' plight
(Schumann & Schumann 1977, Lowe 1987, Waters etal. 1990).

6.6 Benefiting from the mothertongue

The monolingual principle

'To use or notto use the mothertongue?' - this has been one of the greatest
issues in the foreign-language class for nearly a century. Prior to that, the
Grammar-Translation Method did not only allow the use of L1, but made it an
integral part of the teaching/learning process. On the one hand, it was one of
its main goals to teach the subtle uses of the mothertongue, inasmuch as the
learner was expected to translate literary texts from and into the mothertongue.
On the other hand, L1 was an indispensable teaching device for explaining
structures and vocabulary, giving instructions, doing various kinds of exercises
and so on.

Iltwas around the beginning of the 20th century that a monolingual approach
spread in language pedagogy, as a result of the Reform Movement led by

such eminent scholars as Sweet, Jespersen, Palmer and others (Howatt 1984).
Essentially, their message was that the target language should be the sole
medium of communication, with the underlying rationale that afocus on L2
would maximise the effectiveness of learning. 'The more you use the target
language, the better you will master it' - this tenet sounded so obvious that it die
notdemand empirical evidence. And indeed, its protagonists did not offer any.
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t squite probable thatthe Reform Movement and its pedagogical offspring,
tfe Direct Method and subsequently the Audio-Lingual Method, would never
rave made such astrong impacton ELT ifthey had not been supported and,
r 'act, coerced by the profound and growing influence of English-speaking
countries and of monolingual NEST teachers (Chapter 1).

—¢.vever, the advocates ofthe monolingual principle were always aware of the
*oe L1 played in foreign language learning. Palmer's (1921/1964) approach,
tr example, rested on basically contrastive assumptions, and Lado, a chief
architect of the Audio-Lingual Method, even wrote an influential book under the
sealing title: Linguistics Across Cultures (1957). As usual, it was the disciples
m”o claimed exclusive rights for the 'truth'. They not only encouraged L2 use in
Te classroom, but made it obligatory and ubiquitous. The most fanatical went
as *aras to persecute the deviants. Pupils caught using their mothertongue
cu™ng the foreign language class in Kenya orthe French colonies, for example,
-5<ed corporal punishment (Phillipson 1992a), while dissidentteachers put

re 'jobs injeopardy. ® 2

Imnemberaclass | visited in the heyday of the Audio-Lingual Method. After presenting new
"imxshulary in English in the most laborious fashion, the teacher eventually supplied the Hungarian
‘mmwalent for each item - in a whisper.

Is this example reveals too, the monolingual principle has seldom been carried
r.'cugh.

“rv.ards the late 1960s, it became clear thatthe monolingual orthodoxy was

_rtenable on any grounds, be they psychological, linguistic or pedagogical.
‘efer only to pedagogical qualms, how can teachers and students be

erected to use English exclusively, when both ofthem are non-native speakers
English and share the same mothertongue? How can anyone be forced

~ engage in a pretentious game where the number one rule is: 'Behave like

ic~ieone you are not' ?

ratoming to the NEST/non-NEST distinction, the monolingual principle made
-c"-NESTs feel

eo'er defensive or gulty af their inability to "ma‘ch uo:to naove speakers in terms of

.1 j noting a class entirely in English (Harboard 1992: 350).

5-T Isuspectthat a rigorous application ofthe monolingual principle harmed
\ESTs in particular, since they may have harboured the beliefthatthey could do
*ell without learning the language of the host country (Phillipson 1992a). The

y people who could possibly gain from this dogma are those unqualified
-stive speakers of English who regard ELT as a casual career.

-cidentally, there are thousands of unqualified or underqualified native
soeakers teaching English in all corners of the world. Most ofthem are
adventurous youngsters with backpacks, who are impelled by a desire to see
tre world, meet interesting people, learn foreign languages and meanwhile
—ake a bitof money out of ELT (Chapter 4.2). While sympathising with their
stamina and goodwill, Imustadmit thatthey are doing considerable disservice
-3 ELT by decreasing the level of professionalism.

Q 29 Did your English

teachers use a lot of L1

during their dasses? If so,

was this mostly due to:

a) a principled decision to
do so?

b) their poor command of
English?

c) sheer laziness?

Share your experiences (Ma

2012, Macaro 2005).
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G Din Appendix F there is a
list of situations in which 1
may be used in the English
class. Put an X on the rubric
of your choice. Compare
results and discuss the
causes of any differences.

Further reading:
Littlewood & Yu (2011)
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A more recentdevelopmentisfor unemployed people from the Centre to

seek an ELTjob in the Periphery (Phillipson 1992a), and | have even met a few
senior citizens trying to prolong their active years by means of ELT employment
overseas. Butthese sporadic initiatives pose afar smaller threat than large-scale
operations, whereby unqualified people from all ranks invade countries like
swarms of locusts (Chapter 7.1).

Why is L1 use still spurned?

Monolingualism is obviously past its prime. Nevertheless, while granting the
restricted use of L1, standard training manuals make but a few passing remarks
on this complex issue, with no attemptto determine the desirable extent of

L1 use, to specify the pedagogical situations which call for it, or to suggest
activities which draw upon the learners' L1 command; nor do syllabuses and
teaching materials like to dwell upon this issue.

Atkinson (1987) offers four possible explanations for this neglect:

1 The factthat professional thinking is still haunted by the failure of the
Grammar-Translation Method. These sceptics should consider, however, that
the Grammar-Translation Method, at its best, was probably no less successful
than any other method in achieving the goals it had set. The inapplicability
of the Grammar-Translation Method today is simply due to the radical
changes in the general aims of language teaching, in compliance with the
dictates of present-day needs.

2 The influence of applied linguists, notably that of Krashen and his associates
who argue that foreign languages are acquired in basically the same way as
the mother tongue, hence the role of L1 in the classroom should be minimal
(Atkinson 1987 Dulay, Burt & Krashen 1982, Krashen & Terrell 1983). One
must not forget, however, that Krashen's hypotheses are far from conclusive
and have in fact been under fierce attack ever since they were advanced
(McLaughlin 1978, Gregg 1984).

3 The axiom that one learns the foreign language through constant practice, a
fact which, in my view, does not preclude the applicability of L1 as a teaching
device.

4 The backwash effect resulting from the hegemony that native speakers
generally enjoy in ELT.

From my perspective, this fourth argument seems to be the most crucial, but
before lelaborate on it, let me mention justtwo arguments for the judicious
use of the mothertongue. Firstly, if learners like translation, there is no point ir
depriving them of this learning tool. Bear in mind that they are likely to achieve
better results if they trust the teaching method whereby they are taught. In ar>
case, knowledge aboutthe psychological processes thattake place during
language learning is so scanty thatthe confident assertion that any technique
should be banned as 'wrong' is, to say the least, unwise. Secondly, and perhaps
more importantly, moderate use of the mothertongue in certain situations ca"
save a lot of class time. 0 D



The Centre and the Periphery
m%?* jet me return to the issue of the backwash effect mentioned under 4 above.

«*-en discussing the unfeasibility of putting countries into neat groups on
etrerside ofthe native/non-native borderline, I referred to Phillipson's (1992a)
as:notion between the Centre (that is, core-English countries where English
Stre indigenous native language) and the Periphery (that is, countries where
Ere sh isasecond orforeign language) (Chapter 1.2). In his passionate book
erned ‘Linguistic Imperialism', Phillipson is of the opinion that the Centre
jce'npts to consolidate and strengthen its influence overthe Periphery through,
other things, the spread the English language.

" .s the hub of ELT is in the Centre: it is from British and US headquarters that
re massive ELT operation is directed. 0 3l Namely, the Centre provides an © 3L Is this still true (if it ever
j- ' vailed base for: was)? Is it really an organised

. . R . operation from the Centre?
e oursuing academic research activities relating to ELT;

. I . . . . What about local controls
» storing and retrieving ELT information and experience gathered anywhere in

and initiatives?
me world;

. . . . Compare your different
* 'unning commercial ELT schools in and outside the Centre; p' y
experiences.

e training EFL/ESLteachers and teacher trainers for employment in the Periphery;
¢ 'unning in-service courses in the Centre and abroad;

« offering MA programmes in applied linguistics and EFL/ESL;

¢ setting standards and examinations with international recognition;

¢« oublishing ELT materials and teacher-resource books and journals;

« extending consultancy support and, quite often, financial aid.

—e high level of expertise of British and US professionals is only parallelled by
~e degree oftheir interests in holding afirm grip on the menagerie. Thousands
r* native English speakers make a living out of ELT, in one way or another. A

*5.v become quite wealthy, the majority do not, and least of all do teachers at
—e chalkface - but all of them can make ends meet. Today, ELT should not be
-e-garded primarily as an educational mission - it is a huge industry regulated by
rrict laws of market economy.

\o wonderthat some ELT specialists, working in, or coming from, the Centre,
reat the English language as their exclusive prerogative. Some of them reject the
contribution of L1 out of hand, others reluctantly acknowledge its limited scope.

" all fairness, Ido not blame them for this attitude. After all, publishing houses
" the Centre cannot possibly cater for the specific needs of each periphery-
tountry where English is being taught. Similarly, teacher trainers working ir the
Centre are unable to attend to individual demands within multilingual gro”os
'epresenting diverse linguistic and cultural backgrounds. Nor is it feasible tc

. . . L . . ) 9*«H b tU o fcause
devise examinations with international currency which take into accostt"e

diverse circumstances of all the candidates. pNhaiiiteIKate
As the Centre cannot be expected to cope with this issue, ELT experts in tre I&mm

oeriphery countries should take steps. If we non-NESTs claim to be capaole of lutB K fe

producing more suitable teaching materials for our students, let's write them. O2 dfeaueti

f local trainers have an allegedly better knowledge of trainees' needs, letthem
run the courses on their own. If we rejectthe idea of employing unqualified native
speakers, let's not employ them. And if we believe thatthe mothertongue can
facilitate the learning process, let's work out an appropriate methodology in detail.
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0 33In Holliday's (2013)
view, it is time for teachers in
the Periphery to take centre-
stage.

What do you think he means
by this? Is it happening?

Be that as it may, the scores
of books and papers written
about and by non-NESTs
cited in this new edition are
just a small fragment of all
the works published in the
last quarter century. It isa
welcome development that
non-NESTSs are no longer the
voiceless majority in the ELT
world and that the study of
the NEST/non-NEST issue has
come into its own(Kamhi-
Stein 2016).
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Unfortunately, none ofthese problems can be resolved by means of sheer
goodwill and determination. There are huge obstacles in the way: psychological
(lack of self-confidence), political (lack of clout) as well as economic (lack of
resources) - let alone the language barrier. 0 3

Summary

This chapter was meantto be the most uplifting part of my book. | have
analysed six assumptions, each with the purpose of shedding light on the
brighter side of ourjob as non-NESTs. Namely, we are more able to provide
our learners with a good learner model for imitation, to teach them effective
language learning strategies, to supply them with information about the
English language, to anticipate and preventtheir language difficulties,

to show empathy, and finally to benefit from the shared mother tongue. |
have concluded the chapter by contending that if we wish to become more
independent as non-NESTs, we have to take more initiatives.

The previous three chapters aimed to examine the role that NESTs and non-
NESTSs, respectively, play in the ELT operation. By relying upon my own research
findings, Itried to validate two hypotheses | had advanced concerning the
relationships between language proficiency and teaching behaviour.

All the preceding chapters were haunted by a question, which | have
deliberately left unanswered - 'Who's worth more: the NEST or the non-NEST?'
- until had completed an in-depth analysis of all the relevant aspects of this
issue. In Chapter 7 ,1shall risk taking sides in this question.



PARTIM The Two Sides of the Coin

Further reading

¢ Ellis, E. M. (2006) Language learning experience as a contributor to ESOL
teacher cognition. TESL-EJ 10(1) (pp. 1-20).

This online paper challenges the widespread be.'ef tnai it-,omolingua teachers cf tnglish can
jnderstand tneir students' linguistic development without having learned a I/ themselves,

nsights into 'earning ana communication strategies can reveal the role learning experience
clays in terming teachers' orotessiona knowledge and belief systems.

« Kumaravadivelu, B. (2001) Toward a postmethod pedagogy. TESOL
Quarterly 35 (pp. 537-560).

Allowing up on Prahhu's (1990) contention that there is no best method, Kumaravadivelu
manceptuahses a three-dimensional system consisting of three pedagogic oarametems:
mylicuidrity. practicality and possibility. He outs this system in practice t terms of tne
esoect've roies tnat learnem teachers anc teacher educators am expected to play.

« Littlewood, W. & B.Yu. (2011) First language and target language in the
foreign language classroom. Language Teaching 44 (pp. 64-77).

j oaperexhibits the discrepancy between what cfiic,al documents recommend and what
teachers actually oo in the classroom in ucng Id.While warning about trie dangers oi overuse cf

it creates a framework tor its integration into oiassroom practice to facilitate student 'earning

e Ur, P.(2012) Error correction. In P. Ur, A Course in English Language Teaching
Cambridge University Press (pp. 88-100).

""is chapter Deems by identifying arguments for ana against error correci‘on, and then
"ivhUabhis potential dangers of correcting mistakes. After examining student preferences, Ur

tiers strategies to cepe with errorscommittedIn orai versus written productions.
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0 1Ifyou were the principal of
a language school in your own
country today, to whom would
you give the preference, NESTs
or non-NESTs?

Justify your decision.

CHAPTER 7

Who's worth more: the native or
the non-native?

Focus points

¢ NESTs in state education, universities and language schools
¢« Prejudices against non-NESTs in employment policies

e« Contrasting features of the 'ideal' NEST and non-NEST

7.1 Dreams and reality
'Suppose you were the principal of a language school.’

I gave two talks aboutthe NEST/non-NEST issue: one in London and one

in Paris (Medgyes 1992). In each audience there were about fifty highly
sophisticated teachers, teacher trainers, applied linguists and publishers. The
two groups only differed in thatthe London audience consisted mostly of native
speakers of English, the Paris one mostly of native speakers of French.

At one point during my talk, | asked the following question:

‘Suppose you were the principal of a commercial ED school in Britain. Who would you employ7'© 1

a) 'l'would employ only native speakers even if they were not qualified teachers.'

b) ' would preferto employ NESTs, but if hard pressed Iwould choose a
gualified non-NEST rather than a native without ELT qualifications.'

c) 'The native/non-native issue would not be a selection criterion (provided the
non-NEST was a highly proficient speaker of English).'

Subsequently, Itook a straw poll to find outthe distribution of responses.
Neither in London, nor in Paris did anyone vote for alternative a). With regard
to the other two options, in London about two thirds of the respondents went
for b) and one third for c), while the ratio in Paris was justthe opposite. In Paris,
asked afollow-up question as well:

‘Suppose you were me orincipal of a commercial ELI school in Franco. Who would you employ E

W hile the alternatives were the same as before, the proportion of responses
was even more slanted towards c); a) still received no votes.1

1Both in London and in Paris | had toyed with, then abandoned, the idea of asking an even more provocative question:
‘Once you had decided to employ a non-NEST, would you:
a) ask the teacher to conceal his/her non-native identity and pretend to be a native speaker of English?
b) leave it to the teacher to resolve this dilemma at his or her discretion?

c) insist that the teacher should reveal his or her non-nativeness'?’
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Lack of time prevented me from asking for justification, but it is easy to suggest
factors that may have influenced the respondents' decision. Those whose choice

was b) must have heeded both business and professional considerations. ©* © 2Apart from professional
With regard to the former, presumably they were aware that international considerations, what other
students studying in Britain preferred to be taught by NESTs. This demand aspects are, or should
would have to be satisfied by the school principal - but not at all costs. On the be, taken into account
other hand, their answers implied less homogeneity in terms of professional when making recruitment
considerations. While they all agreed that NESTs and non-NESTs were worth decisions?

more than native speakers without ELT qualifications, they may have held
divergent views about who would make a better teacher, a NEST or a non-NEST.

In contrastto pragmatists, those choosing c) seem to have taken notice of

orofessional considerations only - and thus might run the risk of losing their

clientele. The fact that no one selected a) was a reassuring sign that principals

.vho are led by short-term business interests, or by the delusion that native

speakers are superior to non-native speakers under any terms, are not welcome

at professional gatherings! G3 © 3The story below was told
by a native speaker of Indian
English, who had recently
found ajob in the US. Why is
her story not only amusing,
but also illuminating?

But Iwonder what accounts for the difference between London and Paris.
*Vhat caused the London sample to show a more business-like attitude, so to
soeak? There are two possible explanations. On the one hand, NESTs may have
empathised with the pragmatism of the 'school principal' because, as British
employers or employees, they have encountered similar dilemmas. On the

zzier hand, it may well be the case that non-NESTs attach more importance to ‘A95-year-old neighbour of
crofessional considerations as a matter of course. Despite the tentativeness of mine, a dear sweet old lady,
rese observations, the reaction of the two samples seems to indicate that: recently introduced me to

her daughter as a college
* the ELT profession acknowledges the native/non-native division, or at least

teacher and quickly added
uses the concept in everyday communication;

"Guess what she teaches?"
« the NEST/non-NEST issue is controversial; "What?", her daughter asked.
« there are several categories of consideration involved (business, "English, imagine someone
professional, sociolinguistic, moral, political and others). coming from India to teach
English here", replied my
Why do principals reject non-natives? neighbor with aslight

chuckle' (Thomas 1999; 5).
r an issue of 'ELT Journal’, llles reported the following case:

O* Whatdo you think ofthe
job ad in thisexample? Ho*
does rtfitin withthe M tarng
observation?

4 *ighly qualified and experienced non-NEST, who had been living in English-speaking countries for
He pastsix years, was doing research into the Teaching of English to Speakers of Other Languages,

n effortto comhbine theory with practice, he tried to find a teaching postin alanguage school in
Teaching English asa

second language is not
rocket science! Anyone with a

I xjppose) London. However, his applications were consistently turned down and he was not even
siert-listed. One letter of rejection from a principal clarified the real reason for his failure to getajob.

* &n afraid we have to insist that all our teachers are native speakers of English. Our students do not » . o
positive attitude, awillingness

to succeed and the ability
to communicate can be an

wavel half-way round the world only to be taught by a non-native speaker (howevergood thatperson s
Btqtish may be). (1991:87).
excellent ESLinstructor'
(Ruecker & Ives: 744).

See the article by Rueckert
and Ives (2015) in Further
reading.

Note its title: isthis ironic, ora
reflection of fact?
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© 5 Prejudices against
employing non-NESTs
are generally justified by
‘customer demand'.

In your experience, is the
'native speaker card'a
legitimate one? Why (not)?

G 6 Preference for hiring
NESTSs is a widespread
policy (Clark & Paran 2007,
Mahboobefal. 2004, Selvi
2010).

Look up a few local
recruitment ads on the web.
What typical features can
you discover in them?

Further reading:
Ruecker&lves)

© 7Actions against 'native
speakerism' (Holliday 2006),
such as the TESOL policy
statements (1991 Appendix
Gand 2001 Appendix H),
are getting stronger (Kamhi-
Stein 2016).

Are similar initiatives
promoted in your country?

0® As a non-NEST, have you
ever considered publishing
in English? What difficulties
do you think you might face
(Flowerdew 2001)?
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In my experience, too, many language schools advertise themselves as
employing native English speakers only, because NESTs are 'better public
relations items' and have 'a better business draw', as an American respondent
in Survey 1 put it. ©50thers may decide against making their views public, but
still refuse to employ non-NESTs. | quite agree with llles's conclusion that the
above was atypical case where commercial interests and educational principles
were at loggerheads.

As part of his all-out war against the native/non-native division, Paikeday
sarcastically notes:

i0Tetimes yc gin to wonder, wf  peopie stal recruiting "native speacers' or cnglish,
Tor example, erthey don't real  lean "White Anglo-Saxon protestams; Scots, noaybe,

but ne Irish need aoply  985:33).

Today, recruitment practices in private language schools in the two ELT
strongholds, the US and Britain, are in a state of transition. ©61In the past, major
organisations involved in ELT, albeit never officially endorsing it, shut their eyes
to discrimination against non-NESTs. In the wake of political changes, however,
important ELT bodies have come under pressure to make clear and progressive
policy statements .The most important resolution has been the one passed

by the Executive Board of TESOL and made public in 'TESOL Matters' (1992)
(Appendix G). ©7In this document the Executive Board not only expressed its
disapproval of discriminatory hiring policies, but also decided to take steps to
abolish all forms of restriction based on the applicant's native language. Thus
those who still employ EFL/ESL teachers on the basis of language origin have
been declared outcasts, as it were.

However, as always, there isthe other side of the fence. In response to someoni
who had given her full supportto the TESOL resolution (Forhan 1992), another
teacher from the US said that a school's primary duty is to satisfy its clients'
expectations. In the case of newly-arrived immigrants, for example, anxious to
enter the workforce, we should

worry JJat ateac ,r'slack of native instincts at ;utAone can tag age ana cultural

be detrimental to rthe onus yants'j i sterviews' (Saxad

Or let me give an example from my own experience:

An exasperated Hungarian friend of mine told me the following story. Lastsummer, she sent herson
to England. /Is she could afford it, she enrolled him at a well-known language-school which employed
non-NESTs too. On the first day, the boy bumped into a teacher from his school in Hungary, who was
teaching in England for the summer. In all fairness, | have to state that the boy was not assigned this
teacher - he got a Polish one instead.



'Suppose you were the principal of an ordinary state school

Whether we like it or not, commercial language schools in Britain and the US
have relatively well-defined hiring practices, partly because their customers
arrive with fairly predictable expectations. To be sure, their needs are more
specific than those ofthe learners who study English as a school subject.
Furthermore, since language schools are relatively better-off than state schools,
they often have the opportunity to choose between a NEST and a non-NEST -
unlike most state-sector schools. ©9

Survey results

Question 2: What isthe NEST/non-NEST proportion in your school?

"he assumption that ordinary schools cannot afford to employ NESTs has been

corne out by the data provided by the 216 respondents of Survey 2 (Chapter 4).

ie results show that almost two thirds of the schools do not employ any native

sceakers of English (64.3 per cent), while only about one third do (32.4 per cent).

- negligible number of respondents claimed to work within an all-native-English
(1.8 percent); 1.4 percentdid notanswer this question.

Table 9 shows the distribution of those respondents who worked within a staff
»'T mixed language backgrounds.

'&ble 9: The proportion of native and non-native speakers of English in schools
mdth a mixed native/non-native staff in Survey 2 (N=70)

Iftercentage of Percentage of
[Mlives in the staff respondents
31.4
"-23 41.4
2*-33 10.0
y-io 4.3
-£'-53 8.6
1.4
2'-~3 0
-53 2.9
r-= 0
*'-*30 0

ptycu~rd be mentioned that, even in schools with a mixed ELT staff, the
tion of natives typically ranged between 1 and 30 per cent. An aggravating
sthat this number probably included unqualified teachers too.

PART IV Dilemmas and Solutions

© 9Non-NESTs seldom

look for ajob outside their
own countries, let alone in
English-speaking ones. What
are the reasons?

Further reading: Hayes
(2009)

If you applied, do you think
you would stand a chance?
Why (not)?
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© 10 Explore the discrepancy
between dreams and reality
in your home environment.
How do your data compare
to those in Table 9 and Table
10?
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Survey results

Question 3: What would be the ideal proportion of NESTs and non-NESTs?
Justify.

After surveying the real situation, | decided to peep into the world of 'dreams’.
Therefore, the respondents in Survey 1 and Survey 2 were asked to indicate
whether they would preferto hire a) more NESTs, b) an equal number of NESTs
and non-NESTs, or ¢c) more non-NESTs. The responses show qgreat variability
(Table 10).

Table 10: Preferences for native or non-native majority in Surveys 1 and 2
(N=24+187)

Preference Survey 1 Survey 2
number of per cent number of per cent
respondents respondents
more NESTs 10 41.6 26 13.9
an equal number 10 41.6 100 53.5
more non-NESTs 4 16.6 61 326 ©10

As a reminder, Survey 1 only included native/bilingual speakers of English,
while in Survey 2 there was an overwhelming non-NEST majority. In the light
of the data, it seems that both samples would prefer a majority of their own
language-group in the staff. In addition, the Survey 2 respondents were

more in favour of an equal number of natives and non-natives. However,

if the data supplied for Question 3 and Question 2 are compared, the
differences between dreams and reality are quite striking - not surprisingly,
the international group of respondents would like to see far more NESTs in the
staffroom than they can under the present circumstances (Chapter 8.1).2

Incidentally, this question produced strong correlations with two other variables
in Survey 2. On the one hand, itturned outthatthe longertime a non-NEST
had spent in an English-speaking country, the more she would favour a NEST
majority. Furthermore, non-NESTs with higher qualifications proved to value the
presence of NESTs to a greater extentthan their less qualified colleagues.

7.2 Arguments for and against

Throughoutthe book, my discussion has revolved around comparing NESTs
and non-NESTs from various perspectives. Now is the time to discuss who is
worth more, the NEST or the non-NEST. Before | myself take sides in the debate,
let me reveal my respondents’ preferences.

2Since the justifications in Question 3 and Question 4 are very similar, | shall disclose them together, when discussing
Question 4 (see page 81).
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Survey results

Question 4: Who is better: the NEST or the non-NEST? Justify.

In Survey 2,the number of votes for NESTs and non-NESTs was almost the
same: 54 respondents chose NESTs (25.0 per cent) and 57 favoured non-
NESTs (26.4 per cent). Far more surprisingly, 87 respondents went for 'both’
[40.3 per cent), an alternative that had not been supplied in the questionnaire.
Had this option been added, | suspect itwould have won even more votes. 18
respondents did not take sides in the debate (8.3 per cent). In view of the data,
t is no exaggeration to suggestthatthe respondents (mostly non-NESTSs) did
not overestimate the role NESTs played in an EFL/ESL environment.

Injustifying their choices, the respondents echoed most of the arguments
torwarded in Question 1 (Chapter 6.3) and added afew more. Those who
called for a preponderance of NESTs chiefly attributed their superiority to a
oetter overall command of English, especially featuring in the appropriate use
of colloquial and idiomatic English. 'Native speakers are living the language,
~ather than adopting it, one respondent said. The students had more trust in
NESTSs, because of their confident use of English. Several respondents argued
that, with a NEST at the helm, English had genuine relevance in the classroom,
Decause it was the only form of verbal communication between the teacher and
the students. NESTs were more capable of creating motivation and an 'English’
environment in the school. Furthermore, they taughtthe language rather

than aboutthe language, and applied more effective and innovative teaching
techniques; only seldom would a NEST slavishly follow the textbook like a non-
NEST (Chapter 11.3). Others warned, however, that NESTs were more successful
only with advanced learners, and afew protagonists cautiously remarked that
the NESTs' superiority applied, but only with the proviso thatthey had been
properly trained as EFL/ESL teachers (Chapter 6.6).

In favour of non-NESTs, © 11 by far the most frequently mentioned argument © 11 Most students say that
was their ability to estimate the learners' potential, read their minds and predict NESTs and non-NESTs can
their difficulties. Non-NESTs were said to be more sensitive, due to the linguistic, be equally good teachers
cultural and educational heritage they shared with their students. As one (Mahboob 2004, Moussu
respondent put it, 'they were better able to satisfy their clients' expectations'. 2010, Samimyé&Brutt-

In monolingual classes, L1 proved to be an effective tool for explaining new Griffler 1999).

material and drawing attention to differences between the two languages. In Who would you prefer to
contrast, NESTs would elaborate on language items that were basically the be taught by, and why? Be
same in L1 and L2. Non-NESTs usually imitated some standard norm, while honest!

NESTs often spoke a non-standard variety. Some respondents charged NESTs
with hampering, albeit unwillingly, the spread of a recognised local variety of
English. Interestingly, several respondents were of the opinion thatthe non-
NESTSs' speech was easier to understand, thanks to features of a non-linguistic
nature as well. Others argued for non-NESTs on the grounds that they prepared
their lessons more thoroughly and, as a rule, had fewer discipline problems. It
was generally agreed that non-NESTs stood a better chance with lower-level
students and children. A pragmatist noted thatthere would always be a majority
of non-NESTSs, simply because they were cheaper labour.3

3This is not always the case, though. | suspect that within EU countries NESTs and non-NESTs earn approximately equal

salaries.
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® 12 Students' initial
negative attitudes towards
non-NESTs often change into
positivity towards the end of
their course (Pacek 2005).

Does your experience
uphold or run counter to this
observation? In what way(s)?

® 13 Students such as the one
quoted here may adopt an
ambivalent attitude. Explain
this contradiction.

'| came upon one evaluation
that responded positively
to the question "What did
you like about the course,
the instructor and the
instructional style?" The
response was "She was very
kind, so | can learn English
comfortably”. However, the
response to the question
"What did you dislike?" was
rather different. This read
"We need native speaker
teacher. It will be better."
(Thomas 1999:10).
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However, as | mentioned above, the majority of respondents would assign
NESTs and non-NESTs an equal chance of success. Moderates agreed that since
each group had their strengths and weaknesses, they would nicely complement
each other. A proportionate number of natives and non-natives within the staff
had the further advantage of offering awider variety of ideas and teaching
methods. Some respondents referred to the desirability of native/non-native
interaction and cooperation: There is a lotto learn from each other!" one
respondent remarked (Chapter 8). ® 20thers warned that teachers should be
hired solely on the basis of their professional skills, regardless of their language
background (Chapter 7.1).

Finally, it is my turn to make a clean breast of my own preferences. If Iwere to
determine the desirable proportion of NESTs and non-NESTs, Iwould definitely
go along with the moderates, for almost the same reasons that they set out.
Iwould have but one reservation, namely that lwould not play down the
importance of language background. On the contrary, Iwould consider it atop
selection criterion, because of its far-reaching effect on teaching practice.

Let me reiterate: NESTs and non-NESTs teach differently in several respects. |
firmly believe thatthe non-NEST is (more or less) disadvantaged in terms of
acommand of English. Paradoxically, this shortcoming is her most valuable
asset, quite capable of offsetting the fact of limited proficiency. Itis precisely
this weakness that helps her develop capacities that a NEST can never aspire
to acquire. I contend that NESTs and non-NESTs are potentially equally
effective teachers, because in the final analysis their respective strengths and
weaknesses balance each other out. Different does notimply betteror worse!
Therefore, the question 'Who's worth more: the native or the non-native?'
does not make sense and is conducive to drawing wrong conclusions from
the differences observed in their teaching behaviour. ® 3Hopefully, the data
and the arguments provided in this and the earlier chapters have sufficiently
validated my fourth hypothesis, namely that NESTs and non-NESTs can be
equally good teachers on their own terms. Granted this, all four hypotheses
formulated in Chapter 4.2 seem to be supported.

7.3 The 'ideal teacher'4

In recent literature, the concept of the ideal teacher has gained some notoriety,
especially in relation to the native/non-native dichotomy. It appears that the
glory attached to the NEST has faded and the number of ELT experts who
contend that the 'ideal teacher' is no longer a label reserved for NESTs is on the
increase.

As a matter of fact, this is no great revelation. As early as around the beginning
of the twentieth century, the famous phonetician Sweet said:

rot teacoino Lict«laib English. a pho oetieaby tiainod 'ootnoan slarsjoenorio an untiainod
Englishman, the latter being guite unab.e to communicate his Knowledge' (quoted ;n Mowatt
1984: 182-183).

4 Needless to say, the term ‘ideal’ is an abstraction - there is no such creature as an ideal teacher.
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earners to cope better with the target language. Also non-native teachers tie.
advantage over native speakers, particularly these who nave never learned al "Gnoreck
hey have actually learned the targetlanguage as foreigners and have direct insightinto end

experience or the processes involved for other non-native speakers' (1991: 304).

Edge, awell-known advocate of the non-NEST, reported on his experiences abroad:

:Vnonistood Infront of a bass of furnish schoolchhdren, there was clearly on'y a very restricted
sense in wh cia i coulo act as a model torment in social, cultural, emotional, or expenentia
oemts, witn regard eitner to tneir past or their future. The person wno could act as such a
w>odel would be alurkisn teacher; and, it we believe that reference to tne social, cultural, and
emotional exoerienc.es, awareness, and aspirations of ear pupi's is imoertant in learning, then
vs isthe loeai model’ (1988:155).

These quotations - and there could be many others - hark back to the arguments
*orthe non-NEST presented in Chapter 6.

On closer inspection, itturns out that ideal teachers cannot be squeezed into
any one pigeonhole: each ideal teacher is ideal in her own way, and as such is
different from all the rest. The concept resists clear-cut definitions, because there
are too many variables to consider in the language teaching operation.

Nevertheless, in order to get a better grasp of the ideal teacher, let us suppose

that all the variables are momentarily kept constant, except for the language

oroficiency component. So the question arises: Does the teacher with a better

command of English stand a better chance of becoming an ideal teacher? In

other words: Is it true thatthe more proficient speakeris a more efficientteacher?

® 14 Let me briefly study this question in three possible dimensions. ® 14There is general
agreement that language

The native/non-native dimension proficiency is a make-or-

break requirement fora

My earlier assumption was that NESTs and non-NESTs can most conspicuously non-NEST(Liu 1999, McNeill

Pe detected by the significant differences in their command of English. But | 2005, Tatar & Yildiz 2010).

also suggested that, from the non-NEST's perspective, proficiency resembles a

coin. If we look on one side, we see the language deficit. But if we look on the

other, we notice the benefits deriving from a non-native command of English. |

Explain why.

further assumed that the advantages and disadvantages relating to non-native
proficiency balance each other out in the final analysis. Thus in a NEST/non-NEST
relation, The more proficient, the more efficient' is a false statement, incapable of
bringing us closerto understanding the essence of the ideal teacher.
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® 15Have you been taught
by any non-NESTs with a
poor command of English
who were nevertheless great
teachers?

If you have, what
compensated for their
language weaknesses?

® 16What do you feel about
this modified statement in
relation to the original one?
What are your reasons?

® 17Although the concept
of the'ideal' teacher is an
abstraction, the debate
between Yoo and Ren
helps you to understand
the complexity of this
conundrum. Whose
reasoning do you favour?
Why?

Further reading:

Yoo (2014) vs. Ren (2014)

® 18Watch Silvana
Richardson's IATEFL2016
plenary entitled 'The "native
factor”, the haves and the
have-nots' at
http://iatefl.britishcouncil.
org/2016/session/plenary-
silvana-richardson.

Discuss the major issues she
touches on. Which of her
statements do you agree (or
disagree) with?
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The non-native/non-native dimension

All other variables being equal, a non-NEST's superiority over a fellow non-NEST
can only be ascribed to her superior English-language proficiency. © ISIf we
peruse the credit side of the account, it turns outthat a more accomplished user
of English, provided that she is also a more successful learner, tends to enjoy a
larger share of the advantages. In a purely non-native context, therefore, it loots
as though 'The more proficient, the more efficient' is a valid statement.

The native/native dimension

Here, 'The more proficient, the more efficient' is an absurd assertion, because in

a linguistic sense there can be no differences between native speakers in their

L1 competence even though in their actual performance the differences may be
huge. The question, therefore, is whether or not NESTs can acquire the attributes rf!
which non-NESTs are claimed to be the sole or, at least, the superior repositories,

My answer is yes - with certain reservations. With regard to all six points studiec
in Chapter 6, the NEST is a loser, just as the non-NEST is a loser with regard to
her shortcomings in English. However, neither statement should be regarded
as absolute. On the one hand, some non-natives are nearly as accomplished
users of English as natives. On the other hand, those natives who are successfi.
learners of foreign languages can counterbalance some of their drawbacks.
This applies with particular force to those who have reached a certain level of
proficiency in the learners' mothertongue.

Thus, from a NEST/NEST perspective, the original statement 'The more proficient
in English, the more efficient in the classroom' should be modified like this:

'The more proficient in the learners' mother tongue, the more efficient in the
classroom “® 16

'How can | become an ideal teacher?"

As stated above, we can only become ideal teachers on our own terms. All other
variables being equal, the ideal non-NEST is, then, the one who has achieved near-
native proficiency in English. ® I7 Given this, one of the most important professions
duties non-NESTs have to perform isto improve their command of English; in
Chapters 9 and 10,1shall supply a number of ideas about possible self-study
techniques, mostly on the basis of the data obtained from Survey 3 respondents.

On the other hand, the ideal NEST isthe one who has achieved a fair degree of
proficiency in the learners' mothertongue. All NESTs should take great pains to lea'-
foreign languages, and those working in a monolingual setting for an extended
period oftime should try to learn the vernacular of the host country. Simultaneous!)
they should strive to increase their awareness of the grammar of English.

The ideal NEST and the ideal non-NEST arrive from different directions but
eventually stand quite close to each other. Contrary to certain contemporary views,
however, I contend that they will seldom become indistinguishable (Chapter 2.2).
Norwould it be desirable, either! Both groups ofteachers serve equally useful
purposes in their own ways. In an ideal school, there should be a good balance

of NESTs and non-NESTs, who complement each other in their strengths and
weaknesses. Given afavourable mix, various forms of collaboration are possible.50 *

:Afavourable mix, to my mind, also implies a fair distribution of males and females, more and less experienced teachers a=

well as teachers with different teaching philosophies.


http://iatefl.britishcouncil

Summary

r this chapter, | have examined various contexts in which the question of
selection between a NEST and a non-NEST might emerge. Respondents were
interviewed about their preferences and the arguments underlying them. | have
rontended that the vague concept of the 'ideal teacher' should no longer be
-eserved for NESTs. Having studied the implications in three different dimensions,
nave offered atentative definition of the ideal NEST and the ideal non-NEST.

~ Chapter 8,1shall take stock of opportunities for NESTs and non-NESTs to
to-operate in and outside school.

Further reading

* Hayes, D. (2009) Non-native English-speaking teachers, context and English
language teaching. System 37 (pp. 1-11).
ce:ent art'cles are often concerned either with the difficulties encountered by immigrant non-
".E51s, or with the privileges NEST expatriates enjoy in foreign lands. In contrast, this paper
-sorts cn the situation of experienced Thai school teachers who are permanently employed at
_me. The ntewiews are centred arouno two issues: the teachers classroom practice ano their

lent to teaching.

Lowe, R. J. & M. Kiczkowiak (2016) Native-speakerism and the complexity of
personal experience: A duoethnographic study. Cogent Education 3(1).

" his dialogue the authors discuss stereotyoical beliefs about NESTS and non-NESTS, how they
trcame aware of native-speakerism and how various forms of discrimination affected their

:sreer oaths and self-confidence.

Ruecker, T. & L. Ives (2015) White native English speakers needed: the
rhetorical construction of privilege in online teacher recruitment spaces.
TESOL Quarterly 49 (pp. 733-756).

"'is paper reveals 'native soeakensrrr as manifested in the discourse of professional websites
:.nch recruit native English speakers foremployment in language schools located in Southeast
-sia. Jobs are advertised for white youngsters from a dosed circle of native English-speaking
:ountnes, who are primarily driven by the desire to make money and get a taste for exotic cultures.

Yoo, I. W. (2014) Nonnative teachers in the Expanding Circle and the
ownership of English. Applied Linguistics 35 (pp. 82-86).

Ren, W. (2014) Can the Expanding Circle own English? Comments on Yoo's
'Nonnative teachers in the Expanding Circle and the ownership of English'.
Applied Linguistics 35 (pp. 208-212).

wuScore aigumeiic isthatw'hile non-NESTs in the Expanding Uicle cannot Jairn owneiship
sfthe English language, they are by default the ideal teachers, because only they can

experience what it takes to learn English. Ren counters Yoo's view contending that ownershio
oolongs to whoever uses English in their daily lives. He claims that it istime for the traditional
res paradigm to be replaced with an nr paradigm.

Dilemmas and Solutions
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© 1lsyour local or national
ELT association affiliated

to a larger international
organisation such as IATEFL
orTESOL?

Further reading:
Braine (2010)

© 2 Generally speaking, are
plenary speakers at local
conferences NESTS or non-
NESTs?
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CHAPTER 8

Collaboration between natives
and non-natives

Focus points

¢ Models of NEST and non-NEST collaboration

¢« The difficulties of launching team-teaching projects

8.1 Collaboration outside the school

Inthe previous chapter, | pointed out that the desirable goal in all schools
should be to achieve afair balance of NESTs and non-NESTs - a desire which

is clearly unattainable in the foreseeable future. Logically enough, the next
question iswhat forms of organised collaboration are possible between NESTs
and non-NESTSs. First let me draw upon the data supplied by my respondents,
which mostly referto non-NESTs collaborating with NESTs outside the school.
Afterwards, I shall mention several forms of NEST/non-NEST cooperation in the
school and, more specifically, in the classroom.

Survey results

Question 5: Do you know of any organised NEST/non-NEST cooperation?
Describe.

In Survey 1, out of the 21 respondents with considerable teaching experience
abroad, only eight gave a positive answer, whereas in Survey 2, 91 respondents
(42.1 per cent) answered in the affirmative, as opposed to 86 'no' answers (39.8
per cent); 39 respondents (18.0 per cent) left this question unanswered.

Collating the data of the two surveys, Ifound that the most frequently listed
items were various forms of in-service training courses, workshops, seminars
and conferences, usually organised under the aegis of national and local
educational authorities, or agents from the 'Centre'. Mention was also made

of professional gatherings run by local English teachers' associations and

by branches and affiliates of IATEFL and TESOL. The British Council was also
acknowledged for its role in recruiting NESTs from Britain and functioning as a
‘culture centre'. Some respondents expressed their appreciation of the support
provided by the American Peace Corps, while others included professional
journals and bilingual schools among available opportunities. ©1

There are two observations |wish to make in this respect. One isthat hardly
anybody mentioned the possibility of NEST/non-NEST collaboration at school
level. The other pointisthat collaboration was usually regarded as aone-
way relationship, with the NEST being the benefactor and the non-NEST the
beneficiary. Both aspects may be explained by the scarcity of NESTs. ©2
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Incidentally, Question 5 showed a significant correlation with other variables

in Survey 2. For example, respondents teaching relatively small-size groups
reported on collaborative activities more frequently than those who were
working with larger groups. This discovery is not particularly surprising if we
consider that small groups are the privilege of teachers from well-off schools
who can afford to employ NESTs as well. The same explanation may apply to the
strong correlation found between the length oftime spent by non-NESTs in an
English-speaking country and the frequency of native/non-native collaboration.

A significant positive correlation was discovered between this question and
Question 1;that isto say, those who had experience of NEST/non-NEST
collaborative efforts appeared to be more conscious of the differences in teaching
oehaviour between 'us' and 'them’. Finally, and perhaps most interestingly, those
.vho participated in some kind of NEST/non-NEST collaboration (and hence

,vere more likely to be more proficient speakers of English) turned outto be very
perceptive of the effects thattheir L2 weaknesses might exert on their teaching
oehaviour (Question 10: see page 55). By the same token, those non-NESTs who
claimed to be sensitive to maintaining and improving their linguistic skills solicited
more NEST supportthan those who did not.

Survey results

Question 6: Suggest ways of strengthening cooperation.

While the former question investigated reality, Question 6 elicited ideas about
desirable types of NEST/non-NEST collaboration. More than two thirds of the
respondents in Survey 2 presented their 'wish lists'".

Nearly all the areas mentioned previously recurred here. Special emphasis was
olaced on the necessity of professional visits to English-speaking countries and
canning in-service training courses. 'Each school should have at least one NEST!" -
.vas advocated as a minimal requirement, but views on how NESTs could be best
employed ranged from using them as mere language consultants to partners in
:eam-teaching. A few respondents would like to have English-language clubs set
jp, where they could chat with native speakers in informal circumstances.

<Vhilst, in most people's minds, collaboration was an exclusively one-way
orocess, some respondents hinted at its cross-fertilising effect. Exchanging
reformation on cultural issues was considered to be an obvious area of mutual
oenefit. On the more directly professional side, non-NEST respondents whose
mothertongue had international currency wished to have a wider scope for
:eacher exchange programmes.
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© 3When NESTs and non-
NESTs collaborate at school
or university level, is the
playing field level? Who can
contribute, with what, to the
‘common good'?

G)4 Lort/e (1975) calls
traditional schools 'egg
carton-like institutions'
employing lone rangers'
(Medgyes 1995).

Are these metaphors
appropriate to describe your
past or present school?

0 sHave you ever taught, or
considered teaching, with a
partner? Why (not)?
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8.2 Collaboration in the school

At fortunate institutions with a mixture of NESTs and non-NESTSs, the mutual
benefits are patently visible. The profit non-NESTs can derive from daily
encounters with NESTs is obvious. The language of communication is bound
to be English in both professional and personal interactions within the English
Department. It goes without saying that this permanent 'language bath' may
dramatically improve the non-NESTs' English-language proficiency.

More concretely, the non-NEST can turn to her native colleague with questions
that have cropped up during the planning or conduct of lessons. Although the
idea that the NEST should be regarded as the ultimate arbiter in deciding what

is correct and what is not has often been called into question (Preston 1984),

it is clear that the linguistic judgements and intuitions of sophisticated native
speakers, let alone qualified NESTs, are worth taking into account. In addition, a
NEST can serve as a genuine carrier of the culture of an English-speaking country.

In my view, however, this relationship is not unilateral. 0 3Non-NESTs can also
supply NESTs with a lot of support. Provided thatthe NEST is keen on learning
the host language and dipping into the culture of the host community, non-
NESTs can help her with these endeavours. On the more informal side, they can
help the newly-arrived native-speaker colleagues who have difficulty settling in.

NESTs and non-NESTs can collaborate on a less directly professional basis as
well. The very existence of a multinational and multicultural staff inevitably
contributes to a better understanding of each other's traditions, customs and
mentality, helps get rid of prejudices, cliches and stereotypes, and engenders

a higher degree of tolerance to each other - an attitude that will ultimately be
conveyed to the students. Out-of-school gatherings and parties enable us to see
the world through a new pair of spectacles and enjoy ourselves in the company
of people who think in a different manner and speak a different language. &

8.3 Team-teaching - the most intensive form
of collaboration

When designing the timetable for the next school year, principals strive to make
the best of the few NESTs available in the school. On the grounds of their native
proficiency in English, they are often assigned advanced-level groups and
conversation classes. Elsewhere, in order to make them accessible to everybody
they are torn into as many small bits as there are groups in the school. Needless
to say, NESTs are not always pleased with this task allocation - some complain
that they are regarded as 'rare animals in a zoo'.

Afar less frequent form of harnessing the NEST isteam-teaching. Whether or

not in the context of NEST/non-NEST collaboration, team-teaching is a system
whereby a group of teachers jointly undertake a programme of work with a grouc
of students. & An umbrella term, team-teaching may range from two teachers
engaging in some kind of loose relationship, such as planning a lesson together
to tighter forms of collaboration, such asteam-teaching a series of lessons.



On the basis of the scanty literature available, the majority of those who have
been involved in team-teaching are in favour of this pedagogical practice
(Bodoczky & Malderez 1993, Brumby & Wada 1990, Schaefer & Chase 1991,
Siriwardena 1992). They claim, for example, that collaborative relationships:

e encourage the partners to enter into an endless series of negotiating,
listening and exchanging feedback sessions;

« foster agrowth in mutual trust, openness, tolerance and responsibility;

¢ make the partners more reflective about their own teaching philosophies;
* enhance their familiarity with another value system and culture;

» decrease anxiety, loneliness and teacher burnout;

* stimulate better concentration. ©*

if team-teaching also involves upfrontteaching, there are further benefits to be
'‘eaped:

¢ periods of intense concentration and relaxation alternate;

« students learn more effectively atthe juncture of different teaching styles;

* motivation is higher than in the traditional classroom. ©7

It must be admitted, however, that team-teaching is fraught with potential
drawbacks as well. For example:

e itis extremely time-consuming and expensive;

¢ some teachers do not like to work in close partnership;

¢ others refrain from team-teaching, because they feel vulnerable (Chapter 5.4).
suppose thattime and money are the major stumbling blocks which prevent

teachers not only from trying their hand atteam-teaching, but even from
observing each other's classes on a regular basis.

_et me stress thatteam-teaching, with or without NESTSs, is a useful form of further

education, too. Its effectiveness results from two factors:

e the participants' language proficiency, language awareness and pedagogical

skills are enhanced in the process of uncontrived interaction and negotiation;

 team-teaching, by its nature, is a prolonged activity in contrastto other forms
of in-service training, which typically range from two hours to two weeks in
duration. ©*

Dilemmas and Solutions

& Luo specifies different
models of collaborative (EFL)
teaching. Discuss elements of
these models.

Further reading; Luo (2010).

© 7Choose one of these
three papers: de Oliveira &
Richardson (2004), Matsuda
& Matsuda (2004), or Snow
efal. (2004).

Present its arguments and
discuss which of the three
papers best suits your own
school environment.

© “Onthe basis of the
three articles above, make
a note of the many benefits
and possible drawbacks of
collaboration.

Compare these findings with
those described here.
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Summary

In this chapter, | have examined possible types of organised collaboration
between NESTs and non-NESTs. On the basis of my surveys Ifound that
cooperation depended, among other things, on the availability of NESTs in the
school. After pointing outthat collaboration need not be regarded as a one-way
activity, | have elaborated on team-teaching, highlighting both its pros and cons.

Further reading

¢« Braine, G. (2010) Non-native Speaker English Teachers: Research, Pedagogy,
and Professional Growth Routledge.

A staunch supoorter of the 'non-native soeaker movement; the author gives athorough
overview of recent research on non-NESTs, exemplifying itthrough two case studies. He
advocates that non-NESTs engage 'r colaborative efforts, enhance iheir language proficiency
ana make the most of professional organisations. His dook ends with demonstrating the

challenges faced by non-NESTs and ways to tackle tnem.

e Luo, W-H. (2010) Collaborative teaching of EFL by native and non-native
English-speaking teachers in Taiwan. In A. Mahboob (Ed.) The NNESTLens:
Non-native English Speakers in TESOL (pp. 263-284) Cambridge Scholars
Publishing.

Based on ap elementary school project in os wan. the paper oreserts coi'aoorative mode's of
teaching between 'imported' NESTs and local non-NESTs.The authorsoecifies the components
of R.E.F.LE.CT. and ways in which these elements can be incorporated into teacher education,
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PARTV Being A Non-Native Teacher-Learner

CHAPTER 9

When the learner is teaching

Focus points

* Being a permanent learner
* The language improvement component in pre-service and in-service courses

e The use of coursebooks by NESTs and non-NESTs

9.1 The non-native as a special kind of learner

Why is it important for teachers to learn?

- spite of their different perspectives, philosophers, educationalists, researchers
3nd teachers all seem to agree that afundamental condition for successful
teaching is that the teacher should be apermanentlearner. Heidegger, one of the
—ost influential philosophers of the 20th century, argues that

> ¢ teacher musi oe caoable of being mere teachable than the apprentices’ (1968: 75).

.ersild, an educationalist | referred to earlier, formulates a similar view:

- teacher cannot make much headway in understanding others or in helping others to
wderstand themselves unless he isendeavoring to understand himseit. I...[The process

gaining knowledge ol self and the struggle for self-fulfilment and self-acceptance is not
. meihing an instructor teaches others. It jSnot something he does to or toe them. Itis
mmethmg in which he himseif must be involved'(1955:13-14).0"

- trying to clarify why teachers need to learn to be good learners, Claxton
*989) presents three compelling reasons with reference to British education.

- rstly, they need to learn to overcome the depression caused by the realisation
tnat schools do not accomplish their task in present-day society. Therefore,
teachers simply have to address certain basic questions: 'Why isn't it nearly
good enough?' 'What needs doing?' 'What should Ido?' '"How should Ido it?,
snd so on. Whoever seeks an answer to such questions is a learner.

Secondly, education needs to be saved. Since besides teachers and learners,
*ew people care about schools and even fewer know much about them, it is up
to teachers to search for ways to bring about radical changes in the educational
system. ©*

hirdly, teachers have to learn for their students' sake. Claxton (1989) argues
nat the final aim of education isto teach learners how to learn, but this
effort can only be facilitated by teachers who are examples of good learners
tnemselves. We must adopt a learning stance to life, he says, if we wantto help
young people to adopt itthemselves.

© 1 People often put the blame
on others fortheir failures.
However, the comic strip hero
Pogo warns us ‘we have met
the enemy and he is us'

(cited in Pajares, 1992:319).

What does he mean? Does
this apply to you as a teacher?

© * Watch Ken Robinson's TED
talk'Bring on the learning
revolution!1(2010). Explain
the meaning of these phrases
and decide if you agree with
his call for action-and why.
The phrases are:

-revolution of education
-tyranny of common sense
-linearity in education
mdiversity of talent

-fast-food model ofeducation
-personalised curriculum
-treading on children's dreams
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© “What is your own
experience of pre-service
training? Did it meet your
expectations? What did you
miss?

(Anderson 2016, Liu 1999)
Further reading

O 4 Describe the practice
teaching you had to do for
your teaching qualification.
What were the major
challenges?

©* In your experience, are
non-NESTs generally better
qualified than NESTs? If

so, are they therefore also
better teachers? Explain your
reasons.
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Thus it is not a luxury for teachers to pursue learning, but an absolute necessity.
Ifthey are not prepared to make such efforts, no teachers should be allowed
into the classroom. And doomed isthe country which does not give enough
leeway for its teachers to learn.

Pre-service and in-service teacher training

Teachers can engage in two kinds of learning activity: organised and
autonomous learning.

Organised learning equals teacher training, which generally consists of two
stages: pre-service (or initial) training and in-service training. Although the
length and content of pre-service training courses for non-native speakers vary
greatly from college to college, the primary aim of instruction is generally to
provide the trainees with an adequate knowledge and awareness of English
and certain pedagogical skills. In addition, the curriculum includes subjects

of a general nature, such as education, psychology, literature, cultural studies,
linguistics and so on. 0 3Pre-service training normally ends with some form of
practice teaching. O4

In-service training shows afar more varied picture. It may be more or less regular
last for two hours or two weeks, take place inside or outside the school, involve
NEST support and/or participation, and so on. Any form of organised training is
largely determined by the circumstances, including the educational authorities at
national, local and university or college levels, economic and financial constraints
tradition, personal motivations and many other factors. A common intrinsic
feature of pre- and in-service training isthat both are fixed in scope and duration
have clear-cut objectives and follow a prescribed framework.

Several respondents in my surveys were of the opinion that non-NESTs were
generally better qualified and were therefore better teachers than NESTs
(Chapter 6.6). The direct causal link between better training and teaching
success looks very plausible although, to my knowledge, no research has been
done to confirm the validity of this relationship. 0 s

Autonomous learning

It is atruism that learning is a lifelong experience and concerns people in all
walks of life.

« Anational survey conducted In 1978 established that 80 per cent ofall adults in the US were
involved in some kind oflearning and 75 per cent even planned their learning process (Wenden &
Rubin 1987: 9).

* American adults have been found to spend an average 700 hours ayearon learning projects.
‘Although 700 hours constitutes only 10 per cent ofan adult's waking time, surely this small
percentage affects his life nearly as much as the other 90 per cent,' Tough says. 'He resembles an
organization that maintains and increases its effectiveness by devoting 10 per cent of its resources
to research and development'(Tough 1971:4).

e Furthermore, Tough (1971) states that 70 per centofall learning projects are planned and carried

out by the learner himself, without outside human or non-human resources.
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Teachers are probably no less involved in autonomous learning projects than
other people. Pre-service training surely gave us a great deal, but it stopped
when we became fully-fledged teachers. In-service training may also offer
magnificent learning opportunities, butthose opportunities are sporadic,
constrained and compartmentalised.

Autonomous learning (or self-study), on the other hand, is non-stop, self-
generated and wholesome. And it is highly flexible, in thatthe teacher-learner
can adapt her activity to her individual needs, whims and time schedule. In
addition, autonomy means that she carries full responsibility for her learning
process (Dickinson 1987).

Self-directed learners have to be highly conscious individuals, capable not only

of making decisions abouttheir learning activity, but also of monitoring and

evaluating it. As a result of continuous self-assessment, the successful teacher-

learner alters her learning strategies from time to time. Incidentally, one of the

leading goals of research on language learning strategies is to find the chief

components of the processes that take place during effective self-study, thereby

helping the learner towards autonomy (Wenden & Rubin 1987) (Chapter 6.2). 04 O 6Are you asystematic or a
spontaneous type of learner?
How do you develop your
own language learning and
teaching competences?

Autonomous learning may be pursued in several ways. In certain cases,

the teacher-learner works out a detailed self-study programme with clearly
designed aims, objectives, syllabus, procedures and timescale, and then sets
outto follow her plans. At other times, she combines in-service training with
self-study. Most frequently, however, self-study is largely ad hoc and does not
necessarily entail systematic planning.

9.2 Language fossilization and language
improvement

The non-NEST's learning activity is pursued in three major directions: language
proficiency, language awareness and pedagogical skills. Needless to say, these
three fields are closely intertwined: no matter which of them she is dealing

with at a given moment, her efforts will have a knock-on effect on the other

two areas. Although the activities recommended below are aimed at language
improvement, they will hopefully help non-NESTs to become more aware users
of the English language and thus technically more skilled professionals as well.

As largued in Chapter 2, with afew notable exceptions, non-native speakers do
not achieve full mastery of the target language. Most of us seem to undergo a
orocess called fossilization, during which incorrect linguistic features become a
oermanent part of the way we speak and write the target language (Richards et
al. 1985). Selinker & Lamendella (1978) attribute fossilization to low motivation,
the passage of ‘critical age' and/or a limited range of target language input.
Schumann (1978) contends that, within the group of second language learners,
the degree of fossilization is determined by the extent of the social and
osychological distance separating the learner and the target language culture.

Fossilization may also refer to a stage of 'frozen competence' beyond which no
progress is feasible. Klein (1986) argues that every learner is bound to come to
a halt at some point of proficiency, although it is far from clear, atthe present
state of our understanding of learning processes, what causes us to become
arrested at a certain level of interlanguage (Stern 1983). Marton (1988) remarks
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that certain strategies adopted by communicative approaches, such as the
avoidance of error correction and the enforcement of fluency activities, may be
conducive to fossilized or even 'pidginised' competence, the latter referring to
fossilization at an elementary level.

Although fossilization obviously catches up with non-NESTs as well, I contend
that, with a few weary and cynical exceptions, we are generally all too eager
to combat this process. With the purpose of validating this assumption, let me
refer back to some ofthe findings of Survey 3 (Chapter 5.1).

Question 8 asked the respondents whether their English had become better or
worse since graduation. While nobody reported regression, nearly 60 per cent
of the answers were 'better' and 40 per cent 'better in some respects/worse

in others'. When asked whether they thoughtthey were still making progress
(Question 9), close to two thirds gave a positive and only one third a negative
answer.

Now let me turn to three further questions in Survey 3, which | have not yet
analysed in the previous chapters.

Survey results

Question 11: Have students had any effect on your English? If so, describe this.

The question-and-answer frame was designed like this:

Formost of us, 'tisinthe classroom that we use English most frequently. On; primary
communicative Gartners are the students, whose English is far poorer jnan ours. On the
whole, how dees this affect your command of English?

ltdoes damage to my English.

Table 11: Damage caused to respondents' proficiency by their students in
Survey 3 (N=81)©7

Variable Frequency Percentage
no 22 27.2

hardly any 25 30.9

some 31 38.3
considerable 3 3.7

a lot of 0 0

As the results in Table 11 show, the range of responses is evenly spread out
between 'no' and 'some'. Since the proportion of responses is slanted towards
positive values, | have examined only those areas where the respondents
perceived improvement.
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Survey results

Question 12: Specify areas where your English has improved.

The respondents had a menu consisting of eight alternatives and were free to
indicate more than one area. The results are provided in Table 12.

Table 12: Areas in which respondents in Survey 3 perceived progress (N=81).®8 © “ Which areas of
. your English-language
Variable Frequency .
competence have improved

Vocabulary 58 over the years?
Listening skills 51

Speaking skills 51

Grammar 30

Reading skills 30

Speech functions 27

Writing skills 26

Pronunciation 21

The table above reveals thatthe most considerable development was perceived in
vocabulary, an area where progress can most noticeably be felt because it can to
some extent be quantified (Chapter 5.1). The development in oral performance may
be explained by the factthat language classes in Hungary have an oral emphasis.
The low score recorded for pronunciation shows the respondents' realisation that
fossilization in pronunciation is probably the most difficult problem to overcome.

Another item in Survey 3 asked the respondents to list activities that had helped
them to prevent or slow down the process of fossilization or, to put it positively, to
make progress in English.

Survey results

Question 13: Suggest techniques to overcome your difficulties.

The 81 Hungarian colleagues supplied a rich collection of ideas and techniques -
too rich, in fact, to be described in full.

As | pointed out in Chapter 5.2, non-NESTs are victims of two psychological
disorders, which | have labelled: 'schizophrenia' and 'inferiority complex'. While
schizophrenia is caused by the double act of having to change our 'English' and
L1 personas in quick succession, an inferiority complex evolves because of the
conflict between our teaching and learning roles.

Most of us non-NESTs are well aware of our double-faced nature: when we are in

class, the learner's face is hidden; when we are out of class, the teacher's face is

hidden. Not surprisingly, those who admitted to being aware of, and acquiesced

n, this ambivalent role seemed to employ the most original techniques and

supplied the most innovative ideas.

© 9How do you strive to
overcome your language
difficulties and combat the
process of fossilization?
Discuss various strategies
and techniques.

have putthe activities into two groups. The first group contains activities related
:0 the non-NEST acting as ateacher; | call these professional activities. To the
second group belong activities carried out with the non-NEST wearing her civilian
clothes; these are called non-professional activities. ©9 In the rest of this chapter

present a summary of the respondents' ideas about how the classroom might
serve as a podium for improving our own language proficiency, while in Chapter

"0 Ishall list afew non-professional activities to be used in our private lives as Further reading:
rrdinary, albeit highly motivated, learners of English. Nemtchinova (2005)
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9.3 Professional activities

The teacher's life oscillates between periods of preparation and teaching
proper. Hence Idistinguish between before-the-dass and in-the-dass activities.

Before-the-class activities

While preparing our lesson, we are beset with all sorts of problems. Apart from
methodological issues, we must be capable of coping with the new language,
making sure that, upon entering the classroom, we know it all thoroughly.

Lesson preparation is a less hurried activity than classroom teaching. We can
afford to stop, think, check and rehearse. As an implicit goal of planning, we

can make conscious efforts to improve our own language skills. In fact, most

respondents agreed that this stage is atime for more effective self-study than
the teaching stage itself.

Here is a list of some of the ideas thatthe respondents suggested for

consideration:

¢ Make sure you know every new language item throughoutthe lesson.

¢ When you meet an unfamiliar item, try to infer its meaning from the context-
then check your guess.

¢ Rehearse the new words and phrases in different contexts.

¢ Huntfor synonyms and antonyms.

¢ Mostwords have more than one meaning - look for polysemy.

¢ Have acouple of good monolingual dictionaries at hand.

» Check new grammar points - don't use old reference books.

* Consultthe teacher's manual for the coursebook - if itis agood one, it will
offer reliable, contextualised and down-to-earth information.

¢ Rehearse how to get across the new grammar and vocabulary items in a
simple and clear way - agood example is worth more than anything.

+ Listen to the audio and repeatthe sentences one by one - this isthe best
way of practising pronunciation, intonation and sentence rhythm.

 Ifyou don't have the recorded texts, read them aloud several times.

- Do all the exercises and activities planned for classwork.

¢« Check the rightanswers in the Key.

¢« Practise the drills untilyou can do them autom atically.

Should there be a dialogue, apoem orasong forthe students to memorise.
you memorise it too.

¢ Include communicative activities in your lesson - they need far more careful
preparation than routine tasks.

e Look for ideas from other sources - even ifyour coursebook happens to be
an inventive one.

e Add appropriate items to your home-made resource pack from time to time.

¢ Check, correct and grade every written assignment - adding written
comments improves your own writing abilities.

* Ifyou plan to setyour students atest, try it out in advance.
And finally:

« Make your lessons challenging by providing challenging language input! ©m
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In-the-class activities

In the class, there is no time to waste. The success of the lesson is largely
determined by the thoroughness of preparation. However, a good lesson is more
than the mere implementation of plans. If our aims do not go beyond that, there
isagood chance that the lesson will be boring.

As I mentioned in Chapter 3.1, effective teaching isthe result of two-way
interaction between the teacher and the students. Therefore, the teacher often
has to change her original plans according to feedback from the students; that is,
she has to improvise.

Improvisation confronts the teacher with a real challenge interms of language
use. No wonder that teachers with a poor command of English nip attempts at
spontaneity in the bud by adhering rigidly to their lesson plans. This is a pity,
because unpredictable language use isthe essence of genuine communication.

The language class produces countless situations which can elicit lifelike
utterances. For example, when the teacher feels there is a draught, she asks a
student to shutthe window. When a student writing on the blackboard blocks
the view, the teacher asks him to move aside a bit. When a latecomer arrives,
the teacher inquires about the reason for his lateness. And so on. Dealing with

situations which have not been planned is called class management. © 1l The © 11 Which language do
language of class management is closer to real life than even the most cleverly you prefer to use for class
contrived communicative activities. Its genuineness lies in its spontaneity. management, English or

. . . - our native language?
Thus class management is not only meritable, but offers unique opportunities for y guag

authentic L2 communication as well. Yet many of us try to avoid such situations or, What does your choice
failing that, switch into L1, simply because we cannot handle them as efficiently depend on (Hughes &
as we should. The reason for our insecurity lies in the factthat we did not attend Moate 2007)?

school in an English-speaking country where we could have acquired this kind of
language in real-life situations. Nor did pre-service training, it seems, pay sufficient
attention to this difficult area. Thus we have to catch up on our own.1

Another important question relates to teacher-talking time (TTT) and student
talking time (STT). Arguments against the unjustified amount of teacher talk

are too obvious to list. We have to distinguish, however, between NESTs and
highly proficient non-NESTs, on the one hand, who talk glibly because of a lack
of self-discipline or a false methodological conviction and, on the other hand,
non-NESTs with a poor command of English, whose increased TTT results from
the sad fact that they too often get entangled in circumlocution and other forms
of redundant language use. Others draw our attention to the dangers inherent in
the belief that teacher-talk is always wasteful.

Some years ago, a teacher trainer from International House gave an in-service course for Hungarian
non-NESTs which involved a great deal of demonstration teaching. In his view, our greatest fault was
that we overused TTTat the expense of STT. When challenged, he volunteered to give a lesson to a
group of 16-year-olds. To his credit, he practised what he preached - he spoke very little during the
lesson. So little, in fact, that his initiatives were often met with utter incomprehension.

1Fortunately, there are a few handbooks specifically designed to meetsuch needs. Let me recommend two of them in particular:
Hughes's/l Handbook of Classroom English (1981) and Willis's Teaching English through English (1981).
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O'Neill (1991) described a lesson he had observed, where a NEST, in an effort
to be very 'student-centred' and '‘communicative', hardly opened her mouth
during the lesson. He was probably right in saying that what he had seen was
characteristic of 'student-neglect' rather than 'student-centredness' and the
teacher's philosophy might lead to LEP (Limited English Proficiency) rather than
advanced communicative capabilities.2

Non-NESTs often complain thattheir fluency suffers unless they have the
regular opportunity to talk to native speakers. Lacking that, Iwould go as far as
encouraging them to increase TTT, even atthe students' expense.

One technique | recommend for occasional use is to steal 10 or 15 minutes of class time for teacher
: monologue, such as telling a story or reviewing a film. In modest doses, this seemingly egotistical trick

may in fact foster rapport between the students and the teacher.

A final area of concern isthe use ofteaching materials. As | pointed out in
Chapter 6.3, non-NESTs tend to cling to a single coursebook, as opposed to
NESTs who preferto use it as ajumping-off point, if at all. Some non-NESTs are,
admittedly, the slaves of commercially available materials. They do not dare
delete, change or insert anything. They drag on from task to task, from unit to
unit. Ifthey finished Unit 3 yesterday, today it's Unit 4. Exercise 1 isfollowed by
Exercise 2, next comes Exercise 3 - and so on, ad infinitum. ® 2They regard the
coursebook as though it was the musical score of a Beethoven symphony.

r Louis Alexander, the most popular textbook writer of the 60s and 70s, likened the relationship of the
ymaterials writer and the teacher to that of the composerand the conductor. The textbook should be

\ regarded as the 'musical score', Alexander argued, which the teachershould use to elicit a performance
. from the class, that is the 'orchestra’ or ‘choir'. As teachers, we should be less concerned with how the

?score was put together and more concerned with the interpretation (Alexanderetal. 1972).

I hope few teachers would share Alexander's view on this.

2In defence of reduced TTT, learner-centredness and communicative language teaching, Harmer (1992) responded to
O'Neill's article. Essentially, he pointed out that the incriminated lesson had not discredited the underlying concepts, bu:

only the bad teacher.
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Summary

This chapter has explained why teachers need to keep learning throughout
their professional career. Having dwelt briefly on pre- and in-service training as
the two standard forms of organised learning, Ithen moved on to a discussion
of self-study and fossilization in the light of survey findings. Inthe end, |
suggested some self-study activities for the stages of lesson preparation and
lesson conduct.

In Chapter 10,1shall present a list of activities the non-NEST can use to improve
her knowledge of English at off-duty times.

Further reading

¢ Liu, D. (1999) Training non-native TESOL students: challenges forTESOL
teacher education in the West. In G. Braine (Ed.) Non-native Educators in
English Language Teaching Lawrence Erlbaum (pp. 197-210).

Bern in China ,out teaching in the US, the author argues that the needs of non-MKTs in
teacher education programmes are not accommodated, mainly due to a lack ot sensitivity
towaros the trainees' educational tractions. He offers remedies for improvements, especially
with a view tc enhancing their language development.

« Nemtchinova, E. (2005) Hostteachers' evaluations of non-native-English-
speaking teacher trainees - a perspective from the classroom. TESOL
Quarterly 39 (pp. 235-261).

Based on asu'vey with NESTS ana students in the US, this paper examines the classroom
oractice of non-NEST trainees. While acknowledging their strengtns in various aspects of
ineir work, it argues that only non-NESIs with a supero command of Englisn can serve as role
models for their students.
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CHAPTER 10

When the teacher is learning

Focus points

¢ Ways of developing specific language skills

e The potential benefits of IT developments for ELT
\'

10.1 Non-professional activities

Although non-professional activities are not pursued with the direct purpose of
facilitating teaching, their contribution to the success of the teaching/learning
process is fundamental. Ultimately, our own command of English is the most
importanttool we have to help students learn English.

A non-NEST's life is haunted by the English language, even at off-duty times.
English is built into the fabric of our life and it stays with us even at home. We
cannot help listening to, speaking, reading and writing in English around the clock.

As the respondents in Survey 3 demonstrate, for the majority of us, the English
language is not only a professional tool. For some, it is even more than a means
for conveying messages - it is an end in itself. The process of tackling newer
and newer aspects of the English language is a rewarding job for its own sake.
The desire to reveal the intricacies of English is a hobby for many and a passion
for afew. ©1The way some respondents express their longing to possess the
English language has an almost sensuous overtone. The love-hate relationship
is expressed vividly by this respondent:

'I'build up a dream-world where, in the end, you only talk to yourself. So instead of communication,
you make language into the main isolation tool. You dream, you live in English, you think, you create
in English - and you make up an “autistic" world driven by its own rules.'

In concrete terms of self-study, we all have a number of well-tried techniques up
our sleeve. But surely our repertoire is limited - others use othertechniques. So
why don't we swop?

Survey results

Question 14: Outside the classroom, how can you improve your English?

Hundreds of good ideas were suggested by the 81 respondents in Survey 3,
some of them general in nature, others more specific. Inthe following pages, |
shall present a handful of them under the heading of the four major skills. | am
sadly aware that some of them will not appeal to you, while others will be 'old
hat'. ('l don'tthink my methods are unique!' said arespondent - and indeed
they weren't...) But hopefully you will find a few worth trying. ©2
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10.2 Developing listening skills B & Lookat the techniques |

recommended for listening
and speaking (pp. 101-105).
Active and passive listening Which devices could now be

. . . . . . replaced or supplemented
First it was the radio. Then it was the tape recorder. Then came television, video, P PP

. with more recent technology?
satellite TV. ©*

One respondent relates that the 'Voice of America' laid the foundations of his
English knowledge in the 1950s; he found a perverse pleasure in trying to catch
the news over the jamming.1For another, BBC soccer broadcasts played a
similar role: Arsenal, Manchester United and Chelsea opened the first windows
on the English-speaking world. Radio Luxembourg with its rock music in the
1960s, and subsequently off-air recordings on bulky open-reel tape recorders
during the period of Beatlemania, kindled the love of the English language in
many of us. One teacher mentions how, as a young man, he learned hundreds
of pop songs with 'perfect pronunciation' without being able to understand
aword of English; it was only years later that he set about deciphering the
meaning of the lyrics.

© * Needless to say, since
then, the IT revolution has
caught up with ELTas well.

How does this affect your
work?

¢ Inthe survey, many teachers admit thatthey have their radio or their TV on,
tuned to English-language programmes, round the clock. From time to time,
they stop short when crossing the room, justto take a cursory glance atthe
television. Unconscious and conscious listening and watching periods follow
each other atirregular intervals.

¢ On the other hand, we all have favourite programmes which we like to
watch from the armchair (or while doing the hula-hoop in orderto combine
pleasure with losing weight, as one respondent admitted). Whether it be a
soap opera or an MTV video clip, our eyes are hooked on the screen and
for long minutes we forget that what we are watching is, in fact, not in our
mother tongue.

Voice-over

Since the 1950s, it has been a standard ear-and-tongue training activity to

stop the recording and repeatthe sentences one by one. As opposed to this
piecemeal procedure, in the next activity the recording keeps moving, forcing
you to repeat everything as you hear it, including native pronunciation. Itis
assumed that you simply have no time to alter the intonation and rhythm of the
jtterances as you voice them over.

¢ Choose arecorded monologue of medium difficulty and speed. Listen to it
once so asto getthe hang of it. Stop it, listen again, and check for meaning,
wherever necessary.

¢ When you listen for the second time, do not stop the recording. Voice-over
the monologue after the speaker, with a delay of not more than two or three
words. Should you become tongue-tied on occasion, don't stop and correct
yourself. Catch up with the speaker as soon as you can.

« After you have had sufficient practice with monologues, you can try your
tongue on texts with more than one speaker. Another variation is to substitute
live programmes for recorded ones - carry on until you run out of breath.

In the 1950s, the broadcasts from Western radio stations were constantly jammed in Eastern Europe to ‘protect people
from the harms of bourgeois propagandal
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Be more English than the English!2

In my experience, adults are reluctantto parrot native-like pronunciation. We
non-NESTs are no exception. Many of us fear that the harder we try to imitate
native models, the more odd we sound. Why don't we try to break the barrier

by means of self-irony and exaggeration?

Choose arecorded text, preferably an easy one with several voices, such as an
extract from a play. After you have listened to it once, identify the characters:
their profession, age and sex, their relationship to each other and so on.

Play the recording again, sentence by sentence this time. Repeat each
utterance as it is produced, buttry to overdo the acting. For example, be
more pretentious than A, more threatening than B, more hysterical than
C, and so on. But above all, exaggerate their pronunciation - sound more
English than the characters do!

Focused listening Os

When we listen to a radio programme, or watch TV, we are engaged in one-way
communication. On such occasions, we can afford to devote all our attention to
form.

Before you start listening, choose one type of language elementto focus on.
This can be verb tenses, phrasal verbs, conditionals or any other language
point. Alternatively, you may decide to listen for encouraging noises in
dialogues (Really? Uh huh. Does he?) orfillers (Er,erm... Anyway... You know...)1

Suppose it is adjective-noun collocations this time. Start listening and jot
down every collocation as you hear it. Atthe end of the listening passage,
your list contains, say, twelve collocations, such asremarkable progress, full
rewards or worthy goals.

Now give an oral summary of the passage, using all twelve collocations on
your list. Tick them off one by one after you have uttered them.

Subtitled films4

When watching an English-language film with subtitles, we usually cannot help
resting our eyes on the L1 text. However, as learners of English, we may feel
guilty about missing a good chance of practising listening comprehension.

Choose an English-language video or DVD with L1 subtitles. Start watching
the film and stop the tape at approximately two- or three-minute intervals.
View each sequence three times.

At first viewing, turn off the subtitles, so that you can only hear the dialogue
in English, some of which you may not be able to catch.

At second viewing, turn on the subtitles, so that you can simultaneously hear
the conversation in English and see its equivalent in L1.The L1 subtitles will
promote the comprehension of grey areas.

At third viewing, turn off the subtitles again. At this stage, the English text
should become fully intelligible.

Warning: Do not stop the recording within any one stage, or you might get
bogged down in the details and never reach the end of the film!

2Incidentally, | found a similar activity called 'Sounds English’ in Nolasco & Arthur (1987).

3An excellent book specifically designed to practise hesitation gaps and other such communication devices is Dornyei and

Thurrell's Conversation and Dialogues in Action (1992).

4This technique was originally devised by Gyorgy Horlai (personal oral communication).
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Strain your memory

In any communicative situation with a native speaker of English, our partner uses
anumber of words, collocations and structures that make us prick up our ears.
As we cannot note them down on the spot, they fall into oblivion unless we do
something about it.

 Withdraw for afew minutes soon after talking to a native speaker. Sit down
and relax. With your eyes shut, try to recall the sound sequences containing
eight to ten worthwhile items. Some of them will emerge with little effort,
others may be retrieved only if you dig hard enough. The ones thatyou
manage to pull out from the deepest pit stand the best chance of being
retained in your long-term memory.

¢ You may do the same meditation exercise with respectto your oral
performance. Consider the built-in monitor in your head, which often beeps
when you make a mistake during a conversation. When by yourself, make
conscious efforts to recall those beeps and the context in which the error was
committed. Supply the correct version. If it was a mistake of a major item, such
as the use of conditionals, allow time to practise the item.

10.3 Developing speaking skills ©@ ©* In aplenary,The privilege
of the non-native speaker'
TESOL Long Beach, CA, Kramsch

English-speaking countries and friends (2002) quotes a Vietnamese

'Stay in English-speaking countries as long as you can and meet English- student-’As for English, | do

speak the language, but | don't
think I'll ever talk it

speaking friends as often as possible!' - these two recurrent pieces of advice
have been no big discoveries.

. . . . . . What does the student mean?
e Longer periods oftime spent in English-speaking countries are not only a cost-
] ) ” . N ] Do you agree? Why (not)?
effective way to practise your speaking abilities: such opportunities also provide
the most genuine context for English-language communication. Unfortunately,
relatively few of us can afford this luxury. 'l have been doing nothing all my life

but save up money to go to Britain,' says one dedicated non-NEST.

¢ One more feasible way of practising oral communication isto meet friends
who use English as a native language or as alingua franca. Some respondents
claim that they are continually on the lookout for foreign tourists. The trouble
is that superficial contacts of this kind seldom lead to more than an exchange
of well-practised cliches. To reach beyond this, one colleague likes to escape
to the relaxed atmosphere of pubs with English-speaking friends, and another
one often puts up native English speakers in her home.

¢ Alesscommon place to practise the speaking skill isthe British or American

library. One respondent teaches part-time in a Hungarian-language
programme run for American students. Acting as a surrogate mother, as it

were, she has to speak English all the time. Another teacher regularly works © 7Today, most interactions
in summer camps looking after a mixed group of Hungarian- and English- in English take place
speaking children. between non-native

¢ One ofthe respondents continually takes notes while chatting with English speakers. Given this, is it
speakers - lwonder how the conversation can roll on. Others insist on being still important for non-NESTs
corrected all the time. The trouble isthat native English speakers outside our to visit English-speaking
profession may not even understand how they are expected to reactto our countries to improve their
nagging. ©7 language abilities?
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The monologue

Speaking is the only skill which cannot normally be developed without partners.
| have come across afew unusual procedures, though.

A standard practice among EFL teachers with little opportunity to use
English outside the classroom isthe silent monologue. This implies
performing certain verbal tasks in your head. For example, you may give a
retrospective account of your daily events on your way home from school or
after going to bed or, conversely, make a mental plan of next day's schedule.

* Another form of monologue is when you actually start speaking aloud in
English. If you record your monologue, you have the additional advantage of
spotting the linguistic errors in your performance when you listen to it. One
respondent admits that he always carries a dictaphone in his bag to record
his soliloquy when there is nothing else to do.

What would | say if...?

In another oft-mentioned activity, we have to put ourselves in an imaginary
situation and try to behave the way the characters in that situation would.

« Asyou are watching a real interview on TV, you may make up questions
in English that you would ask if you were the reporter. Or conversely, you
may decide how you would answer the reporter's questions if you were
the interviewee. Or picture yourself walking past a shoe shop - if you had
enough money, what kind of shoes would you ask for and how? What is the
English word for the Hungarian 'meret' (size), 'tiszta bor' (genuine leather),
‘cipokrem’ (shoe polish), 'szuk' {tight), and so on?

The unsolicited interpreter

A genuine way of improving speaking skills isto work as a part-time interpreter.
A few respondents, however, report that they often interpret 'uninvited".

« We all have to attend meetings which we find useless and/or where the
speaker drags on endlessly. Instead of dozing off or staring out of the window,
a linguistically more rewarding activity is doing 'simultaneous interpreting'.

*« Brace yourself for the task and then begin to translate the speaker's words
in your head. If the speech is in English, translate it into L1, and vice versa.
Do not waste time looking for the most appropriate term or structure, or you
will fall behind. If you have missed a sentence ortwo, don't worry, catch up
as soon as you can. Don't be upset if you gettired after afew minutes - even
professional interpreters flake out after about half an hour.

¢ A less awkward form of simultaneous interpreting is when you do it at home,
sitting in front of the television. Long speeches delivered by politicians lend
themselves particularly well to this task.

¢ One respondent admits that he is in the habit of spontaneously translating
his colleague's words in face-to-face communication to prevent himself from
switching off.
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‘Just a minute!

Many of us complain about fluency problems which lead, among other things,
to long pauses and lots of hesitation in our speech. 'Just a minute!" is a well-
known radio game. The point isthat you have to speak non-stop on a given
topic for exactly one minute. Meanwhile, you must not stammer, hesitate, repeat
the same words and phrases, or deviate from the point. The following is an
adapted version of the game.

¢« Find an inspiring topic. Give yourself thirty seconds to plan your speech. Put
your watch in front of you, take a deep breath and begin. As soon asthe one
minute is up, stop.

« ltis particularly useful to record yourself. If you are dissatisfied with your
production, have another go.

Sound off

The sound-off technique has been in use ever since the video moved into the
classroom. It may be applied for self-study as well.

e Turn on the television and tune in to a channel where there is a movie or an
interview on. Watch it for a few minutes.

¢ Once you have understood the gist of the topic and the setting, turn the
sound off. Relying on the visual image only, narrate the events for as long as
you can.

¢ Record a 10-15 minute extract from a programme with a lot of dialogues.
Now decide to take over the role of one of the characters.

« Watch the same extract for the second time with the sound on. Concentrate
on what your chosen character has to say.

¢« Playthe recording again, but this time with the sound off. Speak when your
hero is seen talking and try to use the words you heard him/her saying when
the sound was on. Stop the recording if necessary.

Phoney debates

Generally speaking, communication is atwo-way activity. But in our solitude
at home, we cannot possibly conduct a real interaction in English: we have to
make do with afaked one.

* Look for an interview or adebate in an English-language TV programme.
While watching, record it and make a list of phrases being used by the
participants, such as expressions of agreement and disagreement, turn-
taking devices, hesitation gaps, and so on.

¢ Picture yourself in the studio as an extra participant. Setthe recording atthe

beginning, then stop itwhenever you agree/disagree or have something to
add or comment on. Use the given phrases when necessary.

¢« Ifyou only have L1 channels available, record an L1 programme, pretending
to be an English-speaking guestjoining the debate. ©9

O 8This radio programme is
still running (after 30 years!).
Listen to it to get a feeling for
the game.

It is available here:
www.bbc.co.uk/justaminute

©’ On YouTube, watch two
versions of the sketch 'Do
you speak English?'(2008
and 2016).

Roleplay the same situation,
substituting your own L1 for
German and Chinese.
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10.4 Developing reading skills

What to read and why? ®D

The results of my survey show that reading comprehension isthe most accessible
skill to non-NESTs. When asked to identify the skill they practise most frequently
in non-professional activities, nearly everyone selected the alternative 'reading
books/newspapers in English'. Reading professional literature has also proved

to be a popular occupation. Several respondents claim thatthey read English
authors exclusively in the original and afew add thatthey hardly ever read in L1,
because they wish to spend the little free time they have on developing their
reading skills in English.

The respondents differ greatly in terms of their motives. Some read chiefly

for pleasure and/or information, while others primarily with the intention of
developing their reading skills. Incidentally, one respondent admits that, for him
the richest source of information aboutthe world has been supplied by various
teaching materials.

Line by line

When we read something in L1, we can predictthe next sentence with a high
degree of probability. Our predictive capacity is worth developing in English, too.

¢ Choose arelatively easy text. Take a sheet of paper and use itto cover the
text. Uncover one line at atime but first try to guess the line hidden behind
the mask.5

e A similartechnique may be applied to improve our speed reading ability. This
time, however, the purpose isto understand the gist of atext by moving the
eyes in a series of stops and quick jumps, instead of a piecemeal progress to
achieve full understanding.6

Read aloud!

Reading-aloud techniques have not been in vogue lately. Yet it cannot be
doubted that we have never given up practising reading aloud - if not literally
aloud, then in our minds. Respondents seem to agree that saying a language
item out loud can help usto decipher its meaning and use, to store it in our
memory, and to improve pronunciation and intonation. After all, as we read and
speak atthe same time, information is processed in two sensory channels: seeing
and hearing.

5Avariation of this technique has been mentioned in Ellis & Sinclair (1989).

6 Foryour information, here is a table of estimated speeds of the general reading public (including native speakers only):

Words per minute Scale of speeds

170-200 very slow
200-230 slow

230-250 average
250-300 above average
300-350 medium-fast
350—50 fast

Vei-: ris :: = -ea: - Si's* ¥ * g sgsnr. = Dre-established comprehension criterion level.
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* Read aloud a short article in English. What were you paying attention to as
you were reading? To the form or, rather, to the content?

* Read the same text aloud a second time. Were you focusing on the same
things?

* Read it aloud athird time, but now give special emphasis to certain linguistic
features, such as new vocabulary items, certain phonemes or sentence
structures.

e Putthe article aside. Can you summarise the gist of the article? Do you
rememberthe unfamiliar words and expressions? Can you recall the features
you have highlighted?7

The ubiquitous dictionary©1

The development of reading skills and vocabulary building are inseparable
processes. We cannot improve our reading competence unless we make
systematic efforts to enhance and update our lexis. Therefore, we should always
have a dictionary at hand.

¢ No day should pass without consulting a dictionary of some kind, a few
respondents warn. Others are in the habit of opening a dictionary ata
random page and brooding over afew entries. One admits that she always
keeps a dictionary on her bedside table, just in case. Don't be ashamed
of perusing advanced vocabulary builders either, others argue. (But if no
reference book should help you out, call your uncle in London, suggests
somebody in jest.)

e Anotherteacher reports on a strange dictionary game he used to play. His
friend would page through alarge English-Hungarian dictionary and ask him
the Hungarian meaning of 30 randomly selected English words within atime
limit. If he wasn't able to supply the meaning of at least 25 items, he would
lose his bet. If he was, it was his friend's turn to pay.

e On the other hand, several respondents warn against the unbridled use of
the dictionary. 'We should always try to deduce the meaning of unfamiliar
words from the context,' they contend. 'We'll never forgetthe words whose
meaning we've managed to infer.! Only if the 'wicked word' repeatedly
refused to unveil itself should we turn to a dictionary.

The card file system

Now let me present a step-by-step description of the most common technique
for vocabulary learning and retention, called the card file system.

* Choose atext and underline or highlight as many useful words and
expressions as you wish to learn (but nottoo many). Give priority to those
items which appearto be the most relevant and/or crop up more than once.
Set aboutthe subsequent activities only after you have finished reading the
text. Do not break the flow of reading!

¢ Look up the meaning, usage and pronunciation of each unfamiliar item.
Use any dictionary or reference book available, but one of them should be
an English-only dictionary to make the usage clear. Pay special attention to
collocations.

This is an adapted version of'A technique from Frieda' in Stevick (1989).

© 1 My favourite dictionaries
are dictionaries of
collocations.

It is now possible to look

up words on a corpus or
concordance website and
find how they have been
used in context as examples
of authentic English.

For example, the British
National Corpus is freely
available at:

www.natcorp.ox.ac.uk/corpus

Find collocations that have
surprised you and/or you
have used wrongly.

107


http://www.natcorp.ox.ac.uk/corpus

THE NON-NATIVE TEACHER

® 12Writing habits have
changed radically in the era
of emails, texting, blogs
and other forms of written
communication. Does this
affect the way in which you
teach writing?
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e Jotdown each new item on a separate card.8Do not supply the mother-
tongue equivalents. Each item should first be registered in isolation, then
in the sentence in which it originally occurred. Copy one further model
sentence from the dictionary to exemplify the usage.

¢ Clip orrubber band the cards which belong to the same text. Always have
these sets within easy reach. Browse through them whenever an opportunity
arises.

« Make conscious efforts to memorise the items. Use them in speech as soon
as you can so thatthey build into your active vocabulary.

* Recycle the sets from time to time. Go back to a reference book for re-
checking or clarification. Should an item recur in a different text, add the new
sentence on the appropriate card.

« When plenty of sets have been collected, rearrange them according to new
criteria, such as:

- parts of speech (nouns, verbs, adjectives, and so on)
- topic areas (transport, shopping, illness, and so on)
- recall difficulties (I simply cannot remember this word!")

- degree of acquisition ('I've already used this one - it's almost in my active
vocab.")

- frequency.

¢« Continually eliminate those items you can already use in speech - if your
collection grows too big, it becomes unmanageable.

Of course, there are several other ways of manipulating the card file system. One
teacher always has a set of items blu-tacked on her bedroom mirror, changing
the sets once a week. Another one keeps afew sets in the glove compartment
of his car - in traffic jams, he likes to flick through them (he hasn't reported

any accidents). A third respondent habitually spreads out a few cards on his
classroom desk, determined to use every one of them before the bell rings.

10.5 Developing writing skills a2

Writing and translating

Since writing isundoubtedly the mosttime-consuming skill to practise, we
cannot often resortto it in our hard-pressed lifestyle.

Nevertheless, the respondents report on various forms of writing in English.
Most frequently, they correspond with friends and acquaintances. Only a small
number of teachers pursue other forms of creative writing such as writing
essays and professional articles or keeping a diary. One person admits to
writing merely for her own satisfaction, without any desire to publish anything.
An up-to-date motive for producing English texts is when you practise
word-processing on the computer. A utilitarian reason isto prepare grant
applications. Needless to say, translating in and out of the target language is
a very effective way of developing writing skills. A few respondents remind us
always to have our written productions checked by educated native speakers.

'Alternatively _.ou nay <eep asmall notebook or store the new items in a digital computer diary.



PARTV Being A Non-Native Teacher-Learner

The standard exercise9®'3

The following procedure is called 'the standard exercise’, because it can be
applied to any text. Itisacombined reading and writing activity. Its guiding
principle isto teach readers how they can avoid being bogged down in
minute problems of vocabulary and grammar by harnessing their background
knowledge and deductive capabilities.

Choose a one-page article dealing with any topic.

By reading the headline only, predict at least five key words you expectto find
in the article. Write them down.

Skim the article in one minute. Check how many of the key words you have
predicted occur in the article.

Summarise the main topic of the article in not more than fifteen words.
Read the article closely enough to be able to perform the following tasks:

- What is the author's main intention: to inform, persuade, report or instruct?
Jot down any unknown words that appear to be important. Infer their
meaning from the context.

- Report on the main idea of each paragraph in one sentence each.
- Analyse the structure of the article. Isthere an introduction and a conclusion?

- Analyse the content of the article: Whose interests does it reflect? Which
country, social class, institution? Isthe content relevantin your home
situation, too?

- Produce aone-sentence summary of what you have learned from the
article.

- On ascale from 1to 5 (1=very boring; 5=very interesting), indicate to what
extent you have found the article interesting.

- Inyour estimate, what percentage of the article did you comprehend?

Predict and summarise ®4

We all read English-language papers and magazines, but we hardly ever try to
analyse the articles from a linguistic point of view.

Read the headline of a newspaper or magazine article.

On the basis of the headline, predict the content of the article and summarise
it in one paragraph.

Now read the full article and check it against your prediction.
Next, underline or highlight the first sentence of each paragraph.
Link the first sentences in a way that they make a coherent summary.

If there is a native colleague around, show her your summary and ask herto
suggest improvements.

Prepare the final draft of the summary.

:The name and some of the steps of the 'standard exercise' have been borrowed from Scott et al. (1984).

® 13 Read one of these
articles: Kubota 2001,

Liu 2001 or Sasaki 2001.
Identify the similarities

and differences in how the
authors learned to read and
write in English.

© 14Two edited volumes
containing personal accounts
of how non-native speakers
became reputed academics in
their field are worth reading.
Choose one paper and
describe the way its author
studied English.

Further reading:

Belcher & Connor (2001),
Braine (2005)
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Stream of consciousness

People in psychotherapy are sometimes asked to sit down and write whatever
comes into their mind, without bothering to think about or edit their product.

e Putan alarm clock or kitchen timer in front of you and then choose atopic of
any sort.
e« Setthe alarm to ring in five minutes and then begin to write.

¢ Worite non-stop without paying attention to either form or content and stop
as soon as the clock starts ringing.

¢ Check your writing and edit it into a coherent text, but try to maintain its
spontaneous flow.

Further reading

« Belcher, D. & U. Connor (Eds.)(2001). Reflections on Multiliterate Lives.
j Multilingual Matters.

This collection reports on the language development of highly successful useis o' English.
About  fthe contribj:ors come from the wodd of language studies, the other half represents
avanety o; other disciplines. Desp'te the diversity ofthe tales, the common denominator is the

naratO'i high levels of language awareness.

* Braine, G. (Ed.) (2005) Teaching English to the World: History, Curriculum,
and Practice Lawrence Erlbaum.

his volume contains reports oy ELTspec:a:ists irom 15 countries. Each chapter follows vae
same stiudure. Afterchromoing the brief history of ELI in the respective country, it cescrioes
tne curent EL"curriculum. Each account ends with the contnoutohs (autolb ocraphy, thus

combin®g country-soec dc information with life stones.

110



CHAPTER 11

PART VI Subsequent Research Projects

Natives and non-natives on video

(with Valéria Arva)

Chapters 11 and 12 report on my research carried out after the first and second editions of The Non-
native Teacher had been published. As such, they do not carry margin notes for discussion.

They can be used as extension reading to the main text.

V.

11.1 Background to the study

In this chapter, we revisit the issue of the native
versus the non-native speaker by reporting on
the results of a fourth study we carried out. This
study examines the validity of the assumptions
that (a) native and non-native teachers use
different teaching strategies, and (b) most of
these differences lie in their divergent language
backgrounds. Our primary aim, then, isto review
the claims advanced in previous chapters. In
order to ensure better validity, the scope of
investigation has been expanded by employing
a multiple research design. Whereas the data
presented earlier (Chapter 4.2) were obtained
solely from questionnaires and interviews, this
ethno-cognitive study analyses the participants'
behaviour atthe chalkface through a series

of video-recorded lessons and follow-up
interviews. While the range of research tools has
thus been widened, the sample is rather limited.
Therefore, our findings are tentative at best, and
call for replication on a larger population.

Our second aim isto find matches and

mismatches between stated and actual teaching
behaviours, because we subscribe to the belief
thatthere is a distinct gap between them. Stated

behaviour may be influenced, among other things,
by one's belief system, which 'deals not only with
beliefs about the way things are, but also with the
way things should be' (Woods, 1996: 70). Clark
and Peterson argue that 'the correspondence
between teachers' espoused beliefs and classroom
behaviour is not always high and is moderated

by circumstances that are beyond the teacher's
control' (1986: 291-292). This corresponds to

the distinction Marton (1981), in a more general
framework, made between first-order and second-
order research, the former being concerned with
what people do and the latter with what they
perceive they do.

Finally, we wish to respond to the criticism raised
by a reviewer of the first edition of The Non-
native Teacher, who said that 'the author tends to
overemphasize the linguistic deficit of non-native
professionals while neglecting other equally
significant factors related to professionalism'
(Samimy 1997: 816), probably referring to EFL
gualifications and length of experience. Our
analysis, therefore, pays special attention to the
relationship between language competence,
professional expertise and the efficacy of instruction.

'This is an adapted version of a paper entitled 'Native and non-native teachers in the classroom' System 28: 355-372.1wish to thank my co-author for

kindly agreeing to have our paper included in this volume. | am also indebted to all the teachers and students for their willingness to participate in the

project. My special thanks are due to our technician, TamasSelmeczi, as well as to Katalin Deli and Christopher Ryan for providing assistance in various

stages of the project.
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11.2 Research design

Research questions

This small-scale study analyses ten video-
recorded language lessons and ten follow-

up interviews with the recorded teachers. By
combining first-order and second-order research,
we seek to answer the following questions:

¢ What are the differences in teaching behaviour
between NESTs and non-NESTs?

« To what extent are these differences ascribable
to the participants' language background?

¢ What else may cause the differences?

e How do the participants' stated behaviour and
actual behaviour differ?

Data collection

There were a number of decisions we had to

take concerning the selection ofthe sample.

First, we decided to restrictto ten the number

of lessons to be observed and recorded.

Apart from budgetary and time constraints,

we assumed that the data to be obtained from
ten participants would suffice to offer tentative
answers to the research questions. The second
decision concerned an equal distribution of
NESTs and non-NESTSs, with the rationale that this
would secure a better ground for comparison.

A further consideration was to limitthe number
of participating schools to five, with one NEST
and one non-NEST in each; this would give us
the opportunity to kill two birds with one stone
(ie, two recordings at atime), as well as to reveal
traces of collaboration between colleagues
teaching in the same school. Finally, we planned
to selecta setof homogeneous student groups in
terms of age and language level. The target was
Year 10, because by thattime, we supposed, (a)
the linguistic differences between students would
already have levelled out,2(b) the teacher and the
students would know each other well, and (c) the
students would notyet have started preparing for
language examinations.3

With these objectives in mind, we set outto
identify ten teachers. It was made clear to
every candidate thatthe purpose of the survey
was to compare the teaching styles of NESTs
and non-NESTs, and that strict anonymity

and confidentiality would be guaranteed.
Nevertheless, quite a few teachers, especially
experienced non-NESTSs, refused to participate.
Our situation was exacerbated by the limited
choice of NESTs available in secondary schools.
As a consequence, our original aim to include
groups with students of roughly the same age
and level of English-language proficiency was
only partially fulfilled.

The visits took place in the course of November
and early December of 1997. Priorto the
recordings, we had asked the participants to
'teach as usual'. After the lessons, every teacher
satfor a 30 to 45-minute-long guided interview.
Each interview was recorded on an audio-
cassette and subsequently transcribed for the
sake of convenience. There were two almost
identical sets of questions compiled in advance:
one for each cohort. The questions focused on
the following points: professional background
(including foreign language competence), the
native/non-native issue, group profile, and the
assessment of the lesson they had taught (see
Appendix ).

The participants

The study comprised five native/non-native pairs,
who were teaching in five different schools.

With respectto the NESTs, the three males and
two females all came to Hungary on atwo-year
contract, under the auspices of 'Services for Open
Learning', a voluntary organisation in England.
Two arrived in September 1996 and three in
September 1997. Although all ofthem had a BA/
BEd degree or ateaching certificate, they were
poorly qualified as EFL teachers: prior to their
arrival in Hungary they had only completed crash
courses. While two participants had several years
of experience in teaching other subjects, the
cohort's TEFL experience was limited, ranging

2When students start secondary school, the differences between them in terms of their foreign-language competence may be quite significant, depending on

their previous contact with the language. Even in so-called beginner groups, one will find students whose knowledge is well above elementary.

3Towards the end of secondary school, groups tend to break up: students who have passed the state language exam are exempted from having to attend

English lessons, while the rest are busy preparing for either the state exam or the school-leaving examinations.



between one and two-and-a-half years. To
compensate for the gaps in their professional
training, however, they were eager to attend
conferences and in-service training courses. None
ofthem claimed to speak foreign languages
beyond elementary level; they spoke survival
Hungarian at best. Their teaching load averaged
20 lessons a week; with one exception, they also
had afew hours to teach outside their school.

The four female and one male Hungarians

were all qualified teachers of English; while two
were university graduates, three had college
certificates.4The length of experience ranged
between one and ten years, the average being
5.6 years. As regards in-service training, two
ofthe college graduates were studying for a

full university degree, two teachers regularly
attended conferences and in-service courses,
and one had even run workshops. While two
participants spoke no foreign languages other
than English, three were intermediate-level users
of Russian and/or German. All the non-NESTs
were employed full-time, their weekly teaching
load varying between 16 and 26 lessons. Two
ofthem had no extra teaching duties, three

were respectively teaching another 5, 16 and 20
lessons in private language schools, at companies
and/or privately.5

The five schools involved in the study were all
secondary grammar schools in Budapest.6Two
ofthem were well-established schools in the city
centre while the other three were up-and-coming
schools in the outskirts, including an English-
language bilingual school.7

The 139 participating students were aged
between 15 and 17 and attended grades 9, 10
and 11, respectively. 58 per cent were girls, 42
per cent boys. Group sizes ranged between 10
and 18, with an average of 14 students per group.
The number of lessons per week averaged 4.2 for

PART VI Subsequent Research Projects

eight of the groups; the two bilingual groups had
20 English lessons per week. Intheir teachers'
judgement, one group was at beginner, three

at pre-intermediate, two at intermediate and

four at upper-intermediate level. All the main
books being used were standard contemporary
coursebooks. (The chartin Appendix J
summarises the main points described above.)

Data analysis

After the data gathering process, first we watched
the video recordings to get ataste of the
teachers' work. This was followed by a detailed
analysis of the interviews in order for us to identify
differences in perceived teaching behaviour
between the NESTs and the non-NESTSs, and the
extentto which these differences correlated with
the results shown in the Table 8 (Chapter 6.3). As
an offshoot of this stage of investigation, attempts
at cooperation between the two cohorts were
recorded. Finally, we examined the recorded
lessons with the purpose of finding points of
convergence and divergence between stated and
actual teacher behaviour. It is in this order that we
present and discuss the results below.

11.3 Results and discussion

The interviews

How the NESTs behaved

Not surprisingly, the primary advantage
attributed to NESTSs lies in their superior English-
language competence (Chapter 5.1). Their
superiority was found particularly patent in their
capability to use the language spontaneously and
in the most diverse communicative situations. It

41n Hungary, there are two forms of teacher education: universities award degrees, while colleges award certificates. Whereas university graduates may teach

in any type of school, college graduates may only teach in primary education. Owing to the present shortage of English teachers, college graduates are also

allowed to work in secondary schools.

5The compulsory teaching load for secondary school teachers is 20 contact hours a week. The load of the two university graduates included a few hours of teaching

their other major subject, whereas the participant with 16 hours was a form-teacher, entitled to have a reduced load. Since it is impossible for school teachers to

make ends meet on their salary, they are forced to moonlight. Only those financially assisted by their families can afford to do without second and third jobs.

6Before 1989, primary education covered students aged 6-14 and secondary education 15-18. Since then, the monolithic 8 +4 structure has loosened up, and

comprehensive schools with a 6+6 or 4+8 structure have become fairly common.

7In bilingual schools, there is a ‘zero year' followed by four ‘normal years'. In the ‘zero year', the students have 20 English lessons a week so that they can cope

with the subjects they are obliged to study in English by the time they begin their first 'normal year".
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was argued by a non-native that any NEST's stock
of colloquial expressions, idioms and phrasal
verbs was incomparably richer than any non-
NEST's. 'Natives can answer any questions, even
from the area of biology or chemistry,' she said.
In addition, they serve as a vast source of cultural
knowledge (Chapter 6.4).

A native participant mentioned that 'My presence
in itself has a lot of value' - a presumptuous
statement which was corroborated by a non-
NEST: 'The mere presence of a native acts as a
motivating factor." NESTs were said to command
respect, because 'Students have to speak in
English when they're speaking to me [...], which

is what it would be like if they travelled abroad
anywhere.' 'Natives can say anything/ complained
anon-NEST. 'They are even forgiven for their
mistakes.' Butthe claim that really boggles the
mind came from a NEST: 'In a sense you can
throw away all your training and techniques and
just be yourself. Being yourself is the central
element.’

Nonetheless, a few handicaps were singled

out, too. Among them, the gaps in the NESTs'
grammatical knowledge ranked atthe top
(Chapter 6.3). As a native lamented, 'This is
wrong and this isthe correct way you should
say it, | know, but I can't explain why it's wrong
or right." Another NEST remarked that 'Most
native teachers | know never really came across
grammar until they started teaching it. So you
have to learn it as you go along.' However, most
NESTs working in Hungarian secondary schools
do not have to teach grammar. In our sample,
too, exceptfor the native in the bilingual school,
dealing with grammar was the exclusive liability
of the non-NESTs: 'l don'tteach grammar, so |
rarely get asked grammar questions.' This being
the case, the snappiest native participant could
afford to laugh away his ignorance like this: 'Of
course | have no idea of grammar.'

In four out of the five participating schools,
there was a distribution of work between the
NESTs and the non-NESTs (Chapter 8). In this
set-up, the natives were commissioned to teach
conversation, usually in one ortwo lessons a
week, whereas the non-natives, being the 'chief
teachers’, had to deal with everything else.

This implied thatthe NESTs had as many as ten
groups to teach without being in charge of any
of them. 'This isn't right,' said a non-NEST, 'but

they shouldn't take responsibility for a group
before they become aware of the needs of
Hungarian students, or are clear about language
examinations in Hungary' (Chapter 6.5). Another
non-native added that 'native colleagues don't
getgroups because they are not qualified
teachers; children sense this.'

Another glaring defect in the NESTS' repertoire
was their lack of Hungarian (Chapter 6.6). Now
thatthe rights of L1 use in the foreign-language
classroom had been reinstated, the NESTs with
no knowledge of Hungarian felt handicapped:

'l can't explain fully, especially with beginners,
and it can be frustrating.' Precisely for this reason
a non-NEST said: 'l wouldn't give a beginners'
group to a native unless he speaks Hungarian.'
With regard to error correction, another non-
native said that 'lf natives don't speak the
students' mothertongue, they cannot really
"interpret" the mistakes the students make.' This
may explain why the natives, as a rule, were so
reluctantto offer error correction (Chapter 6.4). A
lack of Hungarian may also be conducive to a lack
of empathy (Chapter 6.5), a remark paraphrased
by a NEST like this: 'Being a native speaker, it is
difficult for you to appreciate what the students
are going through when they're learning English.’
The NEST who speaks no Hungarian 'misses a lot,
does not realise when students are being nasty
or funny.' This leads on to the more general issue
of cultural deficit that NESTs are bound to suffer
from in a Hungarian school environment and
beyond (Chapter 6.4).

The NESTs were also criticised for their casual
attitude: 'The native isjust making friends with
the students,' said a non-native. 'The students
don't view him as ateacher, butjust as ayoung
chap messing about in sneakers.' The NESTs

were similarly lax in setting requirements. |

don't force anybody to do anything,' said a NEST
contentedly, only to be rebuked by a non-NEST:
'The students do not feel thatthey need to
prepare from lesson to lesson.' Be that as it may,
the factthatthe NESTs were relegated to teaching
conversation justifies their insouciant attitude to a
certain degree.

Another characteristic feature of the NESTs was
that, again, except for the teacher in the bilingual
school, they did not use coursebooks (Chapter
6.3). This was due to two things, said a non-NEST:
'They don't like them and they feel coursebooks



limittheir work.' It is a pity, she went on, because
'students have difficulties storing photocopied
handouts.' According to another non-native, the
NESTs' permissive teaching style also featured

in their reluctance to assign homework and give
grades. The NESTs 'are used as "props" atthe school

or as "status symbols",' concluded a non-native.

How the non-NESTs behaved

Providing thatthe assumptions made in earlier
chapters are valid, the reverse of what is said about
NESTs should apply to non-NESTSs. In fact, this
proved to be particularly true in our example, where
the intrinsic differences between the two groups
were compounded by the discordances found

in their training, foreign-language competence,
experience and familiarity with the local context.

To begin with the cons, the non-NESTs' most
conspicuous handicap, in their own judgement,
was their faulty command of English (Chapter
5.1). 'Because this is a learned language, itdoesn't
come spontaneously,' said a non-native. In spite

of the factthat all of them had been to English-
speaking countries, with a duration ranging from
two weeks to one-and-a-half years, they admitted
to having problems with basically every aspect of
competence, but especially with pronunciation,
vocabulary and colloquial expressions. Since
non-NESTs have far less contact with English as

it is used in real communicative situations, their
usage is often out-of-date and smacks of textbook
language. As a native participant pointed out, 'You
need to know notjustthe grammar, but where to
use it, when it sounds right, when it sounds wrong,
and a non-native speaker has to know a hell of a
lotin orderto be able to do that' On the other
hand, 'even natives argue and wonder a lot about
both vocabulary and grammar,' noted a non-NEST,
'‘Children are aware of this and upset about it.
Butthe real trouble isthat non-NESTs pass their
mistakes and inappropriacies to their students. As
a native observed, 'All students say pullover. It's
notwrong butthe more common word isjumper.
Butpullover is easier for students.' To make matters
worse, said a non-NEST, 'non-natives mix the two
languages indiscriminately while teaching".

In the long list of assets, grammar occupied the

pride of place (Chapter 6.3). Thanks to both their
own learning experience and theirtraining, most
of our non-native participants claimed to have in-
depth knowledge of the structure of English and
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a meta-cognitive awareness of how it worked.
This was acknowledged by the NESTs as well:
'The non-native teacher has learned grammar
and is able to convey thatto people very clearly
with no wastage, whereas Iwould have to look
things up more often to find out what it was | was
being asked about." And when push came to
shove, non-NESTs might call on L1,too (Chapter
6.6). 'It must be wonderful to be Hungarian

and if students have a problem to explain it in
Hungarian,' said a native participant.

The interviews with the non-NESTs also

revealed a high level of professional awareness.
In recognition of their linguistic strengths

and weaknesses, they knew how to make
improvements (Chapter 10). The most readily
available forms of language practice included
reading books and magazines, watching films
on video and TV, and talking to English-speaking
friends. In addition, one participant considered
his university studies, and another one the act
of teaching itself, as a means to better their
command of English (Chapter 9). The non-NEST
in the bilingual school found that discussing
professional issues in the staffroom was not only
the bestform of in-service training, but also an
effective way of practising English.

Having moved along the same road as their
students, non-NESTs 'may remember those
difficulties from their own learning' (Chapter
6.2), which was supposed to make them more
sensitive and understanding (Chapter 6.5).
Furthermore, since they were more familiar
with general educational goals, including
curricular and exam requirements, as well as
the students' individual goals, they were better
prepared to produce more realistic and concrete
teaching plans. Conscious of their linguistic
deficiencies, the non-NESTs claimed to prepare
more thorough lessons plans, and, as a non-
NEST remarked, 'Maybe because | have three
classes with the group, there's more continuity
in my work.' The assumption that non-NESTs
were stricter teachers may be explained by
their enhanced feeling of responsibility as well
as an awareness of being 'more limited by
school regulations and administrative tasks like
giving marks.' In this regard, a NEST formed a
negative view: 'A disadvantage of being a non-
native teacher is having been brought up in very
forced educational circumstances and possibly
sometimes passing that on.'
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In summary, both the NESTs and the non-NESTs
had mixed feelings aboutthe teaching styles

of colleagues from the opposite group. Their
statements would have more face validity if it had
notturned outthat most of them had, in fact, little
or no direct experience of observing each other's
classes. Itis only logical to suppose, therefore,
that the views expressed in the interviews were
based on a combination of previous experience,
hearsay and hunches.

Cooperation between NESTs and non-NESTs

Once itturned outthat the participants were not

in the habit of attending each other's lessons, this
question arose: Was there any cooperation at all

between the two groups? (Chapter 8).

The picture received by the researchers was
ambiguous. Cooperation was by far the closest in
the bilingual school where NESTs and non-NESTs
claimed to 'talk and coordinate a lot in general.'
They would even swap higher-level groups in
the middle of the term. A less close form ofjoint
work was reported by a non-native participant:
'We reportto each other and Itell him what

I've covered and ask him to supportthat[...]

He supplements my work.' In similar vein, one

of the natives said that 'I'm in constant contact
every day, many times a day, with the non-native
English teachers and the other teachers,' but
then he added: 'They're doing their thing and I'm
doing my thing'. Another NEST made it felt that
their cooperation stopped at him being used as a
language resource by non-native colleagues.

The remaining two reports from the NESTs were
guite grim. A newly arrived native was left out

on alimb by his non-native colleagues: 'l don't
know what the students are doing until they tell
me or laskthem [...]. The Hungarian teachers
have organised meetings, but ljust stand in the
corridor, have coffee, talk to students, I never
take part'. The other native felt no less deserted: 'l
don't really know what I'm supposed to be doing
[...]- ljust ask the children where they are in the
textbook because it's easier than trying to get any
sense out of the non-native teachers".

A few non-NESTSs, on the other hand, would
accuse their native colleagues of ignorance.
One ofthem said that his partner knew nothing
aboutthe Hungarian state language examination,
and another mentioned that her partner 'did

not know that the class was compulsory also

for those students who were frequently absent'.
When asked whether there was any cooperation
between him and his native colleague, a non-
NEST tersely said: '‘No. There's a lack of trust
between us"

There may be several reasons why, on the whole,
there was only a low level of collaboration
between the partners, the main reason being
that the differences between the two cohorts
were justtoo big and manifold. For one thing, the
natives were neither qualified nor experienced,
especially not in comparison with their non-
native partners. Whereas the NESTs were typically
monolingual, speaking 'idiot Hungarian', as one
of them said, non-NESTs were proficient speakers
of at leasttwo languages (Hungarian and
English). NESTs were typical backpackers urged
to 'go East', exceptfor the most senior teacher in
the bilingual school, who came as a spouse. To
make matters worse, they would only stay for a
limited period oftime.8

Another reason for limited cooperation may be
thatthe non-NESTs were justtoo overburdened to
engage in collaboration with anyone, let alone in
aforeign language. Although the official teaching
load of the two groups was the same, most non-
natives were compelled to take on far more extra
classes than their native colleagues, in addition to
their extra-curricular school duties, postgraduate
studies and family commitments. In short, the life
of any non-NEST in our sample was more difficult
and stressful than that of any NEST.9

80wing to bad salaries, young Hungarian EFLteachers do not stick it out, either. Rumour has it that an elderly teacher went up to a young colleague and asked:

‘Tell me, dear, do you plan to stay long enough for me to try and remember your name?’

' This may also explain, by the way, why several experienced non-NESTs refused to engage in our study.



A comparative analysis of the results

In this part of the discussion, the views of the
participants in this study are compared with the
views of the respondents featuring in Table 8
(Chapter 6.3). The area of investigation is the
perceived teaching behaviour of NESTs versus
non-NESTSs.

With respectto English-language proficiency,
our study bore outthe assumption put forward
in the previous chapters of this book that the
NESTs spoke better English than the non-NESTSs.
Their superiority embraced all four skills and all
areas of competence. There was a great deal

of correlation between the two sets of data
specifying the NESTS' linguistic strengths and the
non-NESTSs' linguistic weaknesses.

In like fashion, both studies identified the
differences in teaching style between NESTs and
non-NESTs. With respectto the category labelled
'General attitude' in Table 8, most items in the
two columns recurred in our study. Namely, as
conversation teachers, the NESTs could afford to
be innovative, flexible and casual, as opposed

to the non-NESTs, who had to apply more
middle-of-the-road, consistent and demanding
teaching strategies in awareness of the prevalent
educational constraints and their students' needs.
Atthe same time, the factthatthey were the

sole bearers of responsibility strengthened their
commitment, too. Having encountered the same
obstacles during their own language learning
career as their students, they were more likely to
empathise with their difficulties; the NESTs were
supposed to be in the dark about such hurdles.

Most of the specific attitudinal features in Table 8
were reiterated in our study. Non-NESTs were
said to have more insight into, and better meta-
cognitive knowledge of, grammar, even though
they could not manipulate linguistic structures
with the same ease as NESTSs; the distribution of
work between the NESTs and the non-NESTs in
our sample accentuated their divergent foci of
attention. The non-natives in the present study, too,
were found to stick to the textbook, whereas the
natives were reported to use avariety of materials
instead. Itwas also confirmed thatthe NESTs
were more tolerant of student errors. For lack of
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competence in Hungarian, they could notturn to
itfor help. While they were better informants of
the cultures of the English-speaking world (and
certainly of the cultural heritage ofthe British Isles)
than their non-NEST colleagues, they felt culturally
handicapped inthe Hungarian environment.

There were two further issues that emerged in this
study with particular force. One concerned the
strong motivational effectthe natives broughtto
bear on their students, by virtue of using English as
a genuine vehicle of communication. The students
simply had to use English ifthey needed to interact
with their native teacher - this was obviously not
the case with their non-native teacher. The other
issue had to do with lesson planning: the non-
NESTs were reported to be more conscientious

in their preparation and their plans had more
professional relevance. Their efforts may have been
spurred in part by an awareness of gaps in their
English-language competence.

On the other hand, certain features highlighted in
Table 8 were disregarded by our participants. For
example, there was no mention of whether our
NESTSs, too, favoured oral skills, teaching items in
context, free activities and group and pair work,
as opposed to our non-NESTs, who would be
expected to lend more emphasis to the printed
word, teaching items in isolation, controlled
activities and frontal work. More importantly,
while it is clear thatthe two sources of results
bear a good deal of resemblance, there is no
way of establishing at this pointthe degree of
correspondence between perceived behaviour
and their actual teaching behaviour. The analysis
ofthe video-recordings was designed to shed
light on possible discrepancies.

However, it looks certain thatthe respective
teaching behaviour of NESTs and non-NESTs is
closely connected with linguistic matters, and

at least some of the divergences perceived
between the two cohorts are determined by
their divergent language backgrounds. The
school principals in our project are likely to have
assigned to the NESTs the job of conversation
classes on grounds of linguistic considerations
alone. Such a selection criterion is of dubious
value. Considering the NESTs' lack of EFL training
and experience, however, there is no doubt that
the principals' decision was ultimately right.
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The video-recorded lessons

Observing the NESTs

The four conversation lessons given by the
NESTs took us by pleasant surprise.l0Instead of
'young chaps messing about in sneakers', four
keen, active and relaxed teachers were observed
in control of similarly disposed students. The
success of their endeavours may be attributed to
several factors.

First of all, the unqualified NESTs were timetabled
to do whatthey knew best: to use English for
communicative purposes (Chapter 6.1). All of
them spoke some local variety of British English,
and, judging by their reactions, the students
were able to understand them without undue
effort, even though the NESTs spoke at almost
normal speech rate. They were able to express
the desired message economically and clearly,
buttheir linguistic advantage over the non-NESTs
became especially palpable when instructions
were being given.

In addition to serving as 'perfect language
models', the NESTs were rich sources of cultural
information, highbrow as well as lowbrow,
about any topic around which the lessons were
structured: the jury system in Britain, charity
projects, the 'ideal world' of John Lennon, and
the gimmicks of advertising. Meanwhile, in

an effortto build cross-cultural bridges, they
keptinquiring about Hungarian traditions, for
example, folk art and the local version of Santa
Claus. These 'debating societies' seemed to bring
awelcome break in the students' daily routine.

Apartfrom the good choice of topics, the overall
success of the lessons was ensured by thorough
preparation - contrary to hints in the interviews.
Since none ofthe NESTs were using coursebooks,
they designed their own material in the form of
newspaper cut-outs, posters and worksheets.
Students were also required to prepare their own
material for the projects to be presented. Thanks
to meticulous planning, the NEST lessons had a
clear structure with activities linked to each other
in logical order.

The four NESTs proved to be good facilitators.
Untrained they may have been as EFL teachers,
but they were well-trained debaters, applying
with dexterity the etiquette of agreeing,
disagreeing, challenging, hesitating, and so on.
They sometimes took up a contrary position just
for the sake of stirring debate, butthey did not
hide their own personal opinions, either. For
example, when a boy said that women should
not be allowed on the jury, the teacher reminded
him that the ancient symbol of justice was a
woman, Justitia, with scales in one hand and a
sword in the other. Our general impression was
that the NESTs professed tolerant views, reflected
in the selection of discussion topics as well as in
comments such as 'John Lennon's world may not
be realistic but still that's his dream'. Or, when a
student said that Nazis should be barred from
the jury, the teacher countered that, for all his
personal aversion, nobody should be excluded
on the basis of their political allegiances. But
above all, the NESTs were good listeners who
showed genuine interest in whatever the students
had to say (Chapter 6.5).

The classes had a relaxed atmosphere, with

the teachers behaving in an ostentatiously
non-teacherly fashion. They discarded several
elements of the educational culture customary

in Hungarian schools. For example, they did not
expectto be formally greeted upon entering and
leaving the classroom, nor did they call on shy or
reluctant students or correct errors unless they
hindered understanding.1l

The NESTSs' casual attitude was manifest in

other respects, too. For example, they were
moving a lot between the blackboard and the
students, their movement being facilitated by the
horseshoe arrangement of desks. During pair and
group activities, they often crouched before the
studentthey wanted to listen or talk to, so that
their eyes would be atthe same level. Speaking
of pair and group work, the researchers could
not help noticing that, far more often than not,
the students used Hungarian among themselves
(Hancock 1997).

10As mentioned earlier, the fifth NESTwas a 'normal’ teacher in the bilingual school; her lesson is examined together with the non-NESTs.

N We wondered about the causes of the pidginised English that most of the students spoke-surely, NESTs had not spenta long enough time to be the culprits!



Humour was in great abundance in all four
lessons. Ittypically featured in one-liners, like
these: 'I'll give you one-and-a-half minutes
because I'm generous'; 'Earnings, not earrings’;
'Unarmed doesn't mean that he has no arm’'
(while showing thatthe arms would not be

cut off). On another occasion, the teacher
deliberately put up aword with a spelling
mistake, and when the mistake was spotted by
a student, she said: 'Good, so you are listening!
A few minutes later, the same teacher praised
those who had designed funny distractors for a
multiple-choice exercise. Exchanges between
teacher and student were often of ateasing kind,
like this one:

Teacher: We'll finish this the nexttime.
Student: Sure?
Teacher: Believe me.

The students were also allowed to make witty
remarks - it is a pity that all of them were
produced in Hungarian.

Finally, a caveat about the NEST lessons: they
were found successful in comparison to our
expectations, rather than in an absolute sense. As
a matter of fact, the teachers' performances were
rife with professional errors, big and small. Some
activities were launched and never finished;

the teacher spent an unduly long time with a
certain group atthe expense ofthe others; after
the groups had dwelt on atask for ten minutes,
some were not given the chance to presenttheir
project; discussions occasionally dragged on
endlessly, stealing the time from other tasks;
while one NEST ran out of time, another one ran
out of ideas, and so on. Butdon't teachers with
long experience committhe same mistakes?

Observing the Non-NESTs

Although the non-NESTs complained a lot about
their language handicaps In the interviews,
itturned outthat all five ofthem were fluent
speakers of English, two being what is often called
near-native speakers (Chapter 2.3). Except for
one teacher, the non-NESTs used English almost
exclusively during their lesson. This is in stark
contrastto the claim voiced in the interviews that
a great advantage of non-NESTs over NESTs was
their capability of drawing on the mothertongue
for assistance (Chapter 6.6). It was only the fifth
participantto whom the statementthat 'non-
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natives mix the two languages indiscriminately
while teaching' applied, as he was often caught
code-switching even in mid-sentence. Incidentally,
he was perhaps the most creative and energetic
teacher in the non-NEST sample.

The teachers themselves insisted on using
English all the time, but did not demand their
students to follow suit. The use of Hungarian was
most conspicuous during pair and group work -
a case of unprincipled leniency shared by both
cohorts. While acknowledging the laudable aims
of this form of practice, one is bound to ask: What
isthe point of a group activity which, for instance,
requires atwenty-minute-long preparatory
discussion in Hungarian only to yield a one-
sentence advertisement in English?

In consonance with the interview data, four of the
five lessons were built around some aspects of
grammar but, in contrast with the data in Table 8,
practice was not dominated by controlled
activities - a vast array of techniques and
procedures, including communicative tasks, was
applied to teach the structural patterns in context.
In other respects, too, the non-NEST lessons were
more varied than the NEST lessons, with the main
stress falling on speaking skills throughout.

However, some other results of Table 8 were
corroborated. Thus, all five non-natives relied on
one, or as many as four, different coursebooks,
resorted to more error correction, checked the
students' work more consistently and assigned
more homework than their native colleagues.
As expected, the non-native classes were poor
in cultural content (Chapter 5.1): four lessons
conveyed hardly any cultural information,
whereas the information supplied in the fifth
lesson aboutthe British school system was some
thirty years out of date.

With respectto class atmosphere, drawing any
comparison between the two cohorts would be
unfair, because conversation classes are freer by
nature. Nevertheless, a congenial atmosphere
was characteristic of three lessons. In addition

to activities eliciting humour such as charades,
tongue twisters and mimes, there were a lot of
witty asides ('I'm like the Orszagh-dictionary. ljust
supply the words."). One teacher exercised self-
irony when he responded to a student correcting
him, like this: 'You may draw my attention to my
mistakes because | do make mistakes.' Some
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non-natives rounded off their classes with
cheerful comments, such as 'You were great
today. | liked working with you.' and 'Thank you
for your cooperation. Have a nice day. See you
on Monday.' In defiance of a prediction made
by a NEST thatthe non-NESTs would keep their
students sitting all the time, the students had
ample opportunity to move among the desks
arranged in a horseshoe shape.

In contrast, two NESTs imposed formal discipline,
expecting the class to greet and take leave of
them in chorus and the group monitorto report
atthe beginning of the lesson. Possibly also upset
by the video-camera, they both looked rather
impatientl2 especially after they had realised that
they would run out oftime. Blaming the students
for their flop, one ofthem escaped into sarcasm:
'You're writing these down, aren't you? Of course
you are', and 'Don't advertise your own personal
problems because they're expensive'. Tension
caused the students to stare attheir books
speechlessly, only to become unruly during
group and pair work.

In our samples, two teachers stuck out like
sore thumbs: the NEST from the bilingual
school whose brief was to teach grammar
and the non-NEST who was doing a
conversation class. Both were misfits in their
own ways. The trouble with the NEST was
that she was unqualified to teach grammar,
therefore she relentlessly plodded through
the coursebook exercises. Strangely
enough, she was the only NEST who
adhered to classroom formalities, perhaps
in an effortto compensate for being a
foreigner. The non-NEST's conversation
class was no less miserable; as her feeling
of frustration grew, she gradually lost all
sense of timing and touch with her students.
Their failure may be due to the factthatthey
had taken on a role they were not fit for:

the NEST might have been more successful
had she held a conversation class, and the
non-NEST might have done better had she
focused on grammar.

2After several futile attempts to get across the meaning of the word impatient, the teacher asked with no feigned impatience: 'Now, shall | write impatient

on the board or not?'
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Summary

Even a glance atthe particulars of the ten participants selected for the study reveals enormous
differences: unqualified, inexperienced, monolingual, adventurous and relaxed natives on the one
hand, and well-qualified, experienced, bi/plurilingual, settled and overburdened non-natives on the
other. This may account for the looseness of cooperation between NESTs and non-NESTSs, as well as

for the adoption of considerably different teaching strategies. It would be more difficult to ascertain,
however, the extentto which these differences are due to divergences in their language or professional
backgrounds.

As for the differences in language proficiency, even though all five non-NESTs were fluent speakers

of English, they were unable to emulate NESTs on any count of language competence. The NESTSs'
authenticity was ensured by representing a different cultural heritage: they were carriers of a set of
values and ideas which were often atvariance with the students' expectations. The students seemed to
derive a great deal of motivation from the opportunity to operate atthe interface of two cultures.

With respectto the differences in allocated roles, four NESTs had been pre-ordained to teach

only conversation classes, leaving the lion's share for non-NESTs - this was a wise decision in our
judgement. Although Seidlhofer is right in saying that 'There has often been the danger of an automatic
extrapolation from competent speakerto competentteacher based on linguistic grounds alone, without
taking into consideration the criteria of cultural, social and pedagogic appropriacy' (1996: 69), it
appears to be afair assumption that even untrained NESTs can be used effectively for certain teaching
purposes - and not merely as 'status symbols'.

The differences in teaching style between NESTs and non-NESTs may be best characterised with two
comments. At one point, a non-NEST said to her class: 'And now I'd like to teach you atongue twister.'
Compare this to what a NEST said in the interview: 'Well, there's nothing in particular lwant to teach
those kids.' Although both intended to teach their students to communicate, they clearly had two
different kinds of commission. With tangible chunks to teach, the non-NESTs favoured a step-by-step
approach. With no such handrails to hold on to, the NESTs kept pushing their students along a never-
ending path. Hence the researchers' difficulty in making this comparative analysis any more transparent.

In an era of political correctness, one often reads references to classics of the profession. In a plenary
lecture, van Essen (1994) reminded us, for example, that 'As long ago as 1899 Henry Sweet, quite

unequivocally as was his wont, gave the following verdict: trained non-native teachers are better than
untrained native ones.' Ittook us a hundred years to realise that the picture is more complex than that.
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CHAPTER 12

Natives and non-natives - as seen by the
learners (with Eszter Benke)

Here, as in many other sources, the abbreviations NSs and NNSs are used instead of NESTs and

non-NESTSs.

12.1 Introduction

The NS/NNS issue has come into the focus of
professional attention: various aspects thereof
have been discussed in recent years. This debate
has produced several taxonomies and a special
NS/NNS-related vocabulary has evolved. Even
the legitimacy of the key term 'native speaker' has
been called into doubt (Braine 1999, Kramsch
1997, Medgyes 1994, Paikeday 1985), and the
number of professionals who assert that the
separation of NSs and NNSs does not bear
scrutiny is on the increase. Nevertheless, the NS/
NNS dichotomy is still in current use.

In his seminal book, Linguistic Imperialism,
Phillipson (1992a) tries to pull down the

barriers between NS and NNS teachers, yet he
strengthens the distinction by establishing the
demarcation line between core and periphery
countries. To the core belong countries, he
claims, whose first language is English, whereas
the periphery includes countries in which English
is spoken as a second or foreign language.
Phillipson argues that linguistic imperialism holds
sway by maintaining six NS fallacies, one of which
is the relative ineffectiveness of NNS teachers.

A similar division is offered by Holliday's (1994)
categories of BANA/TESEP. While the BANA group
typically comprises private sector adult institutions
in Britain, Australasia and North America, the
TESEP group includes state education at tertiary,
secondary and primary levels in the rest of the
world. By employing ethnographical research
methods, Holliday asserts that an approach which

works in BANA countries cannot necessarily be
implemented in a culturally different environment.
Although he is not directly concerned with the NS
and NNS dilemma, his assumptions bear obvious
relevance to the issue.

The acknowledgment of cultural differences and
multiculturalism requires a critical examination
of the profession's most fundamental beliefs
about the role of the English language and about
what constitutes native and native-like language
ability. By questioning the idealised status of the
NS, Kramsch highlights the benefits of being a
NNS, maintaining that 'the linguistic diversity
that learners bring to language learning can
contribute to the multiple possibilities of self
expression'(Kramsch 1997: 386). Learning a
foreign or second language, therefore, does not
constrain but, rather, enriches the mind.

This debate carries profound implications for
the work of the classroom teacher as well. Most
relevant from the perspective of the present
study was the first full-length book (Medgyes
1994), which was wholly devoted to the NS/NNS
dichotomy and its impact on teacher education.
Investigating differences in teaching attitudes
between the two groups of teachers, Medgyes
relies on data obtained from comprehensive
questionnaire surveys and interviews. The
differences are discussed around the focal points
of personal characteristics, language proficiency,
attitude to teaching the language, as well as
attitude to teaching culture. The results strongly
suggest that these differences are in large
measure due to linguistic factors.

11lwould like to express my gratitude to my co-author for giving me the permission to re-publish our paper in this adapted version. The original paper, entitled

'Differences in teaching behaviour between native and non-native speakerteachers: As seen by the learners’, was published in 2005 in E Llurda (Ed.),

Non-native Language Teachers: Perceptions, Challenges and Contributions (195-215). Springer. Many thanks also to the respondents of the study and to

colleagues who kindly contributed to the administration of the questionnaires.



Another book primarily concerned with the
NS/NNS teacher issue (Braine 1999) expounds
hitherto unknown views held by NNS educators in
ELT. This unique combination of autobiographical
narratives, theoretical articles and research
findings raises sociopolitical and sociocultural
concerns and ponders their implications for
teacher education.

While the NS/NNS issue has been extensively
studied from the teacher's point of view, less

has been written about learners' attitudes to
teachers who come from divergent language
backgrounds. Based on the findings of research
elaborated in Medgyes (1994), the present study
attempts to examine whether the differences as
viewed by NS and NNS teachers respectively

are in line with the learners' perceptions. A
recent study (Arva & Medgyes, 2000, Chapter

11) suggests a possible mismatch between
stated and actual behaviour, afact which may
well account for divergences in the results.
Nevertheless, differences in language proficiency,
allocated roles in the language class and teaching
styles between NS and NNS teachers are
confirmed by the empirical data obtained from
classroom observations.

Thus far, this literature review has focused on
theoretical findings concerning the NS/NNS
issue, on the assumption that such findings can
impinge on teaching practice. However, the
reverse may also be true: practical problems may
well designate areas for research. An area which
has sparked off heated debate in the past decade
concerns the sociopolitical constraints related to
the employment and non-employment of NNSs.
In defiance of NS superiority, numerous papers
and research accounts in professional journals
demand equal job opportunities. Regrettably,
such voices often fall on deaf ears at the decision-
making levels of educational institutions the
world over.

The growing interest in the question of NS and
NNS teachers is also acknowledged by the
inclusion of the topic inthe TESOL Research
Agenda (June 2000) as an item in 'Priority
Research Areas and Questions'. In this TESOL
document, the following NS/NNS-related
guestions are offered for further research:
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What challenges do NNSs face in teacher
education and professional development in
and outside the United States?

To what extent, if any, are issues related to
NNS professionals addressed by the TESOL
teacher preparation curriculum?

What kinds of support system are in place to
assist novice teachers (NSs and NNSs alike)
to successfully make the transition from pre-
service programs to the job situation?

In what ways can TESOL programs capitalise
on the skills and resources that NNSs bring to
the TESOL classroom?

How can collaboration between NNS and NS
teachers be facilitated?

Harking back to earlier research indicated
above, the present study wishes to contribute
to the NS/NNS debate by seeking answers to
the following questions:

In the ESL/EFL learners' judgement, which
are the most characteristic features of NS
and NNS teachers?

In which aspects of teaching behaviour are
the differences between the two groups the
most apparent?

To what extent do learners' perceptions
correspond to those held by the teachers
themselves?

12.2 The study

The respondents

Atotal of 422 Hungarian learners of English, all
NSs of Hungarian, participated in the study. The
selection of respondents was determined by two
factors:

All of them had been exposed to more than a
year of English language instruction offered by
both NS and NNS teachers.

They were at a proficiency level of low
intermediate or above.

The characteristics of the respondents are
reported in percentages in Table 13.

123



THE NON-NATIVE TEACHER

124

School type

Location of school

Age of participant

Gender

Years of English
studies

Years of NS teacher's
instruction

Level of language
proficiency

Table 13: Participant characteristics

Secondary school (vocational+grammar)
Bilingual secondary school (vocational+grammar)

College (teacher training, business)

University

Private language school

Missing

Total
Budapest
Outside Budapest
Total

<20

20-30

30>

Missing

Total

Male

Female
Missing

Total

<5

5-10

10>

Missing

Total

<2

2-3

4-5

6>

Missing

Total

Lower intermediate
Intermediate
Upper intermediate
Advanced
Missing

Total

Frequency
59
205
26
92
32
8
422
305
117
422
276
131
14

422
202
218

422
82
250
80
10
422
219
119
51
10
23
422
27
92
179
100
24
422

Per cent
14.0
48.6
6.2
21.8
7.6
19
100
72.3
27.7
100
65.4
31.0
3.3
0.3
100
47.9
51.7
0.5
100
19.4
59.2
18.9
25
100
51.8
28.2
12.1
25
5.4
100
6.4
21.8
42.4
23.7
5.7
100



As shown in Table 13, the largest proportion of
respondents came from ordinary or bilingual
secondary schools, either grammar or vocational.
Among the institutions of higher education,
different kinds of colleges and universities

were included. Language learners from private
language schools are also represented in the
study. (For a detailed list of participating schools,
see Appendix K.)

To ensure easier access to data collection and a
higher return rate, nearly three-quarters of the
respondents were recruited from Budapest and
the rest from the countryside. This imbalance
may also be justified by the geographical
distribution of native teachers: the capital city
and other large cities offer better employment
possibilities and more favourable conditions as
compared to rural educational institutions. Since
two thirds of the respondents were attending
secondary school atthe time of the survey,

the majority of the population under study is
below 20 years of age. Interms of gender, the
proportion is well-balanced, with 47.9 per cent
males and 51.7 per cent females. On average,
the respondents were fairly experienced learners,
and their English-language proficiency level
ranged between intermediate and advanced.
Considering the fact that all of them were
studying English in Hungary, it is no surprise that
they had been exposed to NS teacher instruction
to a much lesser extent than to instruction
provided by fellow Hungarians. The high
percentage of the missing answers in relation

to the years of NS teacher's instruction is the
result of data omission. The categorisation of the
apparent diversity of answers would have posed
a serious threat to the reliability of the study.

No subject, however, with less than ayear's NS
instruction was included in the sample.

The instrument

The research instrument applied was a multi-item
guestionnaire. (For atranslated version of the
guestionnaire, which was done in Hungarian, see
Appendix K.) As pointed out above, the main
purpose of the study was to investigate learners'
perceptions of the differences between NS and
NNS teachers of English, and the process of
guestionnaire development was facilitated by the
results of two earlier studies (Medgyes 1994, Arva
& Medgyes 2000, Chapter 11). For fear of getting
lost in detail, only those aspects of teaching which
had been found relevant by the studies referred
to above were included in the questionnaire.
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After the draft questionnaire was piloted on a
small sample, several modifications, prompted by
expert validation as well as by verbal protocols,
were carried out.

The final instrument was afour-page questionnaire
broken down into five sections. The cover letter
gave a brief rationale for the survey, instructions
for the completion of the questionnaire, and a
request that the questionnaire be completed and
returned within a week. To increase the level of
reliability, the researchers' own learners were not
involved in the survey and personal identification
was not required.

The first section of the questionnaire contained
eight questions which asked for background
information. The second and third sections each
contained a set of 23 items, one designed for
NNS and an identical set for NS teachers. The
respondents had to apply afive-point Likert-

type scale to assess the extentto which these
statements, in their view, characterised NNS and
NS teachers, respectively. The statements covered
classroom management issues as well as personal,
albeit teaching-related, characteristics. The fourth
section comprised eleven provocative statements
which referred to both NS and NNS teachers within
the framework of a Likert-scale scoring design.
The open-ended items in the last section elicited
information about the potential advantages and
disadvantages of NS and NNS teachers.

Procedures

The exceptionally high return rate (91 per cent) of
the questionnaires was possibly due to the careful
selection of respondents as well asto thorough
preliminary arrangements. Colleagues willing

to distribute the questionnaires were asked to
perform in-class administration as this allowed
continuous monitoring and immediate assistance
with the completion if necessary. The informal and
spontaneous feedback provided by colleagues
both on the questions and their learners' reactions
and verbal comments also proved helpful in
interpreting the results. A number of respondents
expressed their wish to read the final paper - an
indication that the majority took their task seriously.

For the central part of the questionnaire eliciting
differences between NS and NNS teachers,

as well as for the concluding miscellaneous
statements, means and standard deviations were
calculated from students' perceptions marked
on the Likert-scale. To test the significance of the
observed differences, a paired-sample t-test was

run on the data-set.
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12.3 Results and discussion

In the sections below, the results of the data analysis of the questionnaire are presented and discussed.

Non-native speaker teachers

Table 14 presents learners' attitudes to, and opinions about, NNS teachers. The statements expressed
in means and percentages are ranked according to the degree of agreement, in descending order.

Table 14: Responses for NNS teachers - as seen by the learners

Statement

assigns a lot of homework

prepares conscientiously for the
lessons

corrects errors consistently
prepares learners well for the exam

assesses my language knowledge
realistically

relies heavily on the coursebook
is interested in learners' opinions

puts more emphasis on grammar
rules

sticks more rigidly to lesson plan
istoo harsh in marking

sets a great number of tests

prefers traditional forms of teaching
applies pair work regularly in class
uses ample supplementary material

applies group work regularly in
class

directs me towards autonomous
learning

runs interesting classes
is happy to improvise

speaks most of the time during the
lesson

provides extensive information
about the culture

focuses primarily on speaking skills
prefers teaching 'differently’

is impatient

The bold type in the table indicates the view of the majority of the respondents who agreed or

Likert

Mean
4.04
3.94

3.72
351
3.50

3.22
3.19
3.16

3.13
3.13
3.09
3.06
3.05
3.03
281

2.73

2.7
2.64
2.62

2.6

2.54
2.38
1.99

Sb
1.23
112

1.22
1.15
1.20

1.36
131
1.28

1.13
117
1.33
1.14
1.35
1.28
1.30

1.19

121
1.22
12

1.28

1.18
1.08
1.15

answer
%

0
2.4
2.6

21
2.9
31

2.6
21
21

2.4
25
2.6
4.1
2

2.6
2.4

2.3

21
2.4
2.6

21

25
2.4
2.6

strongly disagree-—strongly agree

1
5.7
3.8

3.3
3.8
52

12.3
7.3
81

4.5
13.0
111
7.3
12.1
9.0
14.7

14.5

10.0
16.8
13.5

16.8

15.9
19.4
41.5

2
11.6
10.9

20.9
225
19.9

275
35.3
33.9

36.5
47.6
33.2
29.4
34.8
38.6
39.6

36.5

521
38.4
49.1

45.5

47.2
43.8
34.6

%
3
3.3

8

=}

7.8
95
15.6

21
55
4.5

5.2
6.6
4.5
18.2
2.8
31
2.8

135

12
12.6
21

6.2

5.2
17.1
6.2

4
29.6
37.4

33.9
43.1
33.9

37.7
30.8
36.7

45.0
24.4
33.4
32.5
32.7
33.9
30.8

275

26.5
225
26.5

18.5

24.2
12.8
111

5
47.4
36.5

32.0
18.2
22.3

17.8
19.0
14.7

6.4
5.9
15.2
8.5
15.6
12.8
9.7

5.7

81
7.3
6.2

10.9

5.0
4.5
4.0

disagreed with the statement. Thus, the top part of the table lists the most characteristic features of the
NN teacher, whereas characteristics regarded as the least typical are presented in the lower part of
the table. It is interesting to note that 77 per cent, 73.9 per cent and 65.9 per cent of the respondents
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claimed, on the one hand, that NNS teachers would always or often give a lot of homework, plan their
lessons thoroughly, and consistently check for errors. On the other hand, the relatively low means for
the lasttwo items indicate that NNS teachers never or rarely lose their patience (76.1 per cent) and tend
to apply middle-of-the-road methods (63.2 per cent).

Native speaker teachers

As opposed to Table 14, Table 15 shows the learners' judgements about NS teachers.

Table 15: Responses for NS teachers - as seen by the learners

Statement Likert answer strongly disagree-—strongly agree
% %

Mean SD 0 1 2 3 4 5
focuses primarily on speaking skills  3.96 131 2.9 5.7 121 47 322 424
is happy to improvise 3.68 141 21 6.6 18.0 81 32,5 327
provides extensive information 3.62 1.38 2.4 8.1 220 4.0 28.7 34.8
about the culture
is interested in learners' opinions 3.53 1.39 25 114 182 47 33.6 29.6
applies group work regularly in 3.48 131 2.6 7.8 23.7 31 39.3 235
class
runs interesting classes 3.42 1.43 2.4 128 218 26 32.9 275
prepares conscientiously for the 341 1.26 2.7 8.5 246 688 28.9 26.5
lessons
prefers teaching 'differently’ 3.38 1.37 2.2 8.5 20.1 147 348 19.7
assesses my language knowledge 3.36 1.17 3.3 5.9 209 19.2 341 16.6
realistically
applies pair work regularly in class 3.34 141 2.4 135 223 26 36.0 23.2
uses ample supplementary material 3.24 1.36 2.6 102 296 52 31.8 20.6
corrects errors consistently 321 1.26 3.0 71 30.8 10.0 32.7 16.4
speaks most of the time during the  3.00 1.37 21 135 358 24 301 161
lesson
sticks more rigidly to lesson plan 2.76 1.46 2.4 218 344 52 175 18.7
prepares learners well for the exam  2.76 1.28 3.4 16.8 34.1 9.7 275 85
directs me towards autonomous 2.52 1.18 29 256 294 13.0 239 52
learning
prefers traditional forms of teaching 2.36 1.19 2.6 265 327 225 81 7.6
assigns a lot of homework 2.33 1.27 25 28.0 415 3.6 166 7.8
istoo harsh in marking 2.28 1.18 3.3 275 39.3 10.0 152 47
relies heavily on the coursebook 2.18 1.15 21 419 296 3.6 126 10.2
puts more emphasis on grammar 2.03 1.19 2.2 36.7 41.2 45 111 43
rules
sets a great number of tests 1.97 1.46 2.6 429 339 5.9 104 43
is impatient 1.92 1.28 25 52.6 24.6 4.7 6.4 9.2

Not surprisingly, the NS teachers' preoccupation with practising the speaking skills figures at the top
of the list ('strongly agree' and 'agree' together amounting to 74.6 per cent). This is followed by their
preference for supplying cultural information and aflair for deviating from their lesson plan (63,5 per
cent). The results atthe bottom of the scale suggest that NS teachers are very patient, just as much
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as their NNS colleagues. In addition, it was generally agreed thatthe NS is a patient, permissive and
experimenting type of teacher, reluctant to set tests and spend time on grammar development.
Mention should also be made about the high proportion of indecisive answers that the statement
'prefers traditional forms of teaching' elicited. It seems that, in spite of the numerous modifications
carried out during the validation process of the questionnaire, this statement remained a red herring for
reasons unknown to the researchers.

Comparing results

Having performed the t-test, it turns out that with the exception of one item (is impatient' t= .809, p=
.419,), all the rest reveal statistically significant differences (p < .05) in teaching behaviour between

NS and NNS teachers. Thus it may be said that NNS teachers, on the whole, are more demanding,
thorough and traditional in the classroom than their NS colleagues, who are more outgoing, casual and
talkative. An interesting point, noted above: both groups of teachers were found to be patient - equally
patient, as a matter of fact!

Miscellaneous statements

As indicated earlier, the fourth section of the questionnaire consisted of provocative claims about NS
and NNS teachers. Table 16 shows the means and the percentages for each statement, arranged from
the highest in descending order.

Table 16: Responses to miscellaneous statements

Statement Likert answer strongly disagree—strongly agree
% %

Mean SD 0 1 2 3 4 5
It is important that we should be able 4.40 0.95 1.9 2.6 2.6 8.5 23.5 60.9
to translate.
In an ideal situation both native and 4.40 1.04 1.6 31 4.5 8.8 15.2 66.8
non-native teachers should teach you.
A non-native teacher can give more 3.87 1.10 1.6 3.6 7.6 223 30.1 348
help for a beginner.
A native speaker teaches speaking 3.78 111 19 3.6 9.5 239 29.1 320
skills and conversation more
effectively.
Native speakers should teach at a 3.65 1.06 17 4.0 81 30.3 32.0 239
more advanced level.
It does not matter what the teacher's  3.53 1.13 17 3.3 149 322 225 254

native language is, the only thing that
matters is how they teach.

There is no harm in the teacher using 3.43 1.22 19 5.2 209 232 239 249
Hungarian every now and then.

It is essential that everything should 3.42 1.14 14 7.6 109 30.8 31.3 180
be in English in an English lesson.

A non-native speaker teaches writing  3.04 1.19 2 123 180 327 232 118
skills more effectively.

Iwould be ready to trade a non-native 2.48 1.33 3.8 303 21.3 223 123 100
teacher for a native any time.

Iwish | had only non-native teachers 1.43 0.93 19 756 116 5.0 3.3 2.6
of English.



As Table 16 shows, there are two statements with
the same mean scores (4.40) at the top, which
suggests that these items were agreed by the
overwhelming majority of respondents. While

the percentage of positive responses ('strongly
agree' and 'agree' together) for 'lt is important
that we should be able to translate' was 84.4,

'In an ideal situation both native and non-native
teachers should teach you' received 82 per cent.
With respectto disagreements, 'l would be ready
to trade a non-native teacher for a native any time'
was the second least popular statement with a
mean score of 2.48 (only 22.3 per cent of the
respondents agreed or strongly agreed). The item
bringing up the rear was 'l wish | had only non-
native teachers of English' with a mean score of
1.43, and merely 5.9 per cent of the respondents
agreeing or strongly agreeing. Apart from the
statement referring to the importance of translation
skills, the other three mentioned above carry the
same message: both NS and NNS teachers play
an important role in the classroom and neither
group should be dispensed with. In this regard,
one respondent commented on 'l would be ready
to trade a non-native teacher for a native any time'
with the expletive 'Rubbish!" in capital letters. This
seems to express the general view.

Advantages and disadvantages

Non-native speaker teachers

Many features brought up by the earlier parts of
the questionnaire were reiterated in the answers
to the open questions in the last section. The
advantage most frequently ascribed to the NNS
teacher is related to teaching and explaining
grammar. It was repeatedly claimed that NNS
teachers have a more structured approach to
teaching grammar and are better able to deal
with grammatical difficulties, especially with those
encountered by Hungarian learners. Thanks to
their intimate familiarity with the local educational
environment, NNS teachers can provide more
thorough exam preparation and stand a better
chance of detecting cheats. Being on the same
wavelength as their learners, as one respondent
put it, they can promote language learning more
effectively. Furthermore, they are of invaluable
help in supplying the exact Hungarian equivalent
of certain English words and developing
translation skills. On the other hand, the shared
native language poses certain threats as well.
Several respondents observed that NNS teachers
are prone to use too much Hungarian during the
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lessons and to sidetrack in their mother tongue. A
recurrent criticism was levelled against their bad
pronunciation and outdated language use.

Native speaker teachers

With respectto NS teachers, learners spoke highly
of their ability to teach conversation classes and

to serve as perfect models for imitation. They were
also found to be more capable of getting their
learners to speak. Several respondents noted that
NS teachers are more friendly, and their lessons
are more lively and colourful than their NNS
colleagues'. Lower level learners, however, often
found NS teachers difficult to understand, nor was
the explaining of grammar considered to be one
of their strengths. In the absence of a shared native
language, runs an argument, NS teachers tend to
leave problems unexplained. On a more general
plane, as NS teachers and their learners come from
different cultural and language backgrounds, a
communication gap between them is often created.

It must be admitted, though, that the picture is

far more complex than the one described above,
tainted with individual tastes and preferences. It

often occurred that afeature highly appreciated by
one learner was seen as a weakness by another. In
addition, learners often expressed their views in crude
and emotional terms, barely using modal auxiliaries
as softeners. Here are afew quotations for illustration:

dam absolutely positive that a native teacher is more -;or;:er:5";
can teach the language much better.
(a 22 year-old female university learner)

1 have been able to understand native Englls® sceer ;v:e :.a
taught by a native. Itis an acoustic delight t: ;'s:er :: :rer) ... -e:
they are spoilt and are sometimes too casuak

(a 22 year-old male university learnerl

‘Pronunciation, pronunciation, proimmc'acj .
(a 17 year-old secondary school learner

‘A native speaker finds it more difficult to understand a sentence
that was thought of in Hungarian but actually said in English:'
(a 32 year-old male from a language school)

‘Non-natives take the English lesson too seriously - as if it was a
guestion of iife or death, if you make a mistake, you die.’
(a 28 year-old male college learner)

‘They are sometimes not very accurate and they can't spell -
especially Americans.'
(a 16 year-old secondary school learner)
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Conclusion

The objective of the study was to conduct research
on differences in teaching behaviour between NSs
and NNSs, as perceived by their learners. Whereas
earlier studies were grounded in teachers'
perceptions, on the one hand, and classroom
observation, on the other, this study investigated
the differences from athird perspective, namely
that of the learners of English.

Out of the three research questions asked in
the Introduction, two were answered in the
preceding sections. After the typical behavioural
patterns were identified first for NNS teachers
and subsequently for their NS colleagues, the
results were compared against each other, with
the aim of finding the distinguishing features
between the two groups of teachers. In the light
of these results, it may be said that NS and NNS
teachers form two easily identifiable groups, who
adopt distinctly different teaching attitudes and
teaching methods.

There is only one question left unanswered: To
what extent do learners' perceptions correspond
to those held by the teachers? In order to be able
to answer this question, the findings of Medgyes
(1994: 58-59) need to be contrasted with the
results obtained in the present study. It has to

be admitted, however, that not all the features
represented in the table by Medgyes (1994)
were included in this study, just as there were
certain items which were specifically designed
for our questionnaire. Differences in wording

for corresponding items also warrant caution in
assessing the results.

For all these words of caution, it is legitimate to
compare the two sets of data, and indeed the
results yield very close correspondences: an item-
by-item analysis of the respective features reveals

that there is an almost perfect match between
teachers' and learners' perceptions. The responses
to the miscellaneous statements (Table 16), but
especially the final part of the questionnaire
inquiring about the respective advantages and
disadvantages, provide persuasive evidence for
the existence of distinctive features between the
two cohorts of teachers.

Medgyes (1994) reiterated that the establishment
of differences carries no value judgment: neither
group is supposed to be better on account of
their specific teaching styles. This assumption
was confirmed by the learners' reactions to the
provocative statements in the questionnaire: the
results summarised in Table 16 seem to prove
that learners appreciate both groups of teachers
for what they can do best in the classroom.

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 would be ill-prepared to
dispense with the services of either group.

This study aimed to complement the findings
produced by an examination of teachers'
perceptions and classroom observation with that
of the learners, thus adding the third leg of a
tripod. At the same time, it cannot be denied that
the scope of this study was obviously limited as

it canvassed a limited number of respondents,
who cannot be considered to be a representative
sample. It was also restricted in geographical
terms: only the situation in Hungary was explored.
Therefore, similar triangulative research projects
should be launched before conclusive evidence
concerning the NS/NNS distinction can be
obtained. One aim of the project outlined above
was precisely this: to induce further research in
the area.
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Conclusion

This book has been addressed to, and written about, non-NESTSs, the problems we
encounter and the challenges we have to meet. Some readers may close the book
with the feeling that | have taken a fatalistic attitude: "You're born a non-NEST, you
die a non-NEST!" They may argue that | have overemphasised inborn capacities at
the expense of other, perhaps more important, aspects of the teaching profession.

I readily admit that, apart from passing remarks, | have paid less attention to many
components of teacher education that contribute to the success of the language
teaching operation. But, with the NEST/non-NEST distinction in focus, the issue

of language proficiency has had to occupy pride of place. After all, most of the
archetypal differences found between NESTs and non-NESTs in terms of their
teaching behaviour are ultimately attributable, as | have attempted to prove, to
their divergent language backgrounds. This is not the same as to suggest that a
high degree of English-language proficiency alone is the guarantee for successful
teaching. Indeed, despite the linguistic handicap, non-NESTs have an equal chance
of success for reasons | have examined throughout the book.

While analysing the NEST/non-NEST discrepancy, | have consistently used the
term teacher education, instead of teacher training. As | see it, 'teacher training’

is restricted to institutionalised forms of teacher development, such as pre- and
in-service training, in which the teacher is given external assistance by teacher
trainers. A wider term, 'teacher education’, goes beyond teacher training to include
any voluntary, self-generated activity which ateacher, NEST or non-NEST, pursues
with the intention of enhancing her professional expertise. Teacher education is
about raising the teacher's self-awareness: it makes her conscious of what she

is doing, and why she is doing whatever it is that she is doing. The essence of

all forms of teacher education should be to help teachers develop ateaching
philosophy which guides them in their daily activities. Lacking a set of principles,
teachers are hopelessly exposed to the whims of fashion and are likely to lose their
credibility as professional people.

| regard the ability to be reflective as afar more important condition for success
than any other factor, including that of language proficiency. In writing this book, |
set out to make my own contribution to raising the self-awareness of all teachers,
particularly us non-NESTs. To the extent that | have achieved this goal, | am content.
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© If you are a non-NEST,
you might like to do this
questionnaire and compare
your responses with other
non-NEST colleagues.
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APPENDIX A

Questionnaire Survey 1®

If you feel that any of these questions will identify you in a way you do not wish
to be identified, feel free to avoid the question.

1

2

Native language(s):

Age: 20-30 O 30-40 O 40-50 O 50-60 O 60+ O

Major area of study (specialisation):

BA:

MA:

PhD:

Are you currently preparing for a degree?
YES O NO O
If yes, specify field: []

Indicate the overall level of your foreign language proficiency. List all the
languages you know.

Languages:
low:

medium:

high:

near-native:

Obviously not all learners are equally gifted in learning foreign languages.
How do you rate yourself? Check the appropriate box. (1 is best.)

10 2D 3D 4 0O 50
Concerning the foreign language you know best, have you spent any

significant time in a country where this language is spoken as the native
language?

YES O NO O

For how long? months

Apart from possible longer stays in the target language country, what
helped you most in becoming proficient in that language? Describe briefly.



9 Have you ever attended a School of Education?

YES O NO O
If yes, specify the duration of training and the degree/certificate you hold.

Duration:

Degree/certificate:

10 For how long have you been teaching....?
English? years
other foreign languages? years

Specify languages:

11 What has been your average teaching load in the past couple of years?

hours per week

12 Do you regard teaching as your main professional interest?
YES O NO O
If not, why are you teaching?
to earn my living:
to study at USC:
because | enjoy teaching:
other:

specify:

13 Have you taught English abroad for any significant period of time?
YES O NO O
If yes, specify the three longest stays:

Country:

Duration:

Type of school:

Yourjob:

14 What was the primary motive for your decision to teach overseas?

APPENDICES

133



THE NON-NATIVE TEACHER

134

15 In the countries in which you taught, was there any organised cooperation

16

17

between native-speaker teachers of English (NTs) and non-native-speaker
teachers (NNTs), such as team-teaching, in-service training courses for
NNTs?

YES O NO O

If yes, briefly describe indicating who (or what agency) organized the
cooperation and the exact nature and duration of the cooperative activity.

Suppose you were the principal of a language school in a non-English
speaking country. Would you prefer to hire:

more NTs than NNTs?
an equal number of NTs and NNTs?
more NNTs than NTSs?

Explain your preference:

Undoubtedly there are differences between the teaching attitudes of NTs
and NNTs. Based on your experiences and/or impressions, describe the
major differences (max. 150 words).

If you have any further comments, please provide them on a separate sheet.
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APPENDIX B

Questionnaire Survey 2

Your name (optional):

1 What isyour native language (mother tongue)?

2 How many years/at what academic level did you study to qualify as a
teacher of English as a foreign language?

3 How many years of experience do you have as an English teacher?
one year:
less than three years:
three years:
less than five years:
five years:

more than five years:

4 Type of school (e.g. academic, vocational, comprehensive, etc.):

5 Approximate number of students in your school:

6 What age-groups are you teaching?

3-6 O 6-10 O 10-14 O 14-18 O 18-24 O 24+ 0O

7 What isyour average teaching load per week?
less than 10 hours a week:
10-15 hours a week:
15-20 hours a week:

more than 20 hours a week:

8 On average, how many students are there in your classes?

less than CH 10-15 D 15-20 O 20-25 EH 25-30 O
30-35 O 40 O more than 40 O
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9 What do you consider the main aims/objectives of your teaching of English
as a foreign language?

10 Describe briefly the teaching methods you apply in your teaching of
English as a foreign language.

11 The average level of learning ability of your students, in your opinion, is:
poor O mediocre O good O very good O excellent O
12 Among the teachers of English in your school, what isthe proportion of
those who are native speakers of English?
all of them:
about.. per cent of the staff:

none of them:

13 Do you see any differences between native and non-native speaker
teachers of English in the way they teach the foreign language?

YES O NO O

If yes, what are the differences?

14 Who do you think is more successful in teaching English as a foreign
language:

the native speaker of English?
the non-native speaker of English?

Give your reasons to justify your answer.

136



15 Isthere any organised cooperation between native and non-native speaker

16

17

teachers of English in your country?
YES O NO O

If yes, briefly describe it.

If no, in what form do you think the cooperation of native speaker and non-
native speaker teachers of English could be established or made effective?

If you were in charge of administering your school, what proportion of
native speaker vs. non-native speaker teachers of English would you
employ in the English department?

more native speakers of English:
an equal number of native speakers and non-native speakers:
more non-native speakers of English:

Give your reasons to justify your choice:

18 Further comments:

FOR NON-NATIVE SPEAKER TEACHERS

19 Indicate the amount of time you have spent in an English-speaking

country:

none:

less than one month:
1-3 months:

about half a year:
about awhole year:

more than ayear:
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20 Ifyou have studied in an English-speaking country, describe your studies

21

22

23

briefly, in terms of time and level.

How often do you speak with native speakers of English?

every day:

once or twice a week:

once or twice a month:

afew times ayear:

rarely:

never:

Compared to other non-native speaker teachers of English in your country,
how would you rate your command of English? (5 is best!)

10 2D 3D 4 0O 50

If you feel you have difficulties in the use of English,

a) What are they? Describe them briefly.

b) To what extent do they hinder you in your work as ateacher of English?
not at all:
a little:
quite a bit:
very much:

extremely:

Thank you for your kind cooperation!
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Questionnaire Survey 3

1

2

4a

4b

4c

How many years ago did you start your teaching career?

What age group do you teach primarily? (You may indicate more than one
age group.)
4-6 O 7-10 O 11-14 O 15-18 O 19-24 O over 24 O

In your judgement, has your overall command of English become better or
worse since you graduated from university/college?

better O better in some respects, worse in others O worse O

Answer these questions only if your response to Question 3 is 'better’ or
'better in some respects, worse in others'.

For most of us, it is in the classroom that we use English most frequently. Our
primary communicative partners are the students, whose English is far poorer
than ours. On the whole, how does this affect your command of English?

Itdoes damage to my English.
no O hardly any O some considerable O alotof O

Outside the classroom, where else have you had the chance to use English ?
(You may indicate more than one area.)

extended stays in English-speaking countries:

talking with native English-speaking friends:

reading books/newspapers in English:

reading professional literature in English:
corresponding with friends/acquaintances:

listening to English-language programmes on radio/TV:
frequent contacts with English-speaking friends:

other:

Specify those areas where your English has improved most considerably
over the years. (You may indicate more than one area.)

pronunciation:
grammar:
vocabulary:
functions:
listening skills:
speaking skills:

reading skills:
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ba

5b

writing skills:

Any other areas?

Answer these questions only if your response to Question 3 is 'worse".
Do you think your loss of language is mainly due to your job as ateacher?
YES O NO O

Specify those areas where you feel language loss has been particularly
acute. (You may choose more than one area.)

pronunciation:
grammar:
vocabulary:
functions:
listening skills:
speaking skills:
reading skills:
writing skills:
Any other areas?

Many colleagues complain that their command of English seems to have
reached a plateau level, ie, they can make no further progress. Do you
share this feeling?

YES O NO O

If your answer is 'yes' to Question 6, which areas of your competence
appear to be most fossilized? (You may indicate more than one area.)

pronunciation:
grammar:
vocabulary:
functions:
listening skills:
speaking skills:
reading skills:
writing skills:
Any other areas?

Do you do anything to prevent or slow down the process of fossilization?
Suggest ways of overcoming it. (| would particularly appreciate techniques
that have worked for you.)

Thank you!




APPENDIX D

This is an extract from Dracula, a horror story written by the Irish novelist Bram
Stoker. It was first published in 1897 and subsequently filmed several times.

The story istold by Jonathan Harker, a young English solicitor, who visits Count
Dracula in his castle in the Carpathian mountains to give him legal advice. At
first, Harker is dazzled by Dracula's gracious manners, but soon realises that he
has become the vampire's prisoner.

Whilstl was looking at the books, the door opened, and the Count entered. He saluted me in
a hearty way, and hoped that i had had a good night's rest.Then he went on.

"'am glad you found your way in here, for i am, sure there is much that will interest you. These
companions,” and he laid his hand on some of the books, "have been good friends to me,
and for some years past, ever since | had the idea of going to London, have given me many,
many hours of pleasure. Through them Ihave come to know your great England, and to know
heristo love her.!long to go tnrough the crowded streets of your mighty London, to be in

the midst of the whirl and rush of humanity, to share its life, its change, its death, and all that
makes it what it is. But alas' As yet I only know your tongue through books. To you, my friend, |
look that | know it to speak."

"But, Count," Isaid, "You know and speak English thoroughlyl' He bowed gravely.

“Ithank you, my friend, for your all too-flattering estimate, but yet Ifear that lam but a little
way on the road Iwould travel. True, I know the grammar and the words, out yet | know not
howto speak them,"

"Indeed,," I said,, "You speak excellently,"

"Not so0," he answered, "Well,. | know that.,,, did I move and speak in your London, none there
are who would not know me for a stranger. That is not enougn for me. Here 1am noble. lam
a Boyar. The common people know me, and |am master. But a stranger in a strange land, he
is no one. Men know him not, and to know not is to care not for, | am content if lam like the
rest, so that no nnan stops if he sees me, or pauses in his speaking if he hears my words, 'Ha,
halAstranger | have been so long master that Iwould be master still, or at least that none
other should be master of me I,.] You shall, I'trust, rest here with me a while, so that by our
talking I may learn the English intonation. And lwould that you tell me when I make an error,

even of the smallest, in my speaking,1

From: Stoker, B. (1897) Dracula (pp. 19-20) Archibald & Constable.
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© Compute your own score
and compare it with the
mean of natives and non-
natives in Davies's sample.

Are you more or less tolerant
than either group?
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APPENDIX E

In a replication study, Davies (1996) measured differences between native and
non-native speakers of English in terms of grammatical judgements. His sample
consisted of applied linguists with experience as English teachers. All the non-
native participants (18 persons) were highly proficient speakers of English; the
native speakers (16 persons) were mostly speakers of British English. Davies
included 12 sentences in his survey, and the participants were required to rate
the sentences on a 4-point scale as follows;

1 The sentence sounds perfect. You would use it without hesitation.

2 The sentence is less than perfect - something in it just doesn't feel
comfortable. Maybe lots of people could say it, but you never feel quite
comfortable with it.

3 Worse than (2), but not completely impossible. Maybe somebody might use
the sentence, but certainly not you. The sentence is almost beyond hope.

4 The sentence is absolutely out. Impossible to understand, nobody would say
it. Un-English.

Here are the 12 sentences to be rated on the scale:

Under no circumstances would | acceptthat offer.

Nobody who I get along with is here who Iwantto talk to.
We don't believe the claim that Jimson ever had any money.
The fact he wasn't in the store shouldn't be forgotten.

What will the grandfather clock stand between the bed and?
| urge that anything he touch be burned.

All the further we got was to Sudbury.

That is a frequently talked about proposal.

Nobody is here who | get along with who |want to talk to.
10 The doctor is sure that there will be no problems.

11 The idea he wasn't in the store is preposterous.

© o ~NO UL A WN B

V12 Such formulas should be writable 1own.

The participants were asked to give 1 point for a perfect sentence and 4
points for one that was totally unacceptable. They were also asked not to
look at the scores below.

Here are the results of Davies's study:

Sentence Mean Sentence Mean

Natives Non-natives Natives Non-natives
(N=16) (N=18) (N=16) (N=18)

1 11 11 7 3.3 3.0

2 2.7 3.0 8 12 2.2

3 16 18 9 2.3 25

4 17 16 10 1.0 1.0

5 2.7 35 11 17 15

6 17 25 12 3.0 3.3

Note that the aggregate mean for all 12 sentences for natives and non-natives
is 1.99 and 2.23, respectively. This suggests that natives are more tolerant of
uncertainty with regard to grammaticality. ©
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(adapted from Mohebbi & Alavi 2014)

classroom to:

teach new vocabulary
explain grammar

provide clarification

provide feedback and
explain errors

give written corrective
feedback on compositions
explain instructions for
assignments

give metalinguistic
knowledge

negotiate the syllabus and
the lesson

administer issues like exam
announcements

deal with discipline problems

in class

establish or assert authority

answer possible questions at

the end of the class

encourage and comfort
build rapport
give personal comments

make humorous comments
present information about
the target culture

supervise/guide with
collaborative tasks

conduct pre-listening/
reading activities

give individual help
avoid lengthy task
explanations

make contrasts between L1
and L2

always usually sometimes seldom

never
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APPENDIX G

A TESOL Statement on Non-native Speakers of English and Hiring Practices

Whereas TESOL is an international association concerned with the teaching of
English to speakers of other languages and composed of professionals who are
both native and non-native speakers of English, and

Whereas employment decisions in this profession which are based solely

upon the criterion that an individual is or is not a native speaker of English
discriminate against well-qualified individuals, especially when they are made in
the absence of any defensible criteria, and

Whereas such decisions, not based on sound criteria, must therefore be in
contradiction to sound linguistic research and pedagogical practice.

Therefore be it resolved that the Executive Board and the Officers of TESOL
shall make every effort to expunge from all publications of TESOL and its
affiliated bodies all language supporting such discrimination, and

Therefore be it further resolved that the Executive Board and the Officers of
TESOL shall make every effort to prevent such discrimination in the employment
support structures operated by TESOL and its own practices, and

Therefore be it further resolved that the Executive Board of TESOL shall instruct
the Committee on Professional Standards (and such other TESOL bodies as
the Board sees fit to involve) to work towards the creation and publication of
minimal language proficiency standards that may be applied equally to all
ESOL teachers without reference to the nativeness of their English.

This resolution is moved by the Sociopolitical Concerns Committee, having
been drafted by the Employment Issues Subcommittee and endorsed by the
committee of the whole.

October 1991
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TESOL's Position Statement Against Discrimination of Non-native Speakers of
English in the Field of TESOL (2006)

For decades there has been a long-standing fallacy in the field of English
language teaching that native English speakers are the preferred teachers
because they are perceived to speak 'unaccented' English, understand and
use idiomatic expressions fluently, and completely navigate the culture of at
least one English-dominant society, and thus they will make better English as
a second language (ESL) or English as aforeign language (EFL) teachers than
nonnative English speakers. As a result, non-native English-speaking educators
have found themselves often implicitly, and sometimes explicitly, discriminated
against in hiring practices or in receiving working assignments in the field of
teaching ESL or EFL.

However, as English language learners, non-native English-speaking educators
bring a uniquely valuable perspective to the ESL/EFL classroom, and so can
closely identify with the cross-cultural and language learning experience that
their students are experiencing. Research has shown that students do not have
a clear preference for either native English- speaking educators or non-native
English-speaking educators, demonstrating that, in general, students do not
buy into the 'native speaker fallacy'.

In many cases the non-native English-speaking educator may also be an
immigrant to an English-language-dominant country, and thus had to master
both a second language and a second culture. These personal experiences may
be similar to those of their students, and thus the non-native English-speaking
educator can serve as a powerful role model for students.

The distinction between native and non-native speakers of English presents an
oversimplified, either/or classification system that does not actually describe the
range of possibilities in aworld where English has become a global language.
More important, however, the use of the labels 'native speaker' and 'non-

native speaker' in hiring criteria is misleading, as this labeling minimizes the
formal education, linguistic expertise, teaching experience, and professional
preparation of teachers. All educators should be evaluated within the same
criteria. Non-native English-speaking educators should not be singled out
because of their native language.

TESOL strongly opposes discrimination against non-native English speakers in
the field of English language teaching. Rather, English language proficiency,
teaching experience, and professionalism should be assessed along a
continuum of professional preparation. All English language educators should
be proficient in English regardless of their native languages, but English
language proficiency should be viewed as only one criterion in evaluating a
teacher's professionalism. Teaching skills, teaching experience, and professional
preparation should be given as much weight as language proficiency.
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APPENDIX |

The interview items

NOTE: These questions were in Hungarian.

1

2
3
4
5
6

10
11
12
13
14
15
16
17

18
19

20
21

22
23
24
25
26
27
28

Name.

Native language

Length of teaching experience

Qualifications

Do you regularly participate in any form of in-service training?

Non-natives: How do you strive to improve your command of English?
Natives: Do you speak any Hungarian?

Non-natives: What do you consider to be your strongest and your weakest
points in your English language competence?

Knowledge of other foreign languages:

Non-natives: Length of stay in English-speaking countries /What did you do
there?

Average teaching load per week:

What age group do you like teaching, and why?

Isthere a specific teaching method that you prefer?

Other subjects you are teaching:

What helped you mostto become a professional teacher?

Where else do you teach? Other occupations?

What do you regard as the advantages of being a native/non-native teacher?

What do you regard as the disadvanatages of being a native/non-native
teacher?

In what sense do you think you teach differently from a native/non-native
teacher?

Isthere any organised method of cooperation between native and non-native
teachers in the staff?

Isthere any specific distribution of work between them?

If you were the principal of your school, would you prefer to hire natives to no--
natives? What is the ideal ratio of natives and non-natives?

For how long have you been teaching this class?
Standard coursebook being used:

Level of class:

Short description of class/problems:

How satisfied were you with your lesson?

What would you do differently?

Did anything go wrong, in your judgement?
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Data about the participants

Native

Gender

Qualifications

EFL teaching
experience

Teaching load at
school

Extra teaching

Number of
students in class

Girl/boy ratio

Year students
are in

Language level

Number of
lessons/week
Non-native
Gender
Qualifications

EFLteaching
experience

Teaching load at
school

Extra teaching

Number of
students in class

Girl/boy ratio

Year students
are in

Language level

Number of
lessons/week

Male

BA

1.5 years

20

2

18

8:10

10
upper-
iinter-
mediate

4

Female

College
certificate

5 years

16

16

15

5:10

9

pre-inter-
mediate

4

Male

BA

2.5 years

20

7

15

13:2

11
upper-
inter-
mediate

4

Male

College
certificate

2.5 years

20

20

15

10:5

10

beginner

Female

PGCE

1lyear

20

u

4:7

u
upper-
inter-

mediate

5

Female

College
certificate

2.5 years

20

18

14:4

10

pre-inter-
mediate

6

Male

Certificate
of further
education

1.5 years

20

45

14

77

10
upper-
inter-
mediate

4

Female

University
degree

10 years

26

10

6:8

10

inter-
mediate

4

APPENDICES

Female

BEd

lyear

21

12

5:5

inter-
mediate

20

Male

University
degree

8 years

20

12

9:3

9

pre-inter-
mediate

20
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APPENDIX K

List of schools participating in the study (in alphabetical order)

Budapest Business School, Faculty of Commerce, Catering and Tourism
Budapest University of Technology and Economics
Calvinist Secondary Grammar School, Sarospatak

ELTE Centre for English TeacherTraining, School of English and American
Studies, Budapest

International House Language School, Budapest

Karinthy Frigyes Bilingual Secondary School, Budapest

Pazmany Péter Catholic University, English Department, Piliscsaba
Technical Vocational and Secondary Grammar School, Budapest
University of Veszprém, English Department, Veszprém

Questionnaire

Dear Participant.

With this survey we would like to obtain information on the attitudes of Hungarian learners of Eng, r '

native and non-native teachers of English. We are interested to find out about the differences bete -’
native and non-native teachers as perceived by the learners. Please fill in the questionnaire by cirdir
appropriate answers and complete the questions in the final part. It will not take more than 20 mir,/-.
to answerthe questions.The questionnaire isanonymous. All data will be handled confidentially, c/.

are

happy to share our findings with you if you like.

Thank you for your help, Eszter Benke and Péter Medgyes.

VI.

VII.

Age of respondent:

Gender: male / female:

Years of English study:

Level of language proficiency ( based on course-book currently used):
lower intermediate D intermediate D
upper intermediate O advanced O

How many non-native teachers of English have you had?

How many native-speaker teachers of English have you had?

How long have you been taught/ were you taught by native-speakers?

VIII. Institution where you are currently studying English:

secondary school D bilingual secondary school D

college O university O language school O
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ON NON-NATIVE-SPEAKER TEACHERS

Please decide whether the following statements are typical/true of your non-
native-speaker teachers of English and indicate the extent to which you agree with
them.

strongly disagree - 1

disagree - 2

neither agree, nor disagree - 3
agree -4

strongly agree -5

THE NON-NATIVE SPEAKER TEACHER
1. NNS sticks more rigidly to lesson plan.
2. NNS istoo harsh in marking.
3. NNS prepares learners well for the exam.
4. NNS applies pair work regularly in class.
5. NNS applies group work regularly in class.
6. NNS prefers traditional forms of teaching.
7. NNS speaks most of the time during the lesson.
8. NNS sets a great number of tests.
9. NNS directs me towards autonomous learning.
10. NNS is impatient.
11. NNS is happy to improvise.
12. NNS focuses primarily on speaking skills.
13. NNS puts more emphasis on grammar rules.
14. NNS prefers teaching 'differently’.
15. NNS relies heavily on the coursebook.
16. NNS prepares conscientiously for the lessons.
17. NNS corrects errors consistently.
18. NNS runs interesting classes.
19. NNS assigns a lot of homework.

20. NNS uses ample supplementary material.
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21. NNS assesses my language knowledge realistically.

22. NNS provides extensive information about
the culture of English-speaking countries. 1

)
w
N
3

23. NNS s interested in learners' opinions. 12 3 45
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ON NATIVE-SPEAKER TEACHERS

Please decide whether the following statements are typical/true of your native

teachers of English and indicate the extentto which you agree with them.

strongly disagree - 1

disagree - 2

neither agree, nor disagree - 3
agree -4

strongly agree -5

THE NATIVE-SPEAKER TEACHER

1. NS sticks more rigidly to the lesson plan.

2. NS istoo harsh in marking.

3. NS prepares learners well for the exam.

4. NS applies pair work regularly in class.

5. NS applies group work regularly in class.

6. NS prefers traditional forms of teaching.

7. NS speaks most of the time during the lesson.
8. NS sets a great number of tests.

9. NS directs me towards autonomous learning.
10. NS is impatient.
11. NS is happy to improvise.
12. NS focuses primarily on speaking skills.
13. NS puts more emphasis on grammar rules.
14. NS prefers teaching 'differently’.
15. NS relies heavily on the coursebook.
16. NS prepares conscientiously for the lessons.
17. NS corrects errors consistently.
18. NS runs interesting classes.
19. NS assigns a lot of homework.
20. NS uses ample supplementary material.
21. NS assesses my language knowledge realistically.

22. NS provides extensive information about the culture
of English-speaking countries.

23. NS is interested in learners' opinions.
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Please indicate the extent to which you agree with the following statements.

strongly disagree - 1

disagree - 2

neither agree, nor disagree - 3
agree -4

strongly agree -5

Please list some advantages and disadvantages emerging from being taught by
a native and a non-native teacher.

24. A non-native speaker teacher can give more help for
a beginner. 12 3 45

25. A native speaker teaches speaking skills/conversation
more effectively. 12 3 45

26. Itd oes not matter what the teacher's native language is,
the only thing that matters is how they teach. 12 3 45

27. In an ideal situation both native and non-native
teacher teach you. 123 45

28. It is essential that everything should be in English in
an English lesson. 123 45

29. A non-native speaker teaches writing skills more effectively. 1 2 3 4 5

30. Iwish I had only non-native teachers of English. 123 45
31. There is no harm in the teacher using Hungarian every

now and then. 12 345
32. Itisimportant that we should be able to translate. 123 45
33. Native speakers should teach at a more advanced level. 12 3 45

34. Iwould be ready to trade a non-native teacher for a native
anytime. 12 3 45

Advantages:

NS

NNS

Disadvantages:

NS

NNS
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LOOKING AHEAD

Extracts from a conversation between a non-NEST (Péter) and a NEST (Susan)

Then and now
Susan:

Péter:

Language and Susan:
culture ’

Péter:

Susan:

Péter:

Susan:

Péter:

Péter, what for you was the motivation behind doing athird edition?

The internal motivation was that since the book first came out in 1994 there
have been a lot of new findings relating to the native/non-native issue,
even though the basic concept hasn't changed all that much.

The idea that there are these two different groups, NESTs and non-NESTSs,
do you think that has changed?

Well, it's a controversial issue. There're a lot of people who argue that
there's no way you can define who's a native speaker and who's a non-
native speaker and there's quite a bit of truth in that. It's really difficult,
linguistically speaking, to tell the difference. There's no clearcut division-
line between natives and non-natives.

One of the differences is as much of attitude as actual linguistic ability,
don't you think?

That's right. And a matter of self-description too. If |take my own example
I consider myself a non-native speaker of English and at the same time a
native speaker of Hungarian.

One of the things that worries me about the labels 'NEST' and 'non-NEST'
is that it seems to be isolating language proficiency from the ability to
communicate with people from another culture. Communication is more
than just words, it seems to me.

Absolutely. We're linguistically ‘handicapped' as non-native speakers of
English, but we can benefit a great deal by being immersed in two cultures
or more. While my roots are in Hungarian culture, over the years I've
learned a lot not only about British and American culture but also about
the cultures of all the people with whom [I've been able to communicate

- in English. So I'm definitely enriched by being a bilingual speaker of
English and Hungarian. Anyway, it's great fun to slide from one language to
another, from one culture to another.
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Susan:

Péter:

Susan:

Péter:

Susan:

Péter:

One of the things that struck me when we were talking about the new
edition of the book isthat a lot of people now have more opportunities to
come into contact with English than was the case 25 years ago - through
travel, the Internet, websites, Facebook and so on. English has become an
international language, which for a non-native speaker can cause quite a
few problems, because there isn't a 'right or wrong' any more.

I beg to differ slightly! Nowadays there're people who would say: 'We
don't actually need a norm. Everybody can speak English the way they
wish.' Not quite. Because if | go into the classroom to teach a group

of complete beginners, then | have to pronounce the word ‘'table’ in
some way, and probably the way | will teach them this word will be
approximating a British, American, Australian or Indian standard. | have
to stick to some kind of norm. And | certainly don't want my kids to
pronounce it in a Hungarian way. So there is a norm although it's rather
elusive, very difficult to pin down. The other reason isthat |want them to
be successful.

' ‘N
Of course. The problem isthat what they're producing - writing a message,
posting on Facebook or writing an email - would be totally acceptable
in the real world, but if you've got a class who are going to have to do /

an exam at the end of the year then there is a norm, something which

is accepted as right or wrong. And when we talk about NESTs and non-
NESTs we should also be talking about the context which they're teaching
in, the objectives of their pupils, the school principal, the parents and so
on. In other words, you can't isolate language from the context in which
it's taught and learned... Another thing. 'Equal but different’, you stress
throughout the book. And that non-NESTs need to get a confidence
boost.

Yes, but these days | begin to wonder: don't NESTs also need a boost? |
mean the ones who decide to go and find ajob in aforeign country and
they're suddenly thrown in atthe deep end. Different culture, different
education system, different mentality - everything is different. Some of
them even make the bloody effort to learn the local language...

Yes, and that brings us on to another tricky topic, the question of payment,
doesn't it? Because there's a lot of criticism of the fact that in some places
NESTs are earning more than the locals, and emotionally one's reaction is:
‘This is wrong, it shouldn't be like that!" But as an alien you do need more
money to survive, don't you? So you have to give NESTSs financial security...
(laughs) Says the NEST... But | agree. Look, | agree that discrimination

is not fair. However, let's not forget that this only applies to a very small
minority. 99 per cent of non-NESTSs stay put in their home countries partly
because that's where they feel at home and maybe because they're

not mobile enough to search for a better-paid job abroad. Anyway, my
sympathy mainly lies with those millions of fellow non-NESTs who teach
locally in their home countries.

/

A}

Different contexts,
different norms

Equality and
discrimination



Younger and
younger

In a digital
world

Future
directions?

Susan:

Péter:

Susan:

Péter:

Susan:

Péter:

Susan:

Péter:

Susan:

Péter:

Susan:

Péter:
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Now looking ahead, when the first edition of the book came out, in 1994,
teaching English wasn't so different from teaching any other foreign language.
Look, I no longer consider English aforeign language. It's a basic skill
today. Like mathematics.

Yes, English obviously has become part and parcel of mainstream
education. Children begin to learn English as a lingua franca at an early
age, often as early as the nursery school. Ithink this has implications for
teachers and teacher training.

Exactly. One of them is that you have to train teachers for primary
education, kindergarten education, because you mustn't teach a 6-year-
old like you teach a 14-year-old. There's a huge difference! But since there
are very few trained teachers for the kindergarten or for the lower primary
school, qualified secondary school teachers are teaching the young.
Teaching them the present perfect, for instance. A disaster! ...

There are two things that come to mind about this. One is that today

more and more parents speak English and so they've got expectations

of what goes on in the classroom. This can be a negative as well as a
positive development. The other thing is ICT. Nowadays more and more
3-year-olds have atablet or a smartphone and by using that they're being
exposed to English. In avery haphazard way but still. So anybody, whether
a NEST or a non-NEST, who's teaching that emerging age group is going to
have to take notice of this. It's not enough justto do songs and games.
Indeed, computers are notjust tools, they open up an entirely different
world. A multicultural world...

.. in which they'll probably use English asthe means of communication...
Finally, Péter, what about the future?

Well, there're several scenarios and it's impossible to tell which will gain
the upper hand. However, one thing is certain: If a government won't
invest in education, then that country's doomed. Inthe long run, for sure,
but maybe even in the short run.

So looking ahead your perspective is more positive than negative, right?
Oh yes, the trend is positive, no doubt. For both NESTs and non-NESTSs.
And their students, of course.

And what if your 16-year-old son suddenly announced that he wanted to
be an English teacher? Would you encourage or discourage him?

(laughs) My two daughters are English teachers. My wife is an English teacher.
Most of my friends are English teachers! I'm surrounded by English teachers.
So if my son decided to become an English teacher, I'd say 'Welcome to the
club. And here are my English books, they're all yours." It's his decision, his life.

Budapest, October 2016
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